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Comments on Request to Hold
Accountability Targets Steady
The Maine Department of Education has requested a waiver from the U.S. Department of
Education that will allow Maine to hold its accountability targets -- the percentage of
students expected to reach proficiency on state math and reading assessments in order for a
school to make "adequate yearly progress" -- at the 2010-11 levels for another year.

The Department sent the following notice to all Maine school superintendents and No Child
Left Behind coordinators requesting feedback. The Department received four comments in
response. Three voiced support for the waiver request; another requested clarification.

Public Notice

This communication serves as notice that the Maine Department of Education (MDOE)
intends to submit an application to the U. S. Department of Education to request a waiver
of section 1111(b)(2)(H) of the Elementary and Secondary Education Act of 1965 (ESEA),
as amended. This will permit Maine to use the same annual measurable objectives (AMOs)
used for adequate yearly progress (AYP ) determinations in the 2010–2011 school year,
based on assessments given in 2010-2011, to make AYP determinations for the 2011-2012
school year, based on assessments given in the 2011-2012 school year.  The Maine
Department of Education believes using the same AMOs for AYP determinations based on
assessments administered in the 2011-2012 school year as it used for the 2010-2011 school
year will help increase the quality of instruction for students and improve the academic
achievement of students by removing the pressure of meeting escalating AMOs so that
MDOE and other stakeholders within the State can devote necessary time and resources to
planning for the implementation of ESEA flexibility, which MDOE needs additional time to
do.  Comments related to this request for waivers should be sent to Rachelle Tome, ESEA
Federal Programs Director, at rachelle.tome@maine.gov.  Comments will be accepted
through Friday, March 5, 2012.

Originally posted at http://www.maine.gov/education/nclb/publicnotice.html on Feb. 21,
2012.
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Maine ESEA Flexibility Survey 
Fall 2011 

 
Overview 

1. over 1,500 Mainers answered the survey, including: 
a. 580 classroom educators 
b. 268 parents 
c. 187 administrators (school + district) 
d. 85 school board members 
e. 12 students 
f. every county was represented 

2. regarding the determination of the measure of a school's success, the majority of 
respondents supported continuing to use the familiar indicators of student 
achievement from state assessments and graduation rates (the highest level of 
importance was attached to this one), though they also supported adding the 
measures that were suggested in the survey. 

3. The additional measures that garnered the greatest support - in terms of the 
importance attached to them by all respondents, include: 

a. drop out rates 
b. data from teacher surveys 
c. data on school climate 
d. data on parental engagement and from parent surveys 
e. data from student surveys 
f. improvement on state tests 

4. The support for these enhanced measures of effectiveness holds true when 
disaggregating across all groups who responded to the survey 

5. Regarding the section on educator effectiveness, each of the suggested measures 
received strong or very strong support, with the lowest level of importance 
attached to achievement on state assessments. There is greater support for 
improvement on this measure, however. 

6. While there still is moderate support for these additional measures among 
teachers, when broken down by group, there is slightly higher support among 
administrators, and very strong support for the incorporation of these multiple 
measures among parents. 

7. It is important to note, however, that approximately 10% of the entire sample size 
and of each of the sub-groups did not attach any importance to either absolute 
performance or growth as measured by state assessments on determination of 
educator effectiveness. 
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ESEA Flexibility Public Survey 

Please rank each of the following based on how important you think it is to include as a 

measure of a school's success. 

 
1 = Not 

important

2 = 

Somewhat 

important

3 = 

Important

4 = Very 

important
N/A

Rating 

Average

Response 

Count

Data on school climate 2.2% (31)
15.4% 

(217)

39.1% 

(550)
41.9% 

(590)

1.4% 

(20)
3.22 1,408

Attendance rates 1.6% (23)
13.0% 

(183)

38.1% 

(535)
46.6% 

(655)

0.7% 

(10)
3.31 1,406

Dropout rates 2.2% (31)
13.5% 

(191)

36.2% 

(511)
47.2% 

(667)

0.8% 

(12)
3.30 1,412

Graduation rates 1.7% (24) 8.4% (119)
35.6% 

(501)
53.4% 

(752)

0.9% 

(13)
3.42 1,409

Data on levels of parent 

engagement
3.8% (54)

18.8% 

(265)

36.7% 

(517)
39.9% 

(562)

0.7% 

(10)
3.14 1,408

Student performance on state 

assessments
6.7% (94)

34.1% 

(479)
40.8% 

(574)

18.0% 

(253)

0.4% 

(6)
2.70 1,406

Data from student surveys 2.7% (38)
22.9% 

(323)
42.0% 

(593)

31.8% 

(448)

0.6% 

(9)
3.03 1,411

Data from parent surveys 2.1% (30)
24.2% 

(341)
46.0% 

(647)

26.7% 

(376)

0.9% 

(13)
2.98 1,407

Improvement in student 

performance on state assessments
6.0% (85)

25.8% 

(365)
38.8% 

(548)

29.0% 

(410)

0.4% 

(6)
2.91 1,414

Staff turnover rate 4.3% (60)
19.7% 

(276)
40.3% 

(566)

34.8% 

(489)

0.9% 

(13)
3.07 1,404

Data from teacher surveys 2.1% (29)
15.6% 

(220)

39.3% 

(554)
42.1% 

(594)

0.9% 

(13)
3.23 1,410

Please suggest an additional measure or explain your rankings. 

 
559

  answered question 1,417

  skipped question 99
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ESEA Flexibility Public Survey 

To obtain ESEA flexibility, the Maine Department of Education must develop guidelines for 

teacher and administrator evaluation systems. Please rank each of the following based on 

how important you think it is to include as a measure of the effectiveness of teachers and 

administrators.

 
1 = Not 

important

2 = 

Somewhat 

important

3 = 

Important

4 = Very 

important
N/A

Rating 

Average

Response 

Count

Student attendance rates 6.7% (87)
25.0% 

(325)
35.2% 

(458)

32.0% 

(417)

1.2% 

(15)
2.94 1,302

Classroom observations by peers 4.0% (52)
18.4% 

(241)
42.1% 

(551)

35.0% 

(458)

0.6% 

(8)
3.09 1,310

Classroom observations by 

supervisors
1.9% (25)

15.6% 

(205)
40.9% 

(538)

40.9% 

(538)

0.6% 

(8)
3.22 1,314

Data from student surveys 4.6% (60)
29.8% 

(389)
41.8% 

(546)

23.4% 

(305)

0.5% 

(6)
2.84 1,306

Data from parent surveys 4.8% (63)
32.2% 

(422)
42.9% 

(562)

19.6% 

(256)

0.5% 

(6)
2.78 1,309

Student achievement on state 

assessments

9.7% 

(127)
38.1% 

(499)

36.9% 

(482)

14.9% 

(195)

0.4% 

(5)
2.57 1,308

Student discipline records and 

procedures

8.7% 

(114)

29.9% 

(392)
39.5% 

(518)

21.4% 

(281)

0.5% 

(6)
2.74 1,311

Portfolios of teaching 

accomplishments

7.9% 

(103)

23.7% 

(310)
38.1% 

(498)

29.8% 

(389)

0.5% 

(7)
2.90 1,307

Student graduation rates 4.3% (56)
18.1% 

(237)
39.8% 

(520)

36.5% 

(478)

1.3% 

(17)
3.10 1,308

Progress toward meeting nationally 

recognized performance standards 

(National Board for Professional 

Teaching Standards, Interstate 

School Leaders Licensure 

Consortium, Interstate New 

Teacher Assessment and Support 

Consortium)

10.9% 

(142)

28.4% 

(369)
37.8% 

(492)

21.6% 

(281)

1.2% 

(16)
2.71 1,300
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Improvement in student 

achievement on state assessments

8.0% 

(105)

29.2% 

(383)
39.4% 

(517)

23.0% 

(302)

0.4% 

(5)
2.78 1,312

Data from teacher/administrator 

self-evaluation
4.5% (59)

21.9% 

(286)
44.8% 

(586)

28.2% 

(369)

0.5% 

(7)
2.97 1,307

Administrator observations by 

supervisors
2.9% (38)

17.4% 

(228)
43.1% 

(566)

35.6% 

(468)

1.0% 

(13)
3.13 1,313

Data from teacher surveys of 

administrators
2.9% (38)

18.6% 

(243)
43.9% 

(574)

33.6% 

(439)

1.0% 

(13)
3.09 1,307

Please suggest an additional measure or explain your ranking. 

 
359

  answered question 1,319

  skipped question 197
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Question #4 

 
 
Question #5 
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ESEA Flexibility Public Survey 

ESEA flexibility guidelines require that data on growth in student achievement be a 

"significant factor" in teacher and principal evaluation systems, but the guidelines do not 

define the meaning of "significant." Should there be a single, statewide definition of 

"significant factor" (for example, growth in student achievement must count for XX percent 

of the score in measuring a teacher's performance), or should each school district be 

allowed to decide for itself how student achievement data is to be used in teacher and 

principal evaluations?

 
Response 

Percent

Response 

Count

Single, statewide definition 37.5% 480

Local decision 62.5% 801

Explain/Comments 

 
492

  answered question 1,281

  skipped question 235
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w
ill

 th
e 

st
at

e 
be

 a
bl

e 
to

 c
om

pa
re

 th
is

 n
ew

 te
st

in
g 

to
 N

EC
A

P 
sc

or
es

? 
   

Th
er

e 
is

 n
o 

m
en

tio
n 

of
 sc

ho
ol

 re
ad

in
es

s o
r a

 c
om

m
on

 k
in

de
rg

ar
te

n 
sc

re
en

in
g 

to
ol

. W
ha

t a
bo

ut
 th

e 
ro

le
 o

f e
ar

ly
 c

hi
ld

ho
od

 e
du

ca
tio

n 
in

 a
ll 

of
 th

is
? 

R
ep

la
ce

m
en

t o
f M

LR
s w

ith
 C

om
m

on
 C

or
e.

 
W

ha
t s

up
po

rts
 w

ill
 b

e 
in

 p
la

ce
 to

 h
el

p 
sc

ho
ol

 d
is

tri
ct

s t
ra

ns
iti

on
 to

 n
ew

 
st

an
da

rd
s?

 

M
ea

su
rin

g 
st

ud
en

t a
ch

ie
ve

m
en

t w
ith

 a
 g

ro
w

th
 m

od
el

 
H

ow
 w

ill
 w

e 
m

ea
su

re
 g

ro
w

th
 b

et
w

ee
n 

th
e 

N
EC

A
PS

 a
nd

 S
m

ar
te

r 
B

al
an

ce
 te

st
in

g,
 w

ha
t w

ill
 b

e 
bu

ilt
 in

to
 th

e 
pl

an
 to

 d
et

er
m

in
e 

gr
ow

th
? 

It 
st

ill
 so

un
ds

 li
ke

 a
 o

ne
 si

ze
 fi

ts
 a

ll 
pl

an
.  

M
y 

st
ud

en
ts

 a
re

 m
uc

h 
m

or
e 

di
ve

rs
e 

in
 th

ei
r n

at
ur

al
 a

bi
lit

ie
s, 

th
ei

r u
pb

rin
gi

ng
 a

nd
 th

ei
r m

ot
iv

at
io

n.
  

W
e 

ne
ed

 to
 id

en
tif

y 
ho

w
 re

ad
y 

ea
ch

 st
ud

en
t i

s w
he

n 
th

ey
 g

ra
du

at
e,

 a
 

di
pl

om
a 

sh
ou

ld
 n

ot
 b

e 
th

e 
on

ly
 in

di
ca

to
r o

f s
uc

ce
ss

, t
he

re
 n

ee
ds

 to
 b

e 
so

m
e 

w
ay

 to
 sh

ow
 w

ha
t e

ac
h 

st
ud

en
t i

s r
ea

dy
 fo

r, 
be

 it
 c

ol
le

ge
, a

 p
re

p 
sc

ho
ol

 o
r a

 n
on

-a
ca

de
m

ic
 c

ar
ee

r p
at

h.
  T

he
 e

xp
ec

ta
tio

n 
in

 sc
ho

ol
 

sh
ou

ld
 m

at
ch

 w
ha

t t
he

 st
ud

en
t w

an
ts

 to
 p

re
pa

re
 fo

r. 
 T

oo
 m

an
y 

ki
ds

 
le

av
e 

hi
gh

 sc
ho

ol
 w

ith
 g

oo
d 

gr
ad

es
, b

ut
 sh

ow
 u

p 
to

 c
ol

le
ge

 to
 fi

nd
 

th
ey

 n
ee

d 
re

m
ed

ia
tio

n.
 

W
e 

ha
ve

 p
ut

 a
ll 

ac
co

un
ta

bi
lit

y 
on

 sc
ho

ol
s, 

an
d 

no
ne

 o
n 

st
ud

en
ts

 a
nd

 
th

ei
r f

am
ili

es
.  

Sc
ho

ol
s c

an
no

t e
nf

or
ce

 a
tte

nd
an

ce
, s

o 
ho

w
 c

an
 w

e 
be

 
ex

pe
ct

ed
 to

 ra
is

e 
st

an
da

rd
s. 

 T
he

 st
ud

en
ts

 a
nd

 fa
m

ili
es

 w
ho

 m
ak

e 
lit

tle
 

or
 n

o 
ef

fo
rt 

to
 im

pr
ov

e,
 o

r w
ho

 d
el

ib
er

at
el

y 
un

de
ra

ch
ei

ve
 to

 su
bv

er
t t

he
 

sc
ho

ol
's 

pe
rf

or
m

an
ce

, s
ho

ul
d 

no
t b

e 
in

cl
ud

ed
 in

 m
ea

su
re

m
en

ts
 o

f 
sc

ho
ol

 e
ff

ec
tiv

en
es

s. 

To
o 

m
an

y 
sc

ho
ol

s i
n 

M
ai

ne
 h

av
e 

al
re

ad
y 

ch
an

ge
d 

th
e 

st
an

da
rd

s f
ro

m
 

th
e 

C
om

m
on

 C
or

e 
in

 th
ei

r o
w

n 
sc

ho
ol

s, 
so

 th
at

 th
ey

 a
re

 le
ss

 ri
go

ro
us

 
th

an
 th

e 
ac

tu
al

 C
om

m
on

 C
or

e 
St

an
da

rd
s. 

It 
se

em
s t

ha
t w

e 
sh

ou
ld

 
ei

th
er

 a
do

pt
 a

ll 
of

 th
em

, o
r a

t l
ea

st
 b

e 
ho

ne
st

 th
at

 w
e 

ar
e 

no
t a

do
pt

in
g 

th
e 

en
tir

e 
pa

ck
et

 o
f s

ta
nd

ar
ds

, s
o 

th
at

 th
e 

pu
bl

ic
 w

ill
 b

e 
aw

ar
e 

of
 

th
es

e 
di

ff
er

en
ce

s w
he

n 
th

e 
as

se
ss

m
en

t r
es

ul
ts

 a
re

 sh
ar

ed
. 

N
ot

 a
ll 

su
bj

ec
ts

 a
re

 c
ov

er
ed

. W
e 

ar
e 

m
is

si
ng

 o
ne

 o
f t

he
 m

os
t i

m
po

rta
nt

 
su

bj
ec

ts
 fo

r 2
1s

t c
en

tu
ry

 le
ar

ne
rs

: c
om

pu
te

r a
nd

 te
ch

no
lo

gy
 e

du
ca

tio
n 

st
an

da
rd

s. 

cl
ea

r p
la

n 
in

 p
la

ce
 

m
or

e 
de

ta
il 

as
 to

 h
ow

 M
ai

ne
 in

te
nd

s t
o 

en
su

re
 st

an
da

rd
s a

re
 m

et
 o

ut
si

de
 

of
 a

cc
es

s t
o 

re
so

ur
ce

s.d
o 

 w
e 

ha
ve

 a
ny

 sp
ec

ifi
c 

pl
an

s t
o 

pu
t r

es
ou

rc
es

 
in

to
 p

ra
ct

ic
e 
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 th
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re
ng

th
s o

f 
M

ai
ne
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 w

ai
ve

r 
re

qu
es

t?
  -

 O
pe

n-
E

nd
ed

 R
es

po
ns

e 
W

ith
 r

eg
ar

d 
to

 P
ri

nc
ip

le
 1

, w
ha

t's
 m

is
si

ng
, u

nc
le

ar
, o

r 
sh

ou
ld

 b
e 

ad
de

d 
to

 st
re

ng
th

en
 M

ai
ne

's
 w

ai
ve

r 
re

qu
es

t?
  -

 O
pe

n-
E

nd
ed

 
R

es
po

ns
e 

Fo
r s

tu
de

nt
s t

o 
go

 w
he

re
 th

ei
r s

tre
ng

th
 a

nd
 in

te
re

st
 is

.  
It 

is
 a

ls
o 

m
ak

in
g 

so
m

e 
sy

st
em

s l
oo

k 
at

 th
ei

r c
ur

ric
ul

um
 fo

r a
 b

et
te

r u
p 

to
 d

at
e 

on
e.

 

C
le

ar
er

 e
xp

ec
ta

tio
ns

 a
nd

 st
an

da
rd

s, 
as

 w
el

l a
s r

ea
l l

ife
 tr

ai
ni

ng
. 

M
ad

e 
m

or
e 

re
al

is
tic

 g
oa

ls
 - 

is
 it

 re
al

is
tic

 th
at

 1
00

%
 a

tta
in

 
pr

of
ic

ie
nc

y?
  E

du
ca

tio
n 

is
 n

ot
 a

 fa
ct

or
y 

tu
rn

in
g 

ou
t 1

00
%

 a
cc

ep
ta

bl
e 

pr
od

uc
t. 

 I 
fe

el
 it

 is
 re

al
is

tic
 to

 sh
ow

 a
 p

er
ce

nt
ag

e 
of

 im
pr

ov
em

en
t. 

C
an

't 
th

in
k 

of
 a

ny
th

in
g 

m
is

si
ng

. 

Th
e 

w
ai

ve
r r

eq
ue

st
 e

sp
ou

se
s c

om
m

itm
en

t t
o 

pr
ov

id
in

g 
a 

st
ro

ng
 

fo
un

da
tio

n 
in

 th
is

 c
at

eg
or

y.
  A

lig
ni

ng
 w

ith
 th

e 
C

om
m

on
 C

or
e 

st
an

da
rd

s i
s a

 p
os

iti
ve

 m
ov

e 
aw

ay
 fr

om
 a

m
bi

gu
ou

s L
ea

rn
in

g 
R

es
ul

ts
. 

Fi
rs

t o
ff

, i
f t

he
 w

ai
ve

r i
s w

rit
te

n 
as

 c
ar

ef
ul

ly
 a

s t
he

 o
ve

rv
ie

w
, i

t n
ee

ds
 to

 
be

 p
ro

of
re

ad
.  

  T
he

re
 is

 n
ot

hi
ng

 th
at

 sa
ys

 h
ow

 th
es

e 
ex

pe
ct

at
io

ns
 a

re
 to

 
be

 m
et

. 

no
ne

 
w

ha
t w

ill
 b

e 
re

qu
ire

d 
of

 p
ar

en
ts

 a
nd

 st
ud

en
ts

 in
 re

ac
hi

ng
 g

ra
du

at
io

n 
an

d 
be

in
g 

re
ad

y 
fo

r c
ol

le
ge

...
.te

ac
he

rs
 c

an
't 

do
 th

is
 a

lo
ne

 a
nd

 p
ar

en
ts

 
an

d 
st

ud
en

ts
 n

ee
d 

to
 b

e 
st

ak
eh

ol
de

rs
...

.m
y 

di
st

ric
t c

ur
re

nt
ly

 d
oe

sn
't 

"b
el

ie
ve

 in
" 

 re
te

nt
io

n 
so

 st
ud

en
ts

 a
re

 p
ro

m
ot

ed
 w

ith
ou

t t
he

 sk
ill

s 
ne

ed
ed

 to
 b

e 
su

cc
es

sf
ul

. S
tu

de
nt

s a
re

n'
t r

eq
ui

re
d 

to
 a

tte
nd

 a
fte

r s
ch

oo
l 

tu
to

rin
g 

if 
th

ey
 a

re
 b

eh
in

d.
  P

ar
en

ts
 c

an
 o

pt
 o

ut
.  

H
ow

 d
o 

w
e 

re
qu

ire
 

st
ud

en
ts

 to
 p

ar
tic

pa
te

 to
 h

el
p 

th
em

 c
lo

se
 th

e 
ga

p?
 

It'
s v

er
y 

ha
rd

 to
 d

et
er

m
in

e 
st

re
ng

th
s b

ec
au

se
 y

ou
'v

e 
ig

no
re

d 
a 

m
aj

or
 

pa
rt 

of
 o

us
 sc

ho
ol

's 
pr

og
ra

m
s, 

na
m

el
y 

th
e 

la
pt

op
 in

iti
at

iv
e 

th
at

 h
as

 
be

en
 in

 p
la

ce
 fo

r t
en

 y
ea

rs
. 

Th
e 

st
at

e 
of

 M
ai

ne
 h

as
 sp

en
t h

un
dr

ed
s o

f m
ill

io
ns

 o
f d

ol
la

rs
 o

n 
th

e 
hi

gh
ly

 to
ut

ed
 la

pt
op

 p
ro

gr
am

 w
hi

ch
 w

as
 su

pp
os

ed
 to

 g
et

 o
ur

 k
id

s 
ca

re
er

-r
ea

dy
. A

fte
r t

en
 y

ea
rs

, w
he

re
 a

re
 th

e 
re

su
lts

? 
O

ur
 sc

ho
ol

s a
re

 
st

ill
 u

nd
er

-p
er

fo
rm

in
g,

 a
nd

 w
e 

st
ill

 h
av

e 
a 

sc
ie

nc
e 

an
d 

en
gi

ne
er

in
g 

br
ai

n 
dr

ai
n.

 Y
es

, i
t's

 g
re

at
 th

at
 e

ac
h 

ki
d 

ha
s a

 c
om

pu
te

r, 
bu

t a
ll 

th
e 

m
on

ey
 sp

en
t t

o 
ac

tu
al

ly
 te

ac
h 

w
ith

 th
em

 se
em

s t
o 

ha
ve

 b
ee

n 
co

m
pl

et
el

y 
w

as
te

d.
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W

ith
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eg
ar

d 
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si

ng
, u

nc
le
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, o

r 
sh

ou
ld

 b
e 
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de

d 
to

 st
re

ng
th

en
 M

ai
ne

's
 w

ai
ve

r 
re

qu
es

t?
  -

 O
pe

n-
E

nd
ed

 
R

es
po

ns
e 

  
Pr

et
ty

 c
on

ce
rn

ed
 a

bo
ut

 S
B

A
C

's 
ab

ili
ty

 to
 d

el
iv

er
 a

ss
es

sm
en

ts
 w

hi
ch

 
tru

ly
 a

ss
es

s c
ol

le
ge

 a
nd

 c
ar

ee
r r

ea
di

ne
ss

.  
A

ls
o,

 th
e 

ne
xt

 tw
o 

ye
ar

s 
w

he
re

 in
st

ru
ct

io
n 

is
 su

pp
os

ed
 to

 b
e 

al
ig

ne
d 

to
 C

C
SS

 b
ut

 sc
ho

ol
s w

ill
 b

e 
ju

dg
ed

 b
y 

N
EC

A
P 

an
d 

SA
T 

te
st

in
g 

co
ul

d 
cr

ea
te

 a
 d

is
tra

ct
io

n 
th

at
 m

ire
s 

do
w

n 
pr

og
re

ss
 a

nd
 a

llo
w

s e
du

ca
to

rs
 to

 m
ai

nt
ai

n 
a 

st
an

ce
 o

f "
w

el
l, 

th
e 

te
st

s a
re

n'
t e

ve
n 

al
ig

ne
d 

w
ith

 th
e 

st
an

da
rd

s s
o 

yo
u 

ca
n'

t e
xp

ec
t u

s t
o 

do
 

w
el

l o
n 

th
em

."
 

M
ai

ne
 is

 th
in

ki
ng

 o
ut

si
de

 th
e 

bo
x 

to
 re

fo
rm

 e
du

ca
tio

n 
th

ro
ug

h 
M

ai
ne

 
C

oh
or

t f
or

 M
as

s C
us

to
m

iz
ed

 L
ea

rn
in

g.
 T

hi
s i

s b
y 

fa
r t

he
 m

os
t 

ex
pa

ns
iv

e 
ap

pr
oa

ch
 to

 e
du

ca
tio

n 
in

 y
ea

rs
. T

hi
s r

es
ea

rc
h 

an
d 

pe
rf

or
m

an
ce

-b
as

ed
 c

ha
ng

es
 in

 p
ra

ct
ic

es
 is

 th
e 

re
as

on
 M

ai
ne

's 
re

qu
es

t 
is

 m
or

e 
th

an
 ju

st
ifi

ed
. 

M
or

e 
em

ph
as

is
 o

n 
M

C
L,

 R
ob

er
t M

ar
za

no
 a

nd
 P

er
fo

rm
an

ce
d-

ba
se

d 
ed

uc
at

io
n.
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ith
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to
 P

ri
nc
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ha
t d

o 
yo

u 
fe

el
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re
 th

e 
st

re
ng

th
s o

f 
M

ai
ne

's
 w

ai
ve

r 
re

qu
es

t?
  -

 O
pe

n-
E

nd
ed

 R
es

po
ns

e 
W

ith
 r

eg
ar

d 
to

 P
ri

nc
ip

le
 2

, w
ha

t's
 m

is
si

ng
, u

nc
le

ar
, o

r 
sh

ou
ld

 b
e 

ad
de

d 
to

 st
re

ng
th

en
 M

ai
ne

's
 w

ai
ve

r 
re

qu
es

t?
  -

 O
pe

n-
E

nd
ed

 
R

es
po

ns
e 

  
U

nc
le

ar
 o

n 
"s

up
po

rts
" 

to
 b

e 
pr

ov
id

ed
 to

 sc
ho

ol
s i

n 
ne

ed
.  

H
ow

 is
 

"s
up

po
rt"

 d
ef

in
ed

? 
   

W
ha

t i
s t

he
 a

ss
es

sm
en

t t
oo

l t
o 

be
 im

pl
em

en
te

d?
   

 
I w

ou
ld

 su
gg

es
t t

he
 u

se
 o

f t
he

 N
W

EA
 w

hi
ch

 is
 a

lre
ad

y 
in

 u
se

 in
 m

an
y 

sc
ho

ol
s a

nd
 p

ro
vi

de
s c

le
ar

 st
an

da
rd

s, 
go

al
 a

nd
 m

ea
su

re
m

en
t. 

Th
e 

in
cl

us
io

n 
of

 a
cc

ou
nt

ab
ili

ty
 fo

r t
he

 p
ro

gr
es

s o
f d

iff
er

en
t 

su
bg

ro
up

s i
s v

er
y 

po
si

tiv
e.

 R
ea

lis
tic

 g
oa

ls
 fo

r i
m

pr
ov

em
en

t i
n 

al
l 

ar
ea

s c
le

ar
ly

 a
dd

re
ss

es
 th

e 
pr

ob
le

m
 w

e 
ha

ve
 fa

ce
d 

as
 a

 sm
al

l, 
ru

ra
l 

sc
ho

ol
 w

ith
 a

 v
er

y 
tra

ns
ie

nt
 p

op
ul

at
io

n.
 

I w
ou

ld
 li

ke
 to

 se
e 

m
or

e 
su

pp
or

t a
va

ila
bl

e 
fo

r a
ll 

sc
ho

ol
s, 

no
t j

us
t t

ho
se

 
th

at
 d

em
on

st
ra

te
 a

 n
ee

d 
fo

r i
m

pr
ov

em
en

t. 
Th

er
e 

ar
e 

st
ud

en
ts

 a
t r

is
k 

ev
er

y 
w

he
re

 in
 th

is
 st

at
e.

 

Th
er

e 
ar

e 
so

m
e 

se
ed

s o
f g

oo
d 

th
in

ki
ng

 h
er

e.
  H

ow
 c

ou
ld

 w
e 

ho
ld

 
sc

ho
ol

s a
cc

ou
nt

ab
le

 in
 a

 d
iff

er
en

tia
te

d 
w

ay
? 

 G
re

at
 st

ar
t! 

1)
  I

f s
ch

oo
ls

 w
ith

 sm
al

le
r p

op
ul

at
io

ns
 in

 a
 st

at
e 

lik
e 

M
ai

ne
 a

re
 

as
se

ss
ed

 b
y 

gr
ad

e 
in

st
ea

d 
of

 a
 lo

ng
itu

di
na

l m
ea

su
re

, t
he

n 
th

er
e 

w
ill

 b
e 

w
id

e 
va

ria
tio

n 
fr

om
 y

ea
r t

o 
ye

ar
.  

O
ne

 y
ea

r's
 8

th
 g

ra
de

 c
ou
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 c
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r c
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 d
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is

 su
bg

ro
up

 si
ze

 re
du

ct
io

n.
  I

n 
sc

ho
ol

s o
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Attachment 3 

Notice and information provided to the public 
regarding the request 
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MAINE PUBLIC COMMUNICATIONS AND ENGAGEMENT 

Below, please find: 

1) General items in our Maine DOE Newsroom about the ESEA flexibility 
request. These include Commissioner’s blog posts and general 
dispatches. All of these were included in our weekly Commissioner’s 
Update, which is distributed to nearly 3000 subscribers, including all 
superintendents in the State. 

2) Three Newsroom discussion items – we invited public participation in our 
Newsroom discussion via the reader comments. 

3) Press releases. All of these went out to the media, made it into the weekly 
Commissioner’s Update, and were posted in our online Newsroom. 

General Maine DOE Newsroom items 

Maine residents join first forum online to discuss ESEA flexibility draft 
<http://mainedoenews.net/2012/08/21/esea-online-forum/>  

Posted on August 21, 2012 by Maine Department of Education  

A small group of Maine residents joined an online forum Monday night to provide 
Education Commissioner Stephen Bowen with feedback on the Department’s 
draft proposal for flexibility under the Elementary and Secondary Education Act. 

A call for ESEA flexibility feedback 
<http://mainedoenews.net/2012/05/31/call-for-feedback/> 

Posted on May 31, 2012 by Commissioner Stephen Bowen  

This week, in addition to the usual updates about our work, I will ask for 
something from you. The September 2012 deadline to request flexibility from the 
federal government in Maine’s implementation of the No Child Left Behind Act (or 
… 

Starting the serious work of crafting a new accountability system 
<http://mainedoenews.net/2012/02/13/serious-work-accountability/> 

Posted on February 13, 2012 by Commissioner Stephen Bowen  

When we took to the road in December, we wanted to hear what the public had 
to say about the system we use to hold our schools accountable. And hear from 
the public we did. We had more than 1,500 …  
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Welcome news and a special opportunity 
<http://mainedoenews.net/2011/09/28/welcome-news-opportunity/> 

Posted on September 28, 2011 by Commissioner Stephen Bowen  

We’ve had a flurry of activity here at the Department of Education ever since the 
Obama administration last week released guidelines for states interested in 
securing waivers from certain provisions of the federal No Child Left Behind law. 

Join statewide discussion on ESEA flexibility 
<http://mainedoenews.net/2012/08/20/statewide-discussion-esea/> 

Posted on August 20, 2012 by Commissioner Stephen Bowen  

Well, the time has come. 

For nearly the past year, we’ve been working on a proposal for flexibility under 
the decade-old No Child Left Behind Act (or Elementary and Secondary 
Education Act). Maine will submit its application by Sept. 6, and it’s important to 
us to involve the public one more time as we finalize a plan for creating a better 
school accountability and improvement system. 

Accountability and improvement work in high gear 
<http://mainedoenews.net/2012/05/16/accountability-high-gear/> 

Posted on May 16, 2012 by Commissioner Stephen Bowen  

Our efforts to create an accountability and improvement system that works for 
our students, teachers and schools — and replaces the system we have under 
the No Child Left Behind Act — are kicking into high gear. 

Bowen testimony in support of educator effectiveness bill 
<http://mainedoenews.net/2012/03/14/testimony-effectiveness-bill/> 

Posted on March 14, 2012 by Maine Department of Education  

The Maine Legislature’s Education Committee held a public hearing March 14 on 
legislation that takes a number of steps to ensure an effective corps of teachers 
and school leaders who are well prepared to enter the classroom and receive 
regular feedback that helps them improve their practice. 

Education Commissioner Stephen Bowen delivered the following testimony 
supporting LD 1858, An Act to Ensure Effective Teaching and School 
Leadership.  
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Starting the serious work of crafting a new accountability system 
<http://mainedoenews.net/2012/02/13/serious-work-accountability/> 

Posted on February 13, 2012 by Commissioner Stephen Bowen  

When we took to the road in December, we wanted to hear what the public had 
to say about the system we use to hold our schools accountable. And hear from 
the public we did. We had more than 1,500 people respond to an online survey; 
several dozen turned out at public forums in Bangor, Portland and online. 

Portland forum focuses on fair, accurate assessment 
<http://mainedoenews.net/2011/12/15/portland-forum-assessment/> 

Posted on December 15, 2011 by Maine Department of Education  

PORTLAND — About 40 people turned out for a public forum at Portland Arts 
and Technology High School on Dec. 14 to discuss a new system for holding 
schools accountable, recognizing success and supporting schools in need of 
improvement with Education Commissioner Stephen Bowen. 

Participants join online ESEA flexibility forum 
<http://mainedoenews.net/2011/12/15/online-flexibility-forum/> 

Posted on December 15, 2011 by Maine Department of Education  

A small, but engaged group of Maine residents signed into an online conference 
room on Dec. 13 to discuss Elementary and Secondary Education Act flexibility 
with Education Commissioner Stephen Bowen and share their ideas. 

The upside of not being first 
<http://mainedoenews.net/2011/11/30/upside-not-first/> 

Posted on November 30, 2011 by Commissioner Stephen Bowen  

Sometimes, it’s OK if we’re not first. 

In fact, it offers Maine an advantage when it comes to preparing an application 
for flexibility from provisions of the federal No Child Left Behind law. 

Welcome news and a special opportunity 
<http://mainedoenews.net/2011/09/28/welcome-news-opportunity/> 

Posted on September 28, 2011 by Commissioner Stephen Bowen  
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We’ve had a flurry of activity here at the Department of Education ever since the 
Obama administration last week released guidelines for states interested in 
securing waivers from certain provisions of the federal No Child Left Behind law. 

Statement on No Child Left Behind flexibility 
<http://mainedoenews.net/2011/09/23/statement-nclb-flexibility/> 

Posted on September 23, 2011 by Maine Department of Education  

Maine Education Commissioner Stephen Bowen released the following 
statement today in response to President Obama’s announcement of new 
flexibility for states from No Child Left Behind accountability requirements: 

Press Releases 

Seeking public feedback on education plan 
<http://mainedoenews.net/2012/08/15/seeking-feedback-on-education-plan/> 

Posted on August 15, 2012 by David Connerty-Marin  

AUGUSTA – The Maine Department of Education is inviting the public to weigh 
in one last time on its plan for creating a fairer and more constructive system for 
holding schools accountable and helping them improve. 

Maine DOE makes plans for improved accountability 
<http://mainedoenews.net/2012/02/13/plans-improved-accountability/> 

Posted on February 13, 2012 by David Connerty-Marin  

AUGUSTA – The education commissioners in Maine and New Hampshire sent a 
joint letter to Washington, D.C., today that outlines their plans to craft a 
thoughtful, fair and constructive system for holding their schools accountable and 
helping them improve. The letter …  

Maine DOE makes plans for improved accountability 
<http://mainedoenews.net/2012/02/13/plans-improved-accountability/> 

Posted on February 13, 2012 by David Connerty-Marin  

AUGUSTA – The education commissioners in Maine and New Hampshire sent a 
joint letter to Washington, D.C., today that outlines their plans to craft a 
thoughtful, fair and constructive system for holding their schools accountable and 
helping them improve. The letter lays out the two states’ intentions to get out 
from under the unfair and unrealistic No Child Left Behind accountability system, 
but through a deliberate and complete process that involves educators, parents 
and others in building an alternative. 
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Students seek voice in accountability 
<http://mainedoenews.net/2011/12/15/students-voice-accountability/> 

Posted on December 15, 2011 by Maine Department of Education  

PORTLAND – Education Commissioner Stephen Bowen met with 10 Portland-
area high school students on Dec. 14 to ask for their thoughts on school 
accountability and how to measure school and teacher effectiveness. 

The 10 students represented Portland, Deering and Casco Bay high schools, 
along with Portland Arts and Technology High School and the Real School in 
Falmouth. 

Ed Commissioner in Portland tonight; seeks ideas on school 
accountability, recognition 
<http://mainedoenews.net/2011/12/14/portland-accountability-recognition/> 

Posted on December 14, 2011 by David Connerty-Marin  

PORTLAND — Education Commissioner Stephen Bowen will visit Portland 
tonight to ask the public for ideas on measuring school and teacher 
effectiveness, and crafting a system that holds schools accountable and rewards 
success. 

First forum yields ideas on ESEA flexibility 
<http://mainedoenews.net/2011/12/09/forum-esea-flexibility/> 

Posted on December 9, 2011 by Maine Department of Education  

BANGOR — About 45 members of the public – including teachers, 
administrators and school board members – attended a public forum at Bangor 
High School on Dec. 8 to hear from Education Commissioner Stephen Bowen 
about Elementary and Secondary Education Act (ESEA) flexibility and to share 
ideas. 

Below is a summary of their comments. 

Students offer thoughts on accountability 
<http://mainedoenews.net/2011/12/09/students-thoughts-accountability/> 

Posted on December 9, 2011 by Maine Department of Education  

BANGOR — Education Commissioner Stephen Bowen met with eight students at 
Bangor High School on Dec. 8 to ask their thoughts on what makes for an 
effective school, and what makes for an effective teacher. 
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Ed Commissioner asks public for ideas on school accountability 
and recognition 
<http://mainedoenews.net/2011/12/05/ed-commissioner-asks-public-for-ideas-on-
school-accountability-and-recognition/> 

Posted on December 5, 2011 by David Connerty-Marin  

AUGUSTA — The federal government is offering Maine, like all other states, a 
chance to develop its own system of accountability and recognition of schools — 
allowing the state to jettison what many now consider unrealistic and unfair 
requirements and negative labels in the current No Child Left Behind Act. 

 
Newsroom Discussion 

Last chance for input on ESEA flexibility 

Posted on August 15, 2012 by Maine Department of Education  

The Maine DOE will submit a formal request for flexibility under the Elementary 
and Secondary Education Act to the U.S. Department of Education by Sept. 6. 
Maine is looking to create a fairer and more constructive system for holding 
schools accountable and helping them improve. 

Discussion, continued: Maine’s request for ESEA flexibility 
<http://mainedoenews.net/2012/08/15/last-chance-input-esea-flexibility/> 

Posted on May 29, 2012 by Maine Department of Education  

We want to hear from you. 

The Maine DOE has entered the second, more earnest, phase of work 
developing an accountability and improvement system that’s thoughtful, fair and 
constructive; a system that considers multiple valid measures in determining the 
performance of students and schools; and a system that helps struggling schools 
improve rather than feel stigmatized. 

Discussion: Maine’s request for ESEA flexibility 
<http://mainedoenews.net/2011/12/05/discussion-esea-flexibility/> 

Posted on December 5, 2011 by Maine Department of Education  

The Maine Department of Education wants to hear from you as it puts together a 
request to the federal government for flexibility in holding schools accountable 
and recognizing their success under the Elementary and Secondary Education 
Act (commonly known as No Child Left Behind). 
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COMMON CORE PUBLICITY 

Conferences let teachers learn from peers on Common Core 
<http://mainedoenews.net/2012/05/16/teachers-common-core/> 

Posted	
  on	
  May	
  16,	
  2012	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

Four daylong conferences this August will offer teachers a chance to hear from fellow 
Maine teachers about: reasoning and higher-order thinking skills; helping students to 
improve their writing; improving their own writing; and effective math instruction based 
on the Common …  

Webinar: Common Core’s implications for Social Studies 
<http://mainedoenews.net/2012/05/02/webinar-social-studies/> 

Posted	
  on	
  May	
  2,	
  2012	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

The Maine Department of Education’s social studies specialist, Kristie Littlefield, will 
conduct a series of webinars on the Common Core State Standards for Literacy in 
History/Social Studies, designed specifically for social studies teachers. 

Literacy conference emphasizes Common Core planning 
<http://mainedoenews.net/2012/04/20/common-core-planning/> 

Posted	
  on	
  April	
  20,	
  2012	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

The Maine Department of Education’s Summer Literacy Institute will bring together 
teams of educators to work on school and district plans for implementing the Common 
Core State Standards for English language arts, as well as the Common Core’s literacy 
standards …  

Gov. LePage, Commissioner Bowen announce new education initiatives 
<http://mainedoenews.net/2012/02/08/new-education-initiatives/> 

Posted	
  on	
  February	
  8,	
  2012	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

The following is a press release from the Office of Gov. Paul LePage New legislation 
“puts students first” AUGUSTA – Governor Paul LePage unveiled his education 
legislative agenda on Wednesday at the Somerset Career and Technical Education Center 
in Skowhegan. …  

High school math teachers’ session addresses Common Core, reasoning 
<http://mainedoenews.net/2012/01/24/common-core-reasoning/> 

Posted	
  on	
  January	
  24,	
  2012	
  by	
  Maine	
  Department	
  of	
  Education	
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The Association of Teachers of Mathematics in Maine (ATOMIM) is inviting high 
school math teachers to a session focused on the Common Core state standards for 
mathematics in the classroom through reasoning and sense making. 

Curriculum group offers 2nd Common Core conference 
<http://mainedoenews.net/2012/01/18/common-core-conference/> 

Posted	
  on	
  January	
  18,	
  2012	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

Teachers, administrators and school board members will gain insight into Maine’s 
implementation of the Common Core state standards and federal education policy during 
a daylong conference on Jan. 27 in Brewer. 

Webinar to address research behind Common Core math 
<http://mainedoenews.net/2011/10/05/webinar-research-common-core/> 

Posted	
  on	
  October	
  5,	
  2011	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

The Regional Educational Laboratory – Northeast and Islands, to which Maine belongs, 
will host a webinar on Oct. 6 focused on the implementation of the Common Core state 
standards for math. 

Maine steps up Common Core standards work 
<http://mainedoenews.net/2011/09/12/common-core-standards/> 

Posted	
  on	
  September	
  12,	
  2011	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  

The Maine Department of Education’s content specialists are making various resources 
available to teachers, curriculum directors and other educators to help them implement 
the Common Core State Standards (CCSS). 

Conference offered on Common Core 
<http://mainedoenews.net/2011/08/31/conference-common-core/> 

Posted	
  on	
  August	
  31,	
  2011	
  by	
  Maine	
  Department	
  of	
  Education	
  	
  
Teachers,	
  administrators	
  and	
  school	
  board	
  members	
  will	
  gain	
  insight	
  into	
  Maine’s	
  
implementation	
  of	
  the	
  Common	
  Core	
  state	
  standards	
  and	
  federal	
  education	
  policy	
  during	
  a	
  
daylong	
  conference	
  on	
  Oct.	
  24	
  in	
  Lewiston	
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Attachment 4  

Evidence that Maine has formally adopted college- 
and career-ready content standards consistent with 
Maine’s standards adoption process:  

Notice of Rule Adoption with Maine Secretary of 
State 
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Attachment 4  

Evidence that Maine has formally adopted college- 
and career-ready content standards consistent with 
Maine’s standards adoption process:  

Common Core except from Rule Chapter 131 
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05-071  DEPARTMENT OF EDUCATION 
 
Chapter 131: THE MAINE FEDERAL, STATE, AND LOCAL ACCOUNTABILITY STANDARDS 
 
 
SUMMARY: This chapter outlines the Maine Federal, State, and Local Accountability Grade 
Level Expectations (GLE) pursuant to Title 20-A M.R.S.A §6202.  The Maine Federal, State, and 
Local Accountability Grade Level Expectations define the State’s content Grade Level 
Expectations for federal accountability.  These Grade Level Expectations are described for the 
content areas of Mathematics, Reading, and Science.  Each of the content areas is organized in 
one or more strands.  The strands represent the subtopics within each discipline and are defined 
by the grade level expectations. The coding represented at the end of each GLE and included in 
() corresponds to code for the New England Comprehensive Assessment Program (NECAP) 
grade level expectation.  (The GLEs for Mathematics and Reading remain in effect through 
the 2011-12 school year.  As of 2012-13, the College and Career Readiness Standards in 
Sections II-A and II-B of this document are in effect.) 
 
 
THIS IS AN EXCERPT FROM MAINE DOE RULE CHAPTER 131, INDICATING ADOPTION OF 
THE COMMON CORE STANDARDS IN ELA AND MATH.  THE FULL TEXT OF THE RULE IS 
ON THE WEBPAGE OF THE MAINE SECRETARY OF STATE AT: 
http://www.maine.gov/sos/cec/rules/05/chaps05.htm    
 

********* 
 
 

Section II-A | College and Career Readiness Standards for English Language Arts – 
Effective 2012-2013  

 

1. Standards for English Language Arts & Literacy in History/Social Studies, Science, and 
Technical Subjects K–5 

 

1.1 College and Career Readiness Anchor Standards for Reading 

The K–5 standards on the following pages define what students should understand and be 
able to do by the end of each grade. They correspond to the College and Career Readiness 
(CCR) anchor standards below by number. The CCR and grade-specific standards are 
necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all 
students must demonstrate. 

Key Ideas and Details 

1. Read closely to determine what the text says explicitly and to make logical 
inferences from it; cite specific textual evidence when writing or speaking to support 
conclusions drawn from the text. 

2. Determine central ideas or themes of a text and analyze their development; 
summarize the key supporting details and ideas. 

3. Analyze how and why individuals, events, and ideas develop and interact over the 
course of a text. 

Craft and Structure 
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4. Interpret words and phrases as they are used in a text, including determining 
technical, connotative, and figurative meanings, and analyze how specific word 
choices shape meaning or tone. 

5. Analyze the structure of texts, including how specific sentences, paragraphs, and 
larger portions of the text (e.g., a section, chapter, scene, or stanza) relate to each 
other and the whole. 

6. Assess how point of view or purpose shapes the content and style of a text. 

Integration of Knowledge and Ideas 

7. Integrate and evaluate content presented in diverse media and formats, including 
visually and quantitatively, as well as in words. 

8. Delineate and evaluate the argument and specific claims in a text, including the 
validity of the reasoning as well as the relevance and sufficiency of the evidence. 

9. Analyze how two or more texts address similar themes or topics in order to build 
knowledge or to compare the approaches the authors take. 

Range of Reading and Level of Text Complexity 

10. Read and comprehend complex literary and informational texts independently and 
proficiently. 

 
******** 

 
 
Section II-B | College and Career Readiness Standards for Mathematics – Effective 2012-
2013 
 
1. Mathematics | Kindergarten 
In Kindergarten, instructional time should focus on two critical areas: (1) representing, relating, 
and operating on whole numbers, initially with sets of objects; (2) describing shapes and space. 
More learning time in Kindergarten should be devoted to number than to other topics.  
(1) Students use numbers, including written numerals, to represent quantities and to solve 
quantitative problems, such as counting objects in a set; counting out a given number of objects; 
comparing sets or numerals; and modeling simple joining and separating situations with sets of 
objects, or eventually with equations such as 5 + 2 = 7 and 7 – 2 = 5. (Kindergarten students 
should see addition and subtraction equations, and student writing of equations in Kindergarten is 
encouraged, but it is not required.) Students choose, combine, and apply effective strategies for 
answering quantitative questions, including quickly recognizing the cardinalities of small sets of 
objects, counting and producing sets of given sizes, counting the number of objects in combined 
sets, or counting the number of objects that remain in a set after some are taken away.  
(2) Students describe their physical world using geometric ideas (e.g., shape, orientation, spatial 
relations) and vocabulary. They identify, name, and describe basic two-dimensional shapes, such 
as squares, triangles, circles, rectangles, and hexagons, presented in a variety of ways (e.g., with 
different sizes and orientations), as well as three-dimensional shapes such as cubes, cones, 
cylinders, and spheres. They use basic shapes and spatial reasoning to model objects in their 
environment and to construct more complex shapes.  
 
1a. Grade K Overview 
 

Counting and 
Cardinality 

• Know number names and 
the count sequence. 

• Count to tell the number 
of objects. 

• Compare numbers. 

1. Make sense of 
problems and 
persevere in 
solving them. 

2. Reason 

Mathematical 
Practices 
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Operations and 
Algebraic 
Thinking 

• Understand addition as 
putting together and 
adding to, and 
understand subtraction 
as taking apart and 
taking from. 

abstractly and 
quantitatively. 

3. Construct viable 
arguments and 
critique the 
reasoning of 
others. 

4. Model with 
mathematics. 

5. Use appropriate 
tools 
strategically. 

6. Attend to 
precision. 

7. Look for and 
make use of 
structure. 

8. Look for and 
express 
regularity in 
repeated 
reasoning. 

Number and 
Operations in 
Base Ten 

• Work with numbers 11–
19 to gain foundations for 
place value. 

Measurement 
and Data 

• Describe and compare 
measurable attributes. 

• Classify objects and 
count the number of 
objects in categories. 

Geometry 

• Identify and describe 
shapes. 

• Analyze, compare, 
create, and compose 
shapes. 

 
 
 

 
***************************************************************************************** 

Last Page of DOE Rule Chapter 131, indicating adoption date: 
 
15.4 Using Probability to Make Decisions 

15.4a Calculate expected values and use them to solve problems. 

1. (+) Define a random variable for a quantity of interest by assigning a numerical 
value to each event in a sample space; graph the corresponding probability 
distribution using the same graphical displays as for data distributions. 

2. (+) Calculate the expected value of a random variable; interpret it as the mean 
of the probability distribution. 

3. (+) Develop a probability distribution for a random variable defined for a 
sample space in which theoretical probabilities can be calculated; find the 
expected value. For example, find the theoretical probability distribution for the 
number of correct answers obtained by guessing on all five questions of a 
multiple-choice test where each question has four choices, and find the 
expected grade under various grading schemes.  

4. (+) Develop a probability distribution for a random variable defined for a 
sample space in which probabilities are assigned empirically; find the expected 
value. For example, find a current data distribution on the number of TV sets 
per household in the United States, and calculate the expected number of sets 
per household. How many TV sets would you expect to find in 100 randomly 
selected households? 

15.4b Use probability to evaluate outcomes of decisions. 
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1.  (+) Weigh the possible outcomes of a decision by assigning probabilities to 
payoff values and finding expected values.   

a. Find the expected payoff for a game of chance. For example, find the expected 
winnings from a state lottery ticket or a game at a fast-food restaurant. 

b. Evaluate and compare strategies on the basis of expected values. For example, 
compare a high-deductible versus a low-deductible automobile insurance policy 
using various, but reasonable, chances of having a minor or a major accident. 

2.  (+) Use probabilities to make fair decisions (e.g., drawing by lots, using a 
random number generator). 

3.  (+) Analyze decisions and strategies using probability concepts (e.g., product 
testing, medical testing, pulling a hockey goalie at the end of a game). 

 

 

EFFECTIVE DATE: 
August 31, 1997 – filing 97-260, major substantive: “Rules for Learning Results” 

 
REPEALED AND REPLACED: 

August 5, 2007 – filing 2007-282, major substantive: “The Maine Federal, State, and 
Local Accountability Standards” 

 
AMENDED: 
 July 26, 2009 - filing 2009-287, major substantive 
 June 15, 2011 – filing 2011-156, major substantive 
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Attachment 4  

Evidence that Maine has formally adopted college- 
and career-ready content standards consistent with 
Maine’s standards adoption process:  

Resolve authorizing final adoption of Chapter 
131 
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RESOLVE Chapter 6, LD 12, 125th Maine State Legislature 
Resolve, Regarding Legislative Review of Portions of Chapter 131: The Maine Federal, State and Local Accountability 

Standards, a Major Substantive Rule of the Department of Education 

HP0004, Emergency Signed on 2011-03-25 00:00:00.0 - First Regular Session - 125th Maine Legislature, page 1 

PLEASE NOTE: Legislative Information cannot perform research, provide legal advice, or 
interpret Maine law. For legal assistance, please contact a qualified attorney. 

Resolve, Regarding Legislative Review of Portions of Chapter 131: The 
Maine Federal, State and Local Accountability Standards, a Major 

Substantive Rule of the Department of Education 

Emergency preamble. Whereas, acts and resolves of the Legislature do not become 
effective until 90 days after adjournment unless enacted as emergencies; and 

Whereas,  the Maine Revised Statutes, Title 5, chapter 375, subchapter 2-A requires legislative 
authorization before major substantive agency rules may be finally adopted by the agency; and 

Whereas,  the above-named major substantive rule has been submitted to the Legislature for 
review; and 

Whereas,  immediate enactment of this resolve is necessary to record the Legislature's position 
on final adoption of the rule; and 

Whereas,  in the judgment of the Legislature, these facts create an emergency within the 
meaning of the Constitution of Maine and require the following legislation as immediately necessary 
for the preservation of the public peace, health and safety; now, therefore, be it 

Sec. 1 Adoption. Resolved: That final adoption of portions of Chapter 131: The Maine 
Federal, State and Local Accountability Standards, a provisionally adopted major substantive rule of 
the Department of Education that has been submitted to the Legislature for review pursuant to the 
Maine Revised Statutes, Title 5, chapter 375, subchapter 2-A, is authorized. 

Emergency clause.  In view of the emergency cited in the preamble, this legislation takes 
effect when approved. 
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Attachment 4  

Evidence that Maine has formally adopted college- 
and career-ready content standards consistent with 
Maine’s standards adoption process:  

Legislation authorizing Maine DOE to consider 
adopting Common Core standards 
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Attachment 5   

Memorandum of understanding or letter from 
Maine’s network of institutions of higher 
education certifying that meeting Maine’s 
standards corresponds to being college- and career-
ready without the need for remedial coursework at 
the postsecondary level 
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Attachment 6   

Maine’s Race to the Top Assessment 
Memorandum of Understanding 
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 Attachment 8 
 

Average statewide proficiency based on assessments  
administered in the 2011-2012 school year in 
reading/language arts and mathematics for the  
“all students” and all subgroups 
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2012 NECAP Reading Results-Disaggregated 

(Grades 3-8) 
2012 NECAP Math Results – Disaggregated 

(Grades 3-8) 
Group % Proficient Group % Proficient 

Whole 71.77%  Whole 63.07% 
Race    Race   

Am Indian 58.25%  Am Indian 50.60% 
Asian 75.59%  Asian 69.43% 
Black 46.85%  Black 33.28% 
Hispanic 64.57%  Hispanic 50.68% 
Native Hawaiian 78.75%  Native Hawaiian 72.50% 
White 72.73%  White 64.25% 
Multi-Other 70.41%  Multi-Other 60.57% 

LEP 41.06%  LEP 31.00% 
IEP 29.37%  IEP 25.39% 
SES 60.26%  SES 49.44% 
 
 
 
 
 
 

2011 MHSA Reading Results-Disaggregated 
(Grade 11)  

2011 MHSA Math Results – Disaggregated 
(Grade 11) 

Group % Proficient  Group % Proficient 
Whole 46.23%  Whole 50.38% 
Race    Race   

Am Indian 34.95%  Am Indian 32.35% 
Asian 51.81%  Asian 62.65% 
Black 22.32%  Black 19.82% 
Hispanic 45.03%  Hispanic 35.10% 
Native Hawaiian *  Native Hawaiian * 
White 50.78%  White 49.72% 
Multi-Other 40.32%  Multi-Other 37.10% 

LEP *  LEP 11.90% 
IEP 12.14%  IEP 9.57% 
SES 33.41%  SES 30.64% 
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Table 2: Reward, Priority, and Focus Schools 
  



Table 2.  List of Reward, Focus and Priority Schools 
 

LEA 
Name 

 
School Name 

School 
NCES ID# 

REWARD 
SCHOOL 

PRIORITY 
SCHOOL 

FOCUS 
SCHOOL 

 School-1   C  
 School-A   C  
 School-B   C  
 School-200   C  
 School-D   C  
 School-17   C  
 School-113   C  
 School-82   C  
 School-131   C  
 School-35   C  
 School-79   C  
 School-248   C  
 School-43   C  
 School-144   C  
 School-30   C  
 School-H   E  
 School-12   E  
 School-M   E  
 School-247   E  
 School-262    F 
 School-270    F 
 School-I    F 
 School-236    F 
 School-10    F 
 School-G    F 
 School-37    F 
 School-N    F 
 School-60    F 
 School-23    F 
 School-272    F 
 School-102    F 
 School-5    F 
 School-127    F 
 School-143    F 
 School-71    F 
 School-147    F 
 School-237    F 
 School-159    F 
 School-31    F 
 School-42    F 
 School-86    F 



 School-283    F 
 School-70    F 
 School-179    F 
 School-59    F 
 School-166    F 
 School-16    F 
 School-44    F 
 School-293    F 
 School-258    F 
 School-85    F 
 School-254    F 
 School-68    F 
 School-55    F 
 School-34    F 
 School-81    F 
 School-213    F 
 School 284  A   
 School-285  A   
 School-264  A   
 School-245  A   
 School-256  A   
 School-120  B   
 School-157  B   
 School-265  B   
 School-227  B   
 School-280  B   
 School-239  B   
 School-251  B   
 School-219  B   
 School-259  B   
 School-63  B   
 School-290  B   
 School-277  B   
 School-155  B   
 School-224  B   
 School-132  B   
 School-292  B   
 School-278  B   
 School-95  B   

 
Total Number of Schools 

 
23 

 
19 

 
38 

 
Total number of Title 1 Schools in Maine __380__ 
Total number of Title 1-participating high schools in Maine with graduation rates less than 
60%: __0__ 



 
Key 
 
School Name:  actual name is redacted 
Name with a number is an elementary school 
Name with a letter is a high school 
 
Reward School Criteria:   
A.  Highest-performing school 
B.  High-progress school 
 
Priority School Criteria: 
C.  Among the lowest 5% of Title 1 schools based on proficiency and lack of progress of the “all 
students” (or whole school) group 
E.  Tier I or Tier II school implementing a school intervention model 
 
Focus School Criteria: 
F.  Has the largest within-school gaps between the highest-achieving subgroup(s) and the lowest-
achieving subgroup(s) 
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About the Plan 
 
Almost immediately after he was named Commissioner of Education in March 2011, Stephen Bowen traveled to 
school districts across Maine and spoke to students, teachers, school administrators and community members about 
what they saw as the challenges confronting Maine’s schools and what role they saw for the Maine Department of 
Education in confronting those challenges.  

The introductory essay, which begins on page 3, describes Commissioner Bowen’s response to what he heard with 
regard to the direction Maine needs to take in order to realize the vision of its people being among the best educated 
in the world, and all its students graduating prepared to succeed in college, careers and civic life.  

The impetus for the plan itself came in response to the concern, which the Commissioner heard repeatedly as he 
spoke with educators and policymakers around Maine, that the Department of Education lacked direction. In 
response, the Commissioner and Department staff reviewed feedback from the tour of Maine schools, and began 
organizing that feedback into a handful of core priority areas. The five core priority areas that resulted, described 
more fully in the pages that follow, were then broken down into subcategories, with specific goals, objectives and 
action steps attached to each. 

In response to concerns that resources are lacking at both the state and local levels to implement a comprehensive 
and far-reaching strategic plan, efforts were made to ensure that the action steps for each goal and objective flowed 
from a relatively limited set of overarching strategies. The list below briefly describes the basic strategies used 
throughout the plan. The specific action steps that accompany each goal and objective provide more detail. 

Strategy Description 

Planning and 
Implementation 

Working with stakeholders, the Department will create and implement a detailed plan, 
including timelines, to advance the stated goal. 

Regionalization 
The Department will work with communities and school districts to support collaboration 
and help build regional capacities to advance the stated goal. 

Best Practices 
The Department will develop strategies to research and report on effective educational 
practices being used in Maine’s schools today. 

Collaboration and 
Communication 

The Department will work with stakeholders and other partners to advance stated goals, 
leveraging technology to share information and best practices. 

Policy The Department will pursue statutory or rule changes to advance goals and objectives. 

DOE Initiatives 
The Department will strategically target staff and other resources to support the stated goal 
and objective. 

 
As this plan is implemented, Department staff will collaborate with educators in the field to develop a balanced 
scorecard to track progress on action steps, the achievement of stated objectives and progress on reaching the goals 
outlined for each subcategory. 
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The Case for Change 

The Challenges We Face and a Way Forward 

 
For generations, the educators in Maine’s public school system have worked tirelessly to meet the educational needs 
of the students in their care, and their unwavering effort has been evident.  Maine’s schools routinely score highly in 
national rankings of educational outcomes and Maine people have a long history of strong support for their local 
schools. 

However, a new age is upon us. Where our schools once needed to prepare young people for work in a 
predominantly natural resource-based economy of forestry, farming and fishing, they must now prepare students for 
a global economy in which many of the jobs of Maine’s past have become automated or moved offshore.  Maine’s 
young people need an entirely new set of skills to succeed in an information-age economy where ideas and 
innovation move at the speed of light. These new skills are not just related to advances in technology, they are a 
product of the way society and business work and think: flatter organizations that require more independent thinking 
and problem-solving; collaboration with people and teams across the aisle and in offices around the globe; and more 
advanced critical thinking, even in jobs that once were considered manual labor and did not even require a high 
school degree. 

This new age poses a series of challenges that will require us to not simply reform our schools, but to re-imagine 
them; to build on the successes of the past while creating a model of schooling for this new age. 

Challenge 1: Our schools aren’t accomplishing what they need to accomplish 

The first challenge we confront is that when one measures the success of our schools using the traditional 
indicators—test scores, graduation rates, and so forth—Maine may well exceed the national averages, but forward 
progress is slow. Test scores are essentially flat, and graduation rates, while up slightly, are gaining too slowly. 

The most recent set of results from the National Assessment of Educational Progress, for example, conducted by the 
National Center for Education Statistics at the United States Department of Education, show that the percentage of 
fourth graders in Maine scoring proficient or better in reading is lower today than it was 20 years ago.  Reading 
proficiency levels for the state’s eighth graders have dropped as well. In math, proficiency levels are trending up, but 
even today, only 45 percent of Maine’s fourth graders are proficient or better in math, a rate that drops to just 39 
percent by eighth grade.  

Maine’s high school graduation rate has edged up slightly in recent years, but remains unacceptably low. Too many 
of Maine’s young people fail to complete high school, and too many who do complete high school do not have the 
knowledge and skills they need to move onto college and careers. The state’s higher education institutions report 
that a shockingly high percentage of incoming students require remedial coursework. The Maine Community College 
System, for instance, reports that a majority of the students it enrolls right out of high school—51 percent—require 
some kind of additional academic support. They simply are not prepared to do college-level work. 

Employers also express concern that recent high school graduates lack many of the skills the modern workforce 
requires. Employers interviewed by author Tony Wagner for his book The Global Achievement Gap report that 
students graduating from the nation’s high schools struggle with complex and critical thinking, labor to communicate 
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effectively and work productively in teams, and often lack the capacity to think in the kinds of creative and innovative 
ways the information-age economy requires.  

Our schools, Wagner argues, are not failing. They are simply obsolete: They were built for a bygone era, and the 
world of the 21st century requires something new. 
Challenge 2: Recent efforts to improve schools have come up short 

The second challenge facing us is that the steps we have taken to address the problems of our struggling schools 
have not only failed to make our schools more effective, they have largely made things worse. 

In an attempt to turn our schools around, for instance, policymakers instituted high-stakes testing. Today, we grade 
the effectiveness of schools based on how well students do on standardized tests in two content areas: math and 
English language arts. We test this year’s fourth graders, compare how that group performed relative to last year’s 
fourth graders, then make all sorts of determinations about the effectiveness of schools and teachers based on two 
sets of scores from two different groups of students in two subject areas. 

Our schools have responded to this new reality predictably, and logically, given the expectations: By focusing their 
efforts on and directing their resources to those academic subjects that are tested, often at the expense of other 
content areas. During tough financial times especially, schools and districts have freed up resources to invest in 
tested subjects by cutting programs and course offerings in other areas, such as art and industrial arts, music and 
foreign languages. 

The result is a significant student engagement problem. A 2009 Indiana University study found that 67 percent of 
students report being bored in school every day. When asked why they find school boring, the vast majority of 
students surveyed—82 percent—report a lack of interest in the material being taught. Nearly half report that they do 
not see how the material is relevant to them. 

These recent accountability efforts have had an adverse effect on educators as well. The nation’s teachers feel 
besieged. The public school structure is demanding something from them that’s been asked of no previous 
generation of educators: They’re expected to assure that every student in their care reaches the same high level of 
academic achievement at the same time, regardless of prior learning or life experiences. Their effectiveness at this 
daunting task is determined to a large degree by scores on standardized tests. 

According to the National Commission on Teaching and America’s Future, more than 30 percent of beginning 
teachers leave the profession within five years, and that rate is climbing. The Commission calculates that this 
“teacher dropout” crisis costs the nation billions of dollars each year. 

In short, recent efforts to improve schools through test-based accountability efforts have largely failed. The intense 
work undertaken to raise test scores in math and language arts has had little discernable impact on those test scores, 
and worse still, these efforts are driving educators from the profession and have resulted in a narrowing of school 
curricula at a time when the job creators of the 21st century are calling for more emphasis on creative and innovative 
thinking and skills. 

Appendices - Page 6 of 340



Challenge 3: Our traditional school design is standing in the way of success 

That standardized testing and the accompanying accountability provisions of laws like the No Child Left Behind Act 
have failed to transform our schools to any significant degree, despite the best efforts of the educators working in 
them, suggests that the challenge we face is more fundamental in nature.  

It suggests a design problem. The basic architecture of our system of schooling was established, after all, more than a 
century ago, for an industrial age that has all but vanished. 

In fact, one of the most significant developments impacting the design of public schools was the 1892 report of a 
group known as the Committee of Ten. This high-profile committee of educators, chaired by the president of Harvard 
University, released a report in that year that outlined the basic design of our public schools today. 

The committee suggested that eight years of elementary school be followed by four years of high school. They 
recommended that in math, arithmetic should be taught from ages 6 to 13, pre-algebra should be addressed at about 
seventh grade, and algebra should begin at age 14, followed by geometry. The three-year secondary school science 
curriculum, they suggested, should begin with biology and earth science, move next to chemistry, and then onto 
physics. 

All of this would seem familiar to a student of today. 

The committee’s report also declared “every subject which is taught at all …should be taught in the same way and to 
the same extent to every pupil.” It likewise determined that each subject should be granted “equal time allotment” 
regardless of how much time a student needed to learn it. This was done, the committee wrote, to preserve the 
“dignity” of each academic subject. For the Committee of Ten, it was the subject matter to which teachers were to 
pay homage, not the individual learning needs of their students. 

After all, this committee was trying to build a system of schools to meet a set of needs that today is outdated. In that 
era, it was thought that only an “insignificant percentage” of high school graduates would go on to college. As a 
result, the ideal school system should “be made for those children whose education is not to be pursued beyond the 
secondary school.”  

This approach may well have served the nation’s interests a century ago, but the global economy of the 21st century, 
not to mention the well-being of students and future families, requires far more. 

The challenge to be confronted, then, is to build a system that prepares every student for some type of post-
secondary education and the high-skill careers of today and the future.  To do that, we have to address the core 
design elements of the system we have – the age-based grade levels, the Carnegie units and seat time, the factory-
style bell schedules. We have to address the basic architecture of the industrial-era model of schooling built more 
than a century ago. 

Challenge 4: Change must be achieved within existing resources 

As if transforming a century-old model of schooling were not challenging enough, it is clear that we must do so 
without additional financial resources. Whatever work we do to make our schools better must be done by investing 
the education dollars we have in new ways. 

For years, the nation’s public schools enjoyed steady and significant increases in funding year after year. Over the 
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past 40 years, inflation-adjusted spending on public education nationally has essentially tripled. Ongoing spending 
increases of this kind, though, are a thing of the past. The $914 million the state has budgeted for General Purpose 
Aid to Maine’s schools for the 2012-13 school year brings the level of state funding to approximately where it was 
during the 2006-07 school year. Add to that the loss of various forms of federal funding, and Maine’s schools will 
receive less state and federal funding in 2012-13 than they received in 2011-12. 

There is little reason to think that this reality will change anytime soon. The federal government is struggling with 
massive spending issues, and Maine state government is confronting a shortfall for the current biennial budget that 
totals more than $200 million. At the local level, Maine’s towns and cities struggle with constant budget pressures as 
well, and will almost certainly continue for the foreseeable future. 

That means waiting for the financial outlook to brighten before taking action is not an option. We – the state 
Department of Education and Maine’s schools and districts – must maximize the use of available resources.  

A way forward through a relentless focus on our core priorities 

Moving from a century-old model of schooling to a more effective, learner-centered approach will require a steady 
focus on a handful of core priorities organized around meeting the individual learning needs of all students.  

The plan that follows is arranged into five core priority areas that are organized from the learner out, as the 
accompanying graphic on page 2 illustrates. 

• Closest to the learners are the instructional practices that take place in the classroom. This core priority area 
concerns the standards and curricula, classroom practices and instructional techniques, assessment of 
student learning and the use of data to inform decision-making. 

• Effective instructional practices can’t be applied without effective teachers and school leaders, the second 
core priority area. Ensuring that every student is surrounded by great educators means focusing on the need 
to provide top-quality preparation and ongoing support to the state’s teachers and leaders. 

• Building a system of schooling that meets the needs of all students will require building an educational 
system with unprecedented flexibility and multiple avenues for student success.  Creating multiple pathways 
for student achievement must be a central focus of our efforts. 

• For learners to be successful, a comprehensive network of school and community supports is critical. We 
must ensure that learners have access to the services they need to be successful and that families and the 
broader community outside the school walls are engaged as partners in teaching and learning. 

• Every effort must also be made to carefully align the entire educational system so that learners can move 
seamlessly from one educational opportunity to the next.  Technology must be integrated seamlessly and 
system-wide, and we must put a new accountability structure into place. 

In the plan that follows, each of these core priority areas is further divided into subcategories, with specific goals, 
objectives and action steps developed for each. The result is a broad set of specific, measureable steps that will move 
Maine to a new model of schooling. Such a move won’t take place through the imposition of heavy-handed 
mandates or one-size-fits-all approaches from Augusta, but by building on the innovative work being done in schools 
across Maine already and by employing strategies to increase collaboration and sharing of best practices.  
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Indeed, we are fortunate in Maine to have a number of schools and districts that have taken promising steps toward 
making the five core priority areas central to all that they do. We are beginning to see the profound, positive impact 
this laser-like focus on core priorities can have on individual students. Students in these early-adopting schools and 
districts are taking an active role in directing their own education. 

Their education is taking place in classrooms intentionally designed to foster student engagement and 
empowerment. Their learning is facilitated by teachers trained in practices that make expectations transparent. The 
learning opportunities they are provided meet them where they are and support, encourage, and challenge them. 

Making learning experiences like this available to every student in Maine should be our goal. In an era of fiscal 
challenges, the only way to make that goal a reality is to focus, at both the state and local level, on those core 
practices that have the greatest impact on student success.  

That is the intent of the plan that follows. 
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The Core Priorities 
 

Using feedback from Maine’s educators, parents, students, policymakers and Department of Education staff, along 
with current research and a review of promising practices being used in Maine’s schools today, the plan described in 
the pages that follow has been organized into the following core priority areas and subcategories, with goals, 
objectives and action steps for each. 
 
Effective, Learner-Centered Instruction 

1. Rigorous standards and aligned curricula 
2. Learner-centered instructional practices 
3. Assessment systems that provide timely, accurate data on achievement and growth 
4. Information systems that track learner growth over time 

 

Great Teachers and Leaders 

1. Common standards for teacher and leader effectiveness  
2. Initial preparation and professional development programs that are rigorous, relevant, and data driven 
3. Next-generation evaluation systems for teachers and leaders 
4. Communities of practice designed to foster continuous improvement 

 

Multiple Pathways for Learner Achievement 

1. Advancement based on demonstration of mastery 
2. Student voice and choice in the demonstration of learning  
3. Expanded learning options 
4. “Anytime, anywhere” learning 

 

Comprehensive School and Community Supports 

1. Effective and efficient services for learners with special needs 
2. Coordinated health and wellness programs 
3. A commitment to community and family engagement 
4. Career and workforce partnerships 

 

Coordinated and Effective State Support 

1. Seamless integration of educational programs from early childhood into adulthood 
2. Adequate and equitable state resources for Maine’s schools  
3. Comprehensive integration of technology 
4. A robust and transparent accountability and improvement system 
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Core Priority Area 1: Effective, Learner-Centered Instruction 

 

The core of the entire educational enterprise is the teaching and learning that happens in classrooms every day. All of 
the institutional elements that comprise our system of education—the buildings and busses, the administrative 
structures at the local, state and federal levels, the schools of education—are in place to support what researchers 
David Tyack and Larry Cuban call the “core” of schooling, those “daily interactions of teachers and students” where 
learning takes place. 

Unfortunately, school reform proposals seldom focus on the specific instructional practices used on a daily basis by 
teachers in the classroom.  In his 2000 white paper Building a New Structure for School Leadership, Harvard’s Richard 
Elmore describes the “sociology” of schools as being one of “loose-coupling.” While “relatively elaborate systems of 
administrative overhead at the school and district level” are thought necessary for the “adequate supervision” of 
classroom teachers, Elmore writes, the “technical core” of teaching—“the detailed decisions about what should be 
taught at any given time, how it should be taught, what students should be expected to learn at any given time, how 
they should be grouped within classrooms for the purposes of instruction, what they should be required to do to 
demonstrate their knowledge, and perhaps most importantly, how the learning should be evaluated”—is largely left 
to individual teachers themselves. In short, while school boards and school administrators manage the larger system, 
“teachers, working in isolated classrooms, under highly uncertain conditions, manage the technical core” of teaching 
and learning. 

The result, Elmore argues, is that most of the innovation and improvement that does occur in schools tends to take 
place in “the structures that surround teaching and learning,” rather than directly impacting “the conditions of 
teaching and learning for actual teachers and students.”  As a consequence, “manifestly successful instructional 
practices that grow out of research or exemplary practice never take root in more than a small proportion of 
classrooms and schools.”  

This perhaps explains why, despite the determined effort of educators across Maine and the nation, the focus in 
recent years on improving student achievement in the tested subjects has had little discernable effect in terms of 
improving student outcomes. Meeting the learning needs of all students will require an unprecedented focus on the 
broad dissemination of those core instructional practices that result in effective teaching and learning. 

This focus, in turn, requires a concentration on four elements that are key to effective instruction:  

• Rigorous standards and aligned curriculum – what students are taught 
• Learner-centered instructional practice – how students are taught 
• Assessment systems that provide timely, accurate data on achievement and growth – how student learning is 

measured 
• Information systems that track learner growth over time – how instructional practices are adjusted based on 

assessment data 

In the pages that follow, each of these four elements is explored further, with goals, objectives, and action steps 
outlined for each. 
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Effective, Learner-Centered Instruction 

1. Rigorous standards and aligned curricula 

The research is clear that high-performing education systems are built around rigorous standards for both content 
and performance. Maine’s Learning Results standards, first adopted in 1997, include content standards in eight areas, 
framed by an overarching set of Guiding Principles that describe the knowledge and skills believed necessary to 
prepare every student for college, careers and civic life.  With the adoption of the Common Core State Standards in 
2011, Maine joined 45 other states in embracing internationally benchmarked standards for learning in Math and 
English Language Arts. Maine is also set to take the lead in the development of next-generation science standards, 
and continues to participate in national efforts to develop and revise standards in all other content areas. 

Rigorous learning standards are meaningless, however, unless they inform instructional practice at the classroom 
level. As Maine transitions to the Common Core State Standards, it is more important than ever that curricula and 
materials aligned with the state’s learning standards are made available to educators across Maine.  

Goal: A variety of instructional materials aligned with the Maine Learning Results standards, which include the 
Common Core State Standards, are readily available to and support the instructional practices of Maine educators. 

Objective: Fully implement the Common Core State Standards; provide Maine’s educators with access to a 
resource directory of curricula and resources for every content area and level of achievement aligned with the 
appropriate set of standards. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Planning and 
Implementation 

Develop a detailed plan for the implementation of 
the Common Core State Standards, which includes 
targeted training and outreach efforts as well as 
expanded use of the Maine DOE’s website as a 
resource for standards implementation. 

Maine DOE’s 
Common Core 
implementation 
team 

May 1, 2012 

Collaboration 
and 

Communication 

Establish a state-level, online “Communities of 
Practice” collaboration platform for developing and 
vetting standards-aligned curricula and 
instructional materials, in collaboration with the 
state’s teachers and curriculum coordinators. The 
venue should allow for the posting and cataloging 
of standards-aligned curriculum guides, lesson 
plans, instructional materials and assessment tools. 

Maine DOE 
communications 
team in 
cooperation with 
the state’s 
educators 

“Soft” launch 
by March 1, 
2012. 

Regionalization Develop and support regional centers to coordinate 
implementation of standards and aligned curricula. 

Development 
supported by 
Maine DOE through 
the Fund for 
Efficient Delivery of 
Education Services 

Upon budget 
approval, state 
funding 
available 
beginning July 
1, 2012 
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Effective, Learner-Centered Instruction 

2. Learner-centered instructional practices 

No matter how well curricula and materials are aligned to learning standards, if instructional practices in the 
classroom fail to engage learners, those learners will still struggle to achieve. There are educators in classrooms 
across Maine who are pioneering instructional approaches that make learners active participants in and directors of 
their own learning. In such settings, learners have a meaningful role in planning learning activities and are allowed to 
choose the manner by which they demonstrate proficiency. Teachers provide learning opportunities and support the 
customized needs of each child. 

Taking such practices to scale will require a renewed focus on teacher training and support, as well as a significant 
effort to make materials related to learner-centered instruction available to educators statewide.  As Maine already 
has a cohort of school and district leaders pioneering this work, the Department’s role should be to support the 
ongoing work, and to make the lessons learned by these pioneering schools and districts more widely available. 

Goal: Learner-centered instructional strategies are in place in all Maine classrooms. 

Objective: Provide state support for existing district-level work in learner-centered instruction, and make materials 
and resources available to all Maine educators to support the proliferation of learner-centered instructional 
practices. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

DOE Initiative 

Appoint a learner-centered instruction team to 
continue state support for districts already engaged 
in the development of learner-centered 
instructional practices and aid districts new to 
employing such practices. 

Maine DOE’s 
leadership team 

Team in place 
by March 1, 
2012 

Collaboration 
and 

Communication 

Develop a state-level “Center for Best Practices,” 
with a focus on learner-centered instruction, to 
serve as a clearinghouse of materials, support and 
case studies related to learner-centered 
instructional practices. 

Maine DOE’s 
learner-centered 
instruction and 
communications 
teams 

Center 
launched 
January 1, 
2012 

Best Practices Publish learner-centered materials developed by the 
Center for Best Practices to the Maine DOE website.  

Center for Best 
Practices, 
communications 
team 

Website with 
preliminary 
Center 
materials 
launched by 
February 15, 
2012 

Collaboration 
and 

Communication 

Collaborate with Maine teacher preparation 
programs to expand access to educator training and 
support related to learner-centered instruction. 

Maine DOE learner-
centered 
instruction team, 
the state’s teacher 
preparation 
programs 

Ongoing 
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Effective, Learner-Centered Instruction 

3. Assessment systems that provide educators with timely, accurate information on learner achievement and 
growth 

Accurately measuring the individual instructional needs of learners requires a thorough analysis of timely assessment 
data. Today, learners are assessed using a combination of state and local assessment instruments and a mix of 
teacher-developed classroom assessments.  What is required is a set of modern assessment tools to provide teachers 
and administrators at both the Pre-K and K-12 levels the accurate data needed to make appropriate decisions 
regarding instructional practice.  New assessment tools must assess higher-order thinking and problem-solving skills, 
not simply rote memorization. 

Maine is one of the states leading the development of the SMARTER Balanced assessment system, which will 
ultimately not only replace the state standardized tests in place today, but also provide educators with formative 
assessment tools designed to inform instructional practice throughout the school year.  Implementation of the 
SMARTER Balanced assessment system, as well as assessment systems for those subject areas not included in 
SMARTER Balanced, will require a significant statewide training and support effort. 

Additionally, expanding access to high-quality, teacher-developed assessment tools could be greatly enhanced by the 
development of a statewide resource directory of such assessment tools, organized and indexed to the Learning 
Results and Common Core, and accompanied by associated lesson plans and learning materials.  

Goal: All of Maine educators have access to modern, 21st-century assessment systems and use assessment 
information to inform instruction. 

Objective: Successfully transition to the SMARTER Balanced assessment system, and develop a state-level resource 
directory of teacher-developed assessment instruments aligned with the state’s Learning Results, which include 
the Common Core State Standards. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 
Planning and 

Implementation 
Develop a comprehensive plan for the statewide 
implementation of the SMARTER Balanced 
assessment system.  

Maine DOE 
assessment team, in 
collaboration with 
educators and 
stakeholders 

Implementation 
plan due 
September 1, 
2012 

Communication 
and 

Collaboration 

Use online Communities of Practice to support the 
development of a resource directory of teacher-
developed assessment tools, including rubrics and 
examples of student work, organized and aligned 
with the state’s academic standards. 

Maine DOE learner-
centered instruction   
and communications 
teams, in cooperation 
with state’s educators 

Assessment 
practice group 
in place by July 
1, 2012 

Regionalization Create regional teacher development centers to 
coordinate regional training and support in the use 
of the SMARTER Balanced assessment instruments. 

Development 
supported through 
Fund for Efficient 
Delivery of Education 
Services 

Upon budget 
approval, state 
funding 
available 
beginning July 1, 
2012 
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Effective, Learner-Centered Instruction 

4. Information systems that track learner growth over time 

Students are assessed repeatedly throughout their academic careers, yet tracking student growth over time is 
complicated by the lack of a single data system into which assessment data from various state and district sources 
can be entered. Maine is in the process, however, of developing a Statewide Longitudinal Data System (SLDS), which 
will be able to track individual student achievement over time, from Pre-K to higher education and the workforce. 
This will provide educators with invaluable data on student growth, and allow policymakers to measure the 
effectiveness of the various educational initiatives and programs a learner encounters throughout his or her 
educational career. 

Once the system is in place, a significant effort must be made to ensure that teachers and school leaders know how 
to make the best use of the data the system provides. Efforts to train educators are already underway and must be 
expanded as the full deployment of the system draws nearer and more focus is placed on the use of data to inform 
instructional practices.  

Ongoing support for this data system, which was developed with one-time federal grants, must be secured. The state 
should immediately begin work on a sustainability plan that identifies the ongoing costs to maintain and update the 
SLDS and makes recommendations for funding and support. 

Goal: Maine’s educators have ready access to helpful data and regularly use it to tailor instruction and improve 
student outcomes. 

Objective: Complete the deployment of the State Longitudinal Data System, expand data system training 
opportunities for educators statewide, and develop a sustainability plan for the system moving forward. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Planning and 
Implementation 

Develop a comprehensive SLDS implementation 
plan, which outlines the full deployment of the 
system and related training and support initiatives. 

Maine DOE’s SLDS 
development and 
communications 
teams, stakeholders 

Plan due July 1, 
2012 

Regionalization 

Develop and provide support for regional centers to 
coordinate implementation of SLDS training 
initiatives, with a specific focus on the use of SLDS 
and other data to inform instructional practices.   

Development 
supported through 
Fund for Efficient 
Delivery of 
Education Services 

Upon budget 
approval, state 
funding 
available 
beginning July 1, 
2012 

Planning and 
Implementation 

Develop SLDS sustainability plan that calculates 
ongoing system costs, identifies potential sources 
for funding and support. 

SLDS development 
team 

Plan due 
September 1, 
2012 
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Core Priority Area 2: Great Teachers and Leaders 

 

Systemic changes to standards, curricula, instructional practices and assessment will achieve little if efforts are not 
made to ensure that every learner has access to highly effective teachers and school leaders.  

Research from around the globe makes clear that educator effectiveness has a profound effect on achievement.  
Indeed, the findings suggest that no other school-based factor is more important to learner outcomes than the 
effectiveness of teachers and school leaders. In a recent report, the Washington-based Center for American Progress 
found that “effective teachers are critical to raising achievement and closing longstanding gaps among student 
subgroups. Indeed, the research on this point has become absolutely clear: Students who have three or four strong 
teachers in a row will soar academically, regardless of their racial or economic background, while those who have a 
sequence of weak teachers will fall further and further behind.”  The impact of effective school leaders is just as 
profound. 

As a consequence of these findings, teacher and leader effectiveness have become a central focus of federal 
education policy in recent years. At the center of the Obama administration’s Race to the Top initiative was a 
significant emphasis on policy related to teacher and leader effectiveness. States wishing to take advantage of the 
flexibility the administration is now offering around some key aspects of the federal Elementary and Secondary 
Education Act will be required to develop detailed guidelines related to teacher and leader evaluation and require 
that local districts adopt evaluation systems consistent with state guidelines. 

Improving teacher and leader effectiveness will require the development of a comprehensive system of training and 
support that begins with rigorous preparation programs and follows teachers and leaders throughout their careers. 

Within this core priority area are four subcategories related to different aspects of teacher and leader effectiveness: 

• Common standards for teacher and leader effectiveness 
• Initial preparation and professional development programs that are rigorous, relevant, and data driven 
• Next generation evaluation systems for teachers and leaders 
• Communities of practice designed to foster continuous improvement 

 

Great Teachers and Leaders 

1. Common standards for teacher and leader effectiveness  

Advancing the cause of teacher and leader effectiveness means first defining what effective teaching and school 
leadership looks like. Through our Learning Results, Maine set standards for what its students should know and be 
able to do. It has not, however, established in law what its teachers and school leaders should know and be able to 
do.  

Fortunately, educators across the nation have done a significant amount of work in this area, and several Maine 
school districts are piloting efforts to define performance expectations for their educators. In 2011, the Council of 
Chief State School Officers released an updated version of the core teaching standards adopted by the Interstate 
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Teacher Assessment and Support Consortium (InTASC). This effort comes on the heels of the release, in 2008, of an 
updated version of the Interstate School Leaders Licensure Consortium standards for school leaders (ISLLC). Other 
national organizations, such as the National Board for Professional Teaching Standards, have developed and released 
standards of their own. 

Maine should take advantage of these efforts and join the community of states that have adopted clear standards for 
teacher and school leader effectiveness. Next, efforts should be undertaken to use these standards as the basis for 
aligning the state’s policies regarding approval of teacher preparation programs, teacher and leader certification and 
recertification, the employment of educational personnel and their evaluation, mentoring, and ongoing professional 
development. This work should be done in close collaboration with stakeholder groups, especially those representing 
teachers and school leaders. 

Goal: Educator preparation, training and evaluation are informed by a common understanding of effective 
teaching and leadership. 

Objective: Adopt state standards for teacher and leader effectiveness and align state statute and rules accordingly. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Policy 
Develop state standards for teacher and leader 
effectiveness for adoption by the Maine 
Legislature. 

Maine DOE, in 
collaboration with 
stakeholders 

By completion 
of 2012 
legislative 
session 

Policy 

Establish plan to update related rule chapters in 
order to ensure that effectiveness standards are 
fully implemented in rule and policy.  Goal to have 
all rules and policy updated within five years. 

Maine DOE, State 
Board of Education, 
stakeholders 

Implementation 
plan due 
September 1, 
2012 

Collaboration 
and 

Communication 

Develop plan to publicize effectiveness standards; 
feature examples of effective teaching and school 
leadership in online Communities of Practice. 

Maine DOE 
communications 
team to develop 
publicity plan 

Plan due 
September 1, 
2012 

 

Great Teachers and Leaders 

2. Initial preparation and ongoing professional development programs that are rigorous, relevant, and data-driven 

Today, the availability and effectiveness of both initial preparation and professional development programs for 
teachers and leaders vary dramatically. The goal should be to have high-quality initial preparation programs that are 
research-driven and classroom-based, as well as ongoing professional development opportunities for in-service 
educators that are rigorous, relevant, and directed, as nearly as possible, by real-time data on the needs of both 
learners and educators. Training opportunities should take place, as often as is practical, in the schools where 
educators do their work. Effective preparation and ongoing training for Maine’s early childhood educators are 
especially critical needs. 

Providing leadership training and development has been a challenge as well. While preparation programs for school 
leaders tend to focus on administration and management, a more pressing need in an era of real change is training 
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and support related to leadership in executing transformations. Moving from a century-old model of schooling to a 
proficiency-based, learner-centered model of education will require fundamental change, and such change will 
require training in change leadership.  

Making high-quality training and support for teachers and leaders more readily available will almost certainly require 
building some regional capacity to deliver it. The state should pursue the creation of regional teacher development 
centers as a means of maximizing training and professional development resources, while still connecting such 
opportunities to the specific instructional needs of local teachers and school leaders. 

Goal: Maine educators are consistently supported through high-quality training and professional development. 

Objective: Expand access to high-quality initial and ongoing training and professional development for teachers 
and school leaders, with a specific emphasis on transformation leadership and on effectively and efficiently 
meeting the training and support needs of all educators. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Policy 

Amend the Chapter 114 rules governing state 
approval of teacher preparation programs, with the 
goal of improving the rigor and relevance of such 
programs. 

Chapter 114 
stakeholder group, 
Maine DOE, State 
Board of Education 

By completion 
of 2012 
legislative 
session 

Regionalization 

Develop and provide support for regional teacher 
development centers to coordinate and conduct 
regional professional development opportunities 
for teachers and school leaders.  

Development 
supported through 
Fund for Efficient 
Delivery of 
Education Services 

Upon budget 
approval, state 
funding 
available 
beginning July 1, 
2012 

DOE Initiative 
Develop an annual state-level “leadership 
academy” for school and district leaders, with a 
specific focus on change leadership. 

Maine DOE, in 
collaboration with 
stakeholders, 
business leaders 

Initial leadership 
academy to take 
place summer, 
2012 

 

Great Teachers and Leaders 

3. Next-generation evaluation systems for teachers and leaders  

In its landmark 2009 study of educator evaluation systems, The Widget Effect, The New Teacher Project concluded 
that current educator evaluation systems “fail to differentiate performance among teachers,” with the result that “a 
teacher’s effectiveness—the most important factor for schools in improving student achievement—is not measured, 
recorded, or used to inform decision-making in any meaningful way.” The same could be said for the evaluation of 
school and district leaders. 

Effective teaching and school leadership require meaningful evaluation of teachers and school leaders. This in turn 
requires high-quality evaluation systems, administered by trained evaluators, that are fair and that provide clear and 
constructive feedback, which is then used to improve professional practice. Consistent with the principles outlined in 
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the U.S. Department of Education’s ESEA waiver framework, the State should adopt a common set of standards that 
informs the development, at the district level, of teacher and leader evaluation systems. 

The state should also work with districts to develop regional teacher development centers that not only support the 
training of the evaluators themselves, but make use of evaluation data to design and implement targeted 
professional development. 

Goal: Highly effective educator evaluation systems are in place in every Maine school district. 

Objective: Adopt statewide guidelines for locally developed teacher and leader evaluation systems, and support 
the development of a network of trained evaluators based in regional teacher development centers. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Policy 
Adopt statewide standards for teacher and leader 
evaluation systems, consistent with ESEA flexibility 
guidance from USDOE. 

Maine DOE, in 
cooperation with 
stakeholders, Maine 
Legislature 

By completion 
of 2012 
legislative 
session 

Collaboration 
and 

Communication 

Develop teacher and principal evaluation models 
consistent with adopted state standards and post 
to Maine DOE website. 

Maine DOE, in 
cooperation with 
stakeholders 

Evaluation 
models posted 
to web by July 1, 
2012 

Regionalization 

Develop and provide support for regional teacher 
development centers to coordinate and conduct 
training of teacher and leader evaluators, and to 
design and implement training and professional 
development activities. 

Development 
supported through 
Fund for Efficient 
Delivery of 
Education Services 

Upon budget 
approval, state 
funding 
available 
beginning July 1, 
2012 

 

Great Teachers and Leaders 

4. Communities of practice designed to foster continuous improvement 

As Harvard’s Tony Wagner argues in his book The Global Achievement Gap, teaching has been and continues to be a 
largely solitary practice providing few opportunities for collaboration and sharing of best practices. With the advent 
of the Internet, the sharing of new ideas and new approaches to teaching can be far more readily facilitated. 
Instructional materials, research on best practices, and even videos of effective instructional methods can be shared 
instantly across the state and around the world. Today, though, no single statewide library of such materials exists. At 
the same time, large volumes of materials are available, but the absence of “curation,” context and discussion make 
it extremely challenging to professionals seeking the right resource. 

The Department is already at work developing an online “Communities of Practice” collaboration platform that will 
allow the state’s educators to post instructional resources of various kinds, indexed to the state’s Learning Results, 
and available anytime, day or night. The online collaboration platform will allow visitors to browse the work of 
various practice groups, participate in conversations about the materials and educational practice challenges, and 
join practice groups where they can more actively participate in ongoing development of education solutions. The 
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platform could facilitate the development of a resource directory of best practices and become home to a collection 
of webinars and videos on effective instructional practices, while also connecting educators to like sites and 
resources centers in other states and around the globe. While in development at the moment, an early version of the 
site should be developed and deployed soon. Growing the platform to allow an unlimited number of self-formed and 
managed practice groups is the goal of this effort. 

Additionally, the state should pursue development of “lab schools” that can be centers both for research on best 
practices and for the sharing of effective instructional practices with visiting educators. 

Goal: Maine’s educators participate easily and often in statewide sharing of instructional best practices and 
professional development opportunities. 

Objective: Develop a state-level, online resource center devoted to the sharing of effective educational practices 
and professional development resources. Form a network of regional lab schools that develop, implement and 
promote effective practices. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Collaboration 
and 

Communication 

Use the online Communities of Practice to facilitate 
the development of a resource directory for 
instructional resources and professional 
development materials. 

Maine DOE 
communications 
team, in 
cooperation with 
the state’s 
educators 

Initial launch of 
resource 
directory by 
April 1, 2012 

Best Practices 

 
Develop a “Lab School” designation for schools 
undertaking research and development on effective 
instructional practices. 

Maine DOE, in 
collaboration with 
stakeholders 

Implementation 
plan to be 
developed by 
September, 
2012 
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Core Priority Area 3: Multiple Pathways for Learner Achievement 

 

For generations, the adults in our schools have decided what students learn; when, where, and how they learn it; and 
in what ways they demonstrate what they have learned. It is becoming increasingly clear, however, that this 
approach—in which the learner is obligated to adapt to the educational institution instead of the other way around—
simply does not work for many kids. For too long, such a model has prevented too many students from finding 
success in the school environment. 

The system of schools we have today is one in which time is the constant and learning is the variable. Teachers and 
students are given a fixed period of time in which to cover a fixed curriculum. The result is a model that falls short of 
meeting the needs of all students. Some students disengage because the pace of the class does not challenge them, 
while others fail to achieve learning goals because the pace is too fast. As Nicholas Colangelo, Susan Assouline and 
Miraca Gross write in their 2004 report, A Nation Deceived: How Schools Hold Back America’s Brightest Students, our 
system of education keeps the most advanced students from reaching their full potential “by forcing them to learn in 
a lock-step manner with their classmates.” “The evidence,” the authors write, “indicates that when children’s 
academic and social needs are not met, the result is boredom and disengagement from school.” 

Along with being grouped with students of the same age, students are expected to learn in the same physical setting 
as all other students in their community: in a brick and mortar elementary school, middle school, and high school 
within defined geographical boundaries. Within the physical structure, learning in one content area is often 
completely separate from learning in another: Math is learned in math class and civics in civics class. Credit is earned 
by sitting in certain classes for certain periods of time. 

In a learner-centered, proficiency-based system, students advance upon demonstration of mastery, rather than 
remain locked in an age-based cohort that progresses through a fixed curriculum at a fixed pace, regardless of 
learning achievement. 

The good news is that schools and districts across Maine and the nation are already implementing a learner-centered 
instructional approach, one that provides learners with more say in their education, more choices about how, where 
and when they learn, and more opportunities for them to demonstrate success anytime, anywhere. The work of 
these educational pioneers, who are providing customized experiences for each student, should be studied. Best 
practices in learner-centered, proficiency-based instruction should be developed, shared, discussed, and constantly 
improved. 

Additional steps must be taken to provide learners with every opportunity to succeed. Learners must be partners in 
and directors of their own learning. They must help to design learning activities and have some say in how that 
learning will be evaluated. For example, schools across Maine already make use of “capstone projects”—
interdisciplinary, theme-based assessment instruments designed, at least in part, by the students themselves. 

As we move away from the factory-era, assembly line model of schooling, we must also begin moving away from the 
practice of having the student’s street address serve as the primary determinant of the school that student attends. 
Expanding school choice options, such as charter schools, meets this goal. Moreover, we need to move away from a 
model where the only place that learning is recognized as having happened is in school. More than any previous 
generation, this generation of young people will be one of lifelong learners, acquiring new skills and processing new 
information as a routine part of life. The technological age in which we now live will provide this generation of 

Appendices - Page 21 of 340



learners with access to a variety of learning options and opportunities that is without precedent in human history. 
Already, through the Internet, students have access to an enormous variety of learning options, including online 
courses delivered at little or no cost from all over the world. The idea that the learning that takes place outside the 
walls of the school somehow doesn’t “count” is yet another idea whose time has come and gone.  

Truly embracing a “learning without barriers” model will mean more flexibility within the walls of the school and 
more opportunities for learning outside the walls. It will require a new architecture for learning, one that involves 
new ways of organizing students for instruction, new ways to assess student learning, and new learning opportunities 
both within the existing structure of schools and beyond it. 

A system that fully recognizes multiple pathways for a student to achieve will embrace the following four tenets: 

• Advancement based on demonstration of mastery 
• Student voice and choice in the demonstration of learning 
• Expanded learning options 
• “Anytime, anywhere” learning 

 

Multiple Pathways for Learner Achievement 

1. Advancement based on demonstration of mastery 

For as long as anyone can remember, learners have been organized into groups by age. They move through school in 
age-based cohorts in lockstep, whether they fully understand what is taught or not. As a consequence, students who 
have already mastered certain content must wait for the others to catch up, while those who have yet to fully 
understand a certain concept are pushed to move on anyway. What is needed is a move to a learner-centered, 
proficiency-based system in which learners advance only when they have demonstrated mastery of defined learning 
outcomes.  

Transitioning from the age-based grade level model, which has been in place for more than a century, to something 
new will take a sustained effort over a number of years. Luckily, there are already schools and school districts here in 
Maine moving forward with proficiency-based systems. The state should take an active role in supporting these 
efforts, undertaking research on this new approach and reporting outcomes. The Department’s new Center for Best 
Practices, supported by grant funds, should study and report on the work of Maine districts implementing a 
proficiency-based model. Through the online Communities of Practice collaboration platform, to be developed by the 
Department in 2012, materials and resources related to proficiency-based models can be shared. The platform can 
also provide a platform for professional discussion and development connected to those materials.  

Since the adoption of the Maine Learning Results standards back in 1997, the Maine Legislature has envisioned a 
true, proficiency-based system, including a standards-based high school diploma. If Maine is serious about moving in 
this direction, legislation will need to be adopted that moves the state away from age-based grade levels and 
Carnegie units as a measure of academic progress at the high school level. Statutory language should be adopted 
embracing a true standards-based high school diploma. 

Goal: All Maine students learn in a proficiency-based model that allows them to move at their own pace and 
advance when they have mastered learning outcomes. 
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Objective: Develop and implement a comprehensive set of state policies and supports to aid schools and school 
districts as they move from an age-based model to a proficiency-based model of schooling. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Best Practices 
Establish a Center for Best Practices at the Maine 
DOE to focus on research and reporting related to 
proficiency-based systems here in Maine. 

Maine DOE Center launched 
January 1, 2012 

Collaboration 
and 

Communication 

Use the online Communities of Practice to share 
resources and best practices related to proficiency-
based learning. 

Maine DOE, districts 
piloting proficiency-
based learning 

Online practice 
group on 
proficiency-
based learning 
in place by May 
1, 2012 

Planning and 
Implementation 

Establish a learner-centered instruction team at 
the Maine DOE, tasked with coordinating support 
for proficiency-based districts and establishing a 
communications strategy related to proficiency-
based systems. 

Maine DOE 

Team in place 
by March 1, 
2012, 
communications 
plan adopted by 
June 1, 2012 

Policy 

Adopt statutory language requiring proficiency-
based high school diplomas by a date certain. 

Maine DOE, Maine 
Legislature 

By completion 
of 2012 
legislative 
session 

 

Multiple Pathways for Learner Achievement 

2. Student voice and choice in the demonstration of learning 

A truly learner-centered model of schooling allows for advancement based on demonstration of mastery. It also 
makes the learner a partner in determining not just the learning activities to be undertaken but the means by which 
that learning is to be demonstrated. 

In schools across Maine and the nation, some variation of this model already exists. In high schools, especially, 
students are often asked to design culminating experiences such as senior theses or capstone projects. Such projects 
are generally conducted in collaboration with faculty advisers, are often interdisciplinary in nature, and are typically 
shared or presented in a public forum. The intent of such projects is not only to demonstrate the application of 
student learning, but to mirror the kind of work typically found in the world beyond high school, where one applies 
skills and knowledge from a variety of content areas to create a new product or new meaning. 

To ensure that assessments of student learning are valid and reliable, efforts must be made to develop standards for 
learner-designed, performance-based assessments, and to provide both teachers and students with exemplars of 
such assessments, including examples of student work.  

The state can play a role here, using the online Communities of Practice to develop a clearinghouse of such 
assessment tools.  The ability to upload video clips and other materials to the platform will allow for the posting of 
exemplars of student work. The potential also exists for professional development opportunities to be made 
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available that allow teachers to score student-developed projects online, using a common rubric, and compare the 
score they give to the scores of others. 

In pursuing this work, policymakers need to take care to avoid the mistakes of the “local assessment systems” 
initiative of the early 2000s, which, in an attempt to provide local control over student assessment, created an 
extraordinary amount of work for teachers and school leaders. Efforts should be made to take full advantage of 
modern technology to make available to educators a wide variety of learner-centered assessment approaches. 

Goal: Learner-designed assessments are used in schools across Maine, making students active participants in 
setting and meeting expectations. 

Objective: Provide Maine’s educators with access to exemplars of valid, student-developed assessment tools and 
expand professional development opportunities related to the implementation of such assessment systems. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Collaboration 
and 

Communication 

 
Use Online Communities of Practice to share 
resources and best practices. 

Maine DOE, districts 
piloting proficiency-
based learning 

Creation of 
relevant 
practice group 
by May 1, 2012 

 

Multiple Pathways for Learner Achievement 

3. Expanded learning options 

Today, all public schools are required to provide students the opportunity to attend Career and Technical Education 
(CTE) and access its rigorous career preparation programming. Adult Education programming and the post-secondary 
options it offers are also prevalent throughout the state. School systems create additional educational options as 
well, in the form of alternative schools. In addition, thousands of Maine students can choose the schools they attend, 
and with the passage of recent legislation, Maine will soon allow the development of public charter schools, creating 
yet another educational option for learners.  

While learning opportunities such as these may provide many students with a more appropriate educational setting, 
access is often limited. Every effort must be made to ensure that students can access a wide array of rigorous, 
proficiency-based educational programming, both within the resident school unit and outside of it.  

And while schools today typically “count” only the learning that happens within school walls during the school day, a 
learner-centered educational system recognizes that learning takes place in many settings at all times of the day. 
More than any generation before it, this generation of young people will have access to countless learning 
opportunities, presented in a variety of settings. Schools are only beginning to move in this direction. They must work 
collaboratively with families, businesses, community organizations and others to accelerate this evolution and 
provide all students with rigorous, real-world learning opportunities. 

Goal: A wide variety of learning opportunities and settings give all students access to educational options that 
work for them. 
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Objective: Establish in statute “multiple pathways” for student achievement that minimize barriers to available 
education options and ensure access to a broad array of learning options. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Policy 

Adopt statutory language to expand student access 
to CTE and allow students to use Adult Education 
classes as a path to high school completion. 

Maine DOE, in 
cooperation with 
stakeholders, Maine 
Legislature 

By completion 
of 2012 
legislative 
session 

Policy Adopt statutory language expanding school choice 
options for all Maine students. 

Maine DOE, in 
cooperation with 
stakeholders, Maine 
Legislature 

By completion 
of 2012 
legislative 
session 

Policy 

Fully implement the state’s charter school law, 
including establishment of State Charter School 
Commission (SCSC), enactment of Maine DOE bill 
updating statutory language, final adoption of rules 
governing charter school development. 

Maine DOE, State 
Charter School 
Commission, 
stakeholders 

SCSC in place 
by January 1, 
2012, updated 
statute and 
rules in place 
by completion 
of 2012 session 

 

Multiple Pathways for Learner Achievement 

4. “Anytime, anywhere” learning 

While schools once had a near monopoly with regard to the provision of educational programs and services, 
technological advances provide students today with a far wider array of educational options.  

Online and digital learning, for example, which allows students to learn at the time, place and pace most effective for 
them, is growing dramatically. The International Association for K-12 Online Learning (iNACOL) reports that “in 2010, 
over 4 million K-12 students participated in a formal online learning program,” and that “online learning enrollments 
are growing by 46% a year.”  That growth rate, reports iNACOL, “is accelerating.”  

While Maine led the way a decade ago with a learning technology initiative that put laptop computers into the hands 
of tens of thousands of students, the state is falling behind when it comes to digital learning.  States across the nation 
have launched online or virtual schools of one kind or another, and some have even mandated that students take at 
least one digital course as a condition of graduation. Maine needs a comprehensive digital learning strategy that 
ensures its students are prepared for the digital age in which they live. 

Teachers and school leaders will also need additional knowledge and skills as digital learning becomes more popular 
and widespread.  Efforts should be undertaken to ensure that teacher and leader preparation programs include 
training in digital learning, and the state’s learning technology team should continue its work to provide ongoing 
professional development opportunities related to digital learning. 

As for Maine’s schools, if they are to remain relevant in this changing world, they must adopt an approach that 
recognizes digital learning options and must begin tailoring their own educational programming to allow for 
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“anytime, anywhere” learning. The state can assist in this effort by providing a clearinghouse of digital learning 
resources and by establishing and reporting on digital learning best practices. 

Goal: All Maine learners actively participate in digital learning opportunities that engage them and allow self-
directed, self-paced learning. 

Objective: As part of a comprehensive digital learning strategy, develop approaches to assist districts in adopting 
policies and practices that support “anytime, anywhere” learning, including expanded access to digital learning 
and other educational options outside the classroom. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Planning and 
Implementation 

In collaboration with stakeholders, adopt a 
comprehensive, multi-year digital learning 
strategic plan designed to expand access to digital 
learning opportunities for all Maine students. 

Maine DOE, in 
cooperation with 
stakeholders 

Complete plan 
summer of 
2012, with  
recommendati
ons reported to 
the 126th 
Maine 
legislature 

Collaboration 
and 

Communication 

Develop and post to Maine DOE website materials 
and resources related to digital learning best 
practices.  

Maine DOE MLTI 
team Ongoing 
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Core Priority Area 4: Comprehensive School and Community Supports 

 

Surrounding the teaching and learning that take place in classrooms and other educational settings is an extensive 
network of school and community supports that are critical for learner achievement. In even the most effective 
teaching and learning environments, learners will still struggle if they lack appropriate support for special learning 
needs, confront health and wellness issues, have limited access to learning opportunities beyond the school walls, or 
struggle to see how the work they do in school prepares them for college, careers and civic life. Highly effective 
school systems integrate these systems of support and interaction in order to ensure that effective teaching and 
learning can take place. 

In many European nations, for instance, not only are health and other services for students more readily available, 
but fewer barriers exist between schools and the communities they serve. In many such systems, students complete 
learning outcomes while working in apprenticeships and internships with employers.  

Within this core priority area are four subcategories related to providing needed services and supports to students: 

• Effective and efficient services for learners with special needs 
• Coordinated health and wellness programs 
• A commitment to community and family engagement 
• Career and workforce partnerships 

Comprehensive School and Community Supports 

1. Effective and efficient services for learners with special needs 

Students with special learning needs require adequate support in order to succeed. But school districts face a 
daunting challenge in providing those required services: They are under constant pressure to contain rising costs for 
special education at a time when the number of students with multiple and severe learning and behavioral issues is 
on the rise.  

According to the Fordham Institute, Maine has one of the highest rates of special education identification in the 
country. At 17.25 percent, Maine’s rate well exceeds the national average of 13.14 percent. In fact, only three other 
states—Rhode Island, Massachusetts and New York—identify a higher percentage of their students as in need of 
special education services. A sensible first step toward finding efficiencies might be to undertake a detailed study to 
examine Maine’s high rate of special education identification. 

Maine also seems to go about providing services to special education students in a very labor-intensive way. The 
Fordham Institute’s report identifies Maine as having one of the nation’s highest special education staff-to-student 
ratios. At 210 staff members for every 1,000 special education students, Maine has the sixth highest ratio in the 
country, well above the national average of 128 to 1,000. Some of that high staff ratio is almost certainly due to 
Maine’s rural nature, but Fordham does report that there are much larger rural states with much lower personnel 
ratios. Additional study should be undertaken to determine the extent to which Maine is using cost-effective best 
practices in the provision of special education services. 

Addressing the challenge of providing cost-effective special education services will almost certainly require building 
more regional capacities around special education administration and service provision. Much the same could be said 
of services for students with limited English proficiency.  
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Goal: All students with special learning needs have access to efficient, effective and appropriate services that help 
them succeed. 

Objective: Review current practices with regard to the provision of services to students with special learning 
needs, and develop regional approaches to the delivery of special educational services, including the development 
of regional support centers for learners with special educational needs, their parents and families, and the 
educators who serve them. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Planning and 
Implementation 

Review current special education policy and 
practices; recommend changes for the next 
legislative session. Review to include analysis of 
data regarding special education eligibility, 
placements, and staffing ratios to determine 
factors that influence determinations of eligibility 
and higher-than-average staffing. 

Maine DOE, in 
cooperation with 
stakeholders, Maine 
Legislature 

Report due 
January 1, 2013 

Best Practices 
Publish a page on Maine DOE website to share 
evidence-based best practices with regard to 
special education services. 

Maine DOE September 1, 
2012 

Regionalization 
Use the Fund for Efficient Delivery of Educational 
Services to pilot models of regional special 
education administration and services delivery. 

Development 
supported through 
Fund for Efficient 
Delivery of Education 
Services 

Upon budget 
approval, state 
funding 
available 
beginning July 
1, 2012 

 
 
Comprehensive School and Community Supports 

2. Coordinated health and wellness programs 

The health and wellness of all members of the school community have always been important factors influencing 
learner achievement and growth. Today, young learners often come to school with myriad physical, developmental, 
behavioral and emotional health issues. School personnel also are challenged with physical, personal and emotional 
issues of their own. Schools need to respond by working to coordinate access to a seamless array of health and 
wellness services for children, families and staff, developed in cooperation with health, counseling, wellness and 
nutrition resources outside the school walls.  

Additionally, every effort must be made to ensure that schools and school districts have access to the latest 
information and resources on best practices in delivering health and wellness services. 

In recent years, policy changes at the state level with regard to Maine’s Medicaid program, MaineCare, have had an 
enormous impact on the capacity that schools have to provide needed health services. Still, today Maine’s school 
districts and the wider health care community remain uncertain about current MaineCare policies and procedures. 
The state Department of Education and Department of Health and Human Services must partner in new ways to 
ensure that health care providers have access to clear policies and procedures around the use of MaineCare funding. 

Appendices - Page 28 of 340



Goal: Coordinated health and wellness programs contribute to a healthy school environment that helps learners 
make the most out of school. 

Objective: Further coordinate, at the state, regional and local levels, school programming in health, wellness, 
counseling and nutrition. Continue the ongoing collaboration with the state Department of Health and Human 
Services to ensure access to needed health services. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 
 

DOE Initiative 
Review Maine DOE’s health and wellness programs. 
Potentially develop a coordinated student health 
and wellness office or team at the Maine DOE. 

Maine DOE, in 
cooperation with 
stakeholders 

Plan due July 1, 
2012 

Collaboration 
and 

Communication 

Support the ongoing work of Maine DHHS to create 
a detailed manual on MaineCare and other health 
and wellness-related policy and programs. 

Maine DOE, in 
cooperation with 
DHHS, stakeholders 

Manual due 
September 1, 
2012 

Best Practices 
Publish a page on Maine DOE website dedicated to 
sharing evidence-based best practices with regard 
to health and wellness services. 

Maine DOE September 1, 
2012 

 

Comprehensive School and Community Supports 

3. A commitment to community and family engagement 

The involvement of families and the wider community in a child’s education has always been critical to student 
success. According to the Center on School, Family, and Community Partnerships at Johns Hopkins University, 
repeated studies have found that “through high school, family involvement contributed to positive results for 
students, including higher achievement, better attendance, more course credits earned, more responsible 
preparation for class, and other indicators of success in school.”  Research also suggests that community 
partnerships, in the form of service learning opportunities, for instance, also have an impact on student outcomes. 

Partnerships with the world beyond the school walls are especially important in a learner-centered system of 
education. Learners will take part in home- and community-based learning opportunities, including online and 
distance learning, and will be asked to demonstrate mastery of standards through community-centered capstone 
projects. In order to support the principle of student-centered, anytime, anywhere learning, schools will need to 
interact with and engage families and communities as never before.  

The Department can play a role in advancing engagement efforts by sharing models of effective family and 
community partnerships. As the Department redesigns its website, for instance, it could create a clearinghouse for 
best practices in family and community outreach. 

The state has an additional resource in the form of the Maine Commission for Community Service, which coordinates 
various volunteerism and community service programs across Maine. While the Commission is currently housed at 
the State Planning Office, the administration has put forward a proposal to move it into the Department of 
Education. Such a move could potentially mean an expansion of the state’s capacities to support school and 
community partnerships. 

Goal: Schools and districts are engaged in unprecedented partnerships with families and the broader community 
as a way to expand learning opportunities for students. 
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Objective: Expand the state’s capacity to support family and community partnerships at the school and district 
level.  

Action Steps: 

Strategy Action Step Responsible party Deadline: 
Collaboration 

and 
Communication 

Publish a page on Maine DOE website dedicated to 
providing models of family and community 
partnerships established in schools across Maine 
and the nation. 

Maine DOE, in 
cooperation with 
stakeholders 

September 1, 
2012 

Planning and 
Implementation Develop a plan, in cooperation with the Maine 

Commission for Community Service, to more fully 
implement school and community partnerships. 

Maine DOE, in 
cooperation with the 
MCCS 

By completion 
of 2012 
legislative 
session 

 
 

Comprehensive School and Community Supports 

4. Career and workforce partnerships 

Even in this time of high unemployment, employers report that they struggle to find employees with the knowledge 
and skills the modern workplace requires. The era of the No Child Left Behind Act, with its emphasis on tested 
academic subjects, has led to a narrowing of school curricula, which has often led to a decline in course offerings in 
the industrial arts and other fields oriented toward career preparation. Many employers report being interested in 
hosting school visits or providing students with workplace internships, but find that schools show little interest or 
have little capacity to take advantage of such opportunities. 

Building the workforce of Maine’s future will require an unprecedented partnership between employers and 
educational systems at all levels. Learners should have broad access to opportunities for workforce and career 
exploration, and educational programs at all levels should work to ensure that their students develop college- and 
career-ready skills. Opportunities for students to intern with employers should be expanded and flexible schedules 
should be created to allow students to apprentice with employers part-time while completing their studies. Efforts 
should be made to align curricula and coursework at all educational levels in order to create clear college and career 
pathways for students. 

A good first step in this work would be for the Maine DOE to survey school districts, Career and Technical Education 
centers and adult education programs to determine current practices with regard to career and workforce 
partnerships. The results of the survey could then be used to develop strategies to expand such opportunities. Efforts 
should also be undertaken to review state law in order to identify potential barriers to expanding educational 
opportunities in Maine’s workplaces. 

Goal:  Students commonly access internships, apprenticeships and other opportunities to learn in workplace 
settings, apply academic lessons and explore potential career fields. 

Objective: Develop a set of strategies for the expansion of career and workforce partnerships, based on feedback 
from school districts and the employer community. 
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Action Steps: 

Strategy Action Step Responsible party Deadline: 
 

DOE Initiative 
Survey Maine’s school districts to identify current 
practices with regard to business and workforce 
partnerships. 

Maine DOE End of 2011-12 
school year 

 
Planning and 

Implementation 

Use survey results, along with feedback from 
stakeholders, to develop strategies for expanding 
access to partnership opportunities. 

Maine DOE, working 
with stakeholders 

Strategies 
developed by 
September 
2012 

 
Policy 

Undertake a review of state law and policy in order 
to identify barriers to career and workplace 
educational opportunities. 

Maine DOE 
By 2013 
legislative 
session 
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Core Priority Area 5: Coordinated and Effective State Support 
 

Far from the classrooms where learning occurs are state-level structures and systems that, while largely unknown to 
learners, are critical to helping them prepare for college, careers and civic life. Whether they know it or not, learners 
rely on coherent and consistent structures and policies at the state level that are critical to a high-functioning, 
learner-centered system of education. 

The educational journey that learners take is made far easier when the education systems that serve them work 
collaboratively to align programs and practices, making the move from one educational setting to another as 
seamless as possible. 

Maine’s public higher education institutions, for example, are taking steps to better align with each other and with 
the state’s high schools and Career and Technical Education centers. At the other end of the educational pipeline, 
Maine’s Race to the Top Early Learning Challenge grant proposal, while ultimately unsuccessful in winning a grant 
award, established a new cooperative relationship between the state Department of Education and the Department 
of Health and Human Services, that will better integrate services for preschoolers. At the high school level, a number 
of Maine communities are exploring ways to bring higher education facilities to high school campuses so students 
can easily take advantage of advanced academic opportunities. Work is also underway at the state level to identify 
funding sources, policies and structures that can allow more of Maine’s high school students to participate in post-
secondary courses while still in high school. 

It is schools and school districts that do the hard work of instructing, assessing and providing for the well-being of 
students; hiring effective educators, evaluating their performance and allowing them to continue their professional 
growth; and engaging families and the broader community in service of learning. But for them to do their important 
work, schools and districts need adequate and effective support from the state.   

Most of that support comes in the form of state funding for schools. By approving a 2004 ballot referendum requiring 
a 55 percent state share of the cost of public education, Maine voters affirmed their support for a significant level of 
state funding for schools. Unfortunately, Maine has never reached the goal of a 55 percent state share, and the way 
the state’s money is distributed to Maine’s schools is a source of constant debate. 

An effective state education agency is also important to supporting Maine’s public education system. The state 
Department of Education has a number of regulatory duties it is required to perform under law, but it also must 
serve to guide and support the work of Maine’s educators and school leaders.  

One area where the state can play a critical role is in the coordinated integration of technology. A learner-centered 
educational system requires effective data systems that track learner achievement over time and across multiple 
educational settings. Unfortunately, local school districts have been frustrated by technology issues at the state level 
that have stood in the way of compatibility between local and state student information systems and streamlined 
submission of required data to the state. Efforts must be undertaken to address the data needs of the state’s schools 
and school districts and to work with them to address additional data and technology needs. 

Lastly, Maine’s public schools need a state accountability structure focused on ensuring and accurately tracking the 
growth and achievement of each learner. The state recently began that work as part of crafting an application to the 
U.S. Department of Education for flexibility in implementing the accountability provisions of the Elementary and 
Secondary Education Act. The work began with a public survey and three public forums in December 2011 focused on 
school improvement and accountability. The 1,500 survey responses and other feedback demonstrated a high level 
of interest in a fair and constructive accountability system that judges student achievement and school performance 
on multiple measures, rather than on the basis of a single standardized test. The Maine Department of Education has 
committed to the long-term work of engaging stakeholders in designing an accountability and improvement system 
that meets those needs. 
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This core priority area is divided into the following four sub-categories that each details a specific state structure or 
policy upon which the state’s learners and public schools depend: 

• Seamless integration of educational programs from early childhood into adulthood 
• Adequate and equitable state resources for Maine’s schools  
• Comprehensive integration of technology 
• A robust and transparent accountability and improvement system 

 
Coordinated and Effective State Support 

1. Seamless integration of educational programs from early childhood into adulthood 

For a learner-centered educational system to function, all the elements of that system must be carefully aligned to 
allow learners to move at their own pace and have multiple opportunities to demonstrate proficiency. Too 
frequently, however, the various pieces of the educational system are disconnected from one another. Early 
childhood programs are disconnected from the elementary school programs they feed into. A middle school may 
embrace a learner-centered model, but the high school its students are to attend does not. Barriers are sometimes 
erected that prevent students from having access to Career and Technical Education programs, or that complicate 
the transition from high school to post-secondary educational opportunities. 

Every effort must be made, from the highest levels, to ensure that educational programs are fully aligned and that 
they all embrace a model of schooling that puts the needs of the learner first. 

Some of this important work is already underway. Recent meetings between the Maine DOE and the state’s 
institutions of public higher education have resulted in an agreement to establish a collaborative working group to 
focus exclusively on post-secondary transition issues. This past summer, Governor LePage signed an executive order 
establishing the Task Force on Expanding Early Post-Secondary Access for High School Students in Maine. The task 
force will soon release a report of initial findings, but intends to continue its work to expand access to early college 
opportunities. 

At the other end of the age spectrum, the state missed out on a federal Race to the Top grant aimed at improving 
early childhood programming, but state officials intend to move ahead with as much of the proposed work as 
possible, including the development of a permanent inter-agency working group devoted to coordinating early 
childhood policies and practices. 

Each of these efforts represents a significant step toward a more fully aligned educational system from early 
childhood into adulthood. 

Goal: Maine students are able to move easily through a learner-centered educational system fully integrated from 
early childhood through adulthood. 

Objective: Eliminate as many policy and operational barriers as possible that block access to educational options . 
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Action Steps: 

Strategy Action Step Responsible party Deadline: 
Collaboration 

and 
Communication 

Move forward with structural and other reforms as 
outlined in the state’s recent Race to the Top Early 
Childhood Challenge grant. 

Maine DOE, Maine 
DHHS and 
stakeholders 

Progress report 
due July 1, 
2012 

Collaboration 
and 

Communication 

Create the Education Coordinating Committee’s 
college transitions working group; complete 
working group’s initial report to the ECC regarding 
college and career readiness initiatives. 

Maine DOE, higher 
education 
institutions, 
Education 
Coordinating 
Committee (ECC) 

Interim report 
due to ECC 
May 1, 2012 

Policy 

Implement the initial findings of the governor’s 
early post-secondary opportunities task force; 
support the ongoing work of the task force. 

Maine DOE, early 
post-secondary task 
force 

Task force 
interim report 
under 
development 

 
 

Coordinated and Effective State Support 

2. Adequate and equitable state resources for Maine’s schools 

Under Maine’s Constitution, it is the state’s “several towns” that are required to “make suitable provision, at their 
own expense, for the support and maintenance of public schools.” A significant state role in K-12 education is 
essential, however, to ensure that all of Maine’s young people, regardless of zip code, have equal access to a good 
education. 

The state supports Maine schools in two ways. First, the state provides a considerable amount of funding to local 
schools in the form of General Purpose Aid for local schools (GPA), from which local schools are funded. For the 
2012-2013 school year, state GPA funding is budgeted to total more than $900 million.  

What constitutes the appropriate level of state funding for schools (and how that funding is then distributed to the 
state’s school districts) is a subject of constant debate in Augusta. Last legislative session, a proposal was put forward 
to have an independent study of Maine’s school funding commissioned, and such a study should be undertaken as 
soon as sufficient funding can be found to finance it. 

Maine’s schools are also supported by the state Department of Education, which provides resources and support to 
Maine’s schools as well as undertaking various regulatory duties as required by state and federal law. A recent study 
of the Department, however, undertaken by the Council of Chief State School Officers, found that the agency lacked 
much of the capacity it needed to effectively support Maine’s schools and school districts. The state’s school and 
district leaders have echoed this finding, stating that they would like to see the Department become more effective 
in its support and assistance. 

An opportunity for a full-scale review of the Department’s work is coming in the form of Governor LePage’s zero-
based budget initiative, which will require state agencies to review all programs and practices in a search for 
efficiencies and improved levels of service. The Department should partner with stakeholders as part of this effort to 
review the work of the agency and provide suggestions for improvement.  

The Department’s staff is already at work reviewing internal operating procedures and practices, with the goal of 
improving efficiencies and customer service. 

Goal: Maine’s schools are supported by adequate and effective state resources. 
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Objective: Undertake an independent review of the state school funding system; continue ongoing work to 
improve the efficiency and effectiveness of the state Department of Education in providing technical and other 
kinds of support. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 

Policy 
Undertake an independent review of the state 
school funding system; propose potential policy 
changes, if any, to the next legislature. 

Maine DOE, Maine 
Legislature 

Complete 
report by 
January 1, 2013 

Policy 
Use zero-based budget initiative to further review 
and assess Maine DOE programs and processes; 
propose reforms in the next biennial budget bill 

Maine DOE, in 
cooperation with 
stakeholders, Maine 
Legislature 

Proposed 
reforms to be 
included in 
next biennial 
budget bill 

 
Coordinated and Effective State Support 

3. Comprehensive integration of technology 

Since the deployment of the state’s one-to-one computing initiative a decade ago, Maine has been a leader in the 
integration of technology and education. There remain, however, far greater opportunities to employ technology to 
improve learner outcomes.  

As addressed elsewhere in this plan, online and distance learning options can provide students with additional 
opportunities to achieve and demonstrate proficiencies. Additionally, new computer-based assessment tools can 
provide educators with real-time information on student achievement, allowing teachers to adapt instructional 
practices to meet the needs of learners. New data tools, such as the State Longitudinal Data System, will be able to 
track learner growth over time, and as schools move to a proficiency-based system of schooling, advanced new 
student information systems will allow educators to track the achievement, by each student, of multiple learning 
outcomes. 

Effective implementation of information technology can be a cost saver as well. Public education is a remarkably 
paperwork-intensive business and commonly used documents such as Individualized Education Plans, which could 
and should be created digitally, are too often drafted on paper even now. Significant cost savings could be realized if 
more modern data and information technology systems were put into place. This is especially true with regard to 
information and data systems at the state level, where effective implementation and integration of data systems has 
been an issue.  

There are cultural changes that need to take place as well. As technology continues to transform modern life, 
schools, to remain relevant, must also use technology in transformative ways. Too often, educators and 
administrators have seen technology as an add-on or supplement, whose primary function was to support more 
traditional instructional and administrative practices. In the years to come, significant work must be done to more 
fully and comprehensively integrate technology into the everyday work of schools and districts—to take technology 
integration to the “next level.” 

The first step in all this would be for the Department to undertake a detailed review of current data and technology 
initiatives and needs, both at the state and local level, with an eye toward developing an information technology 
“comprehensive plan.”  Efforts must be made within the Department itself to better coordinate and integrate various 
technology projects. The Department should also work with IT directors in Maine schools to identify training and 
support needs. 
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Goal: Information and instructional technologies are supporting instructional practice and efficient school system 
operations. 

Objective: Develop a “comprehensive plan” for technology integration, both in Maine’s schools and school districts 
and at the Maine DOE, developed in collaboration with IT personnel and educators across the state. 

Action Steps: 

Strategy Action Step Responsible party Deadline: 
Planning and 

Implementation 
Develop comprehensive inventory of ongoing 
technology and data projects and initiatives, with 
current status on each. 

 
Maine DOE 

 
March 1, 2012 

Collaboration 
and 

Communication 

Survey school unit IT directors and administrators 
regarding technology and data needs; use 
responses to develop detailed data and technology 
support plan. 

Maine DOE, in 
cooperation with 
stakeholders  

 
September 1, 
2012 

 
Coordinated and Effective State Support 

4. A robust and transparent accountability and improvement system  

Ensuring that education policies and programs at both the state and local levels are effective requires a robust, 
transparent accountability and improvement system that tracks the growth and achievement of every learner.  The 
accountability system employed by the state today, designed to comply with the federal No Child Left Behind Act, has 
a number of flaws. It does not measure the growth and achievement of each learner individually, but establishes the 
success or failure of educators, schools and school districts by comparing this year’s class of fourth graders, for 
instance, to last year’s class.  The system does not recognize that learners not only come to school in different places 
developmentally, but that they advance though their educational careers at different paces as well.  Rather than 
using multiple measures of student achievement, the current system judges success or failure based on a single score 
on a single assessment at a single moment in time. 

With the U.S. Department of Education expressing a willingness to allow states flexibility with regard to the 
accountability provisions of No Child Left Behind, Maine should undertake the effort to design and implement a 
comprehensive accountability structure focused on learner growth and achievement, one that uses multiple 
measures of learner proficiency tracked over time. Such a system should also fairly but readily identify 
underperforming schools, and ensure deployment of targeted and worthwhile assistance and support. 

Goal: An effective school and district accountability and improvement system helps Maine’s schools meet the 
needs of all learners. 

Objective: As part of the federal NCLB waiver process, develop a rigorous and transparent state-based 
accountability and improvement system that makes use of multiple measures, tracks learner growth and 
achievement over time, publicly reports that achievement, and holds educators, schools and school systems to 
account. 
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Action Steps: 

Strategy Action Step Responsible party Deadline: 
 

Planning and 
Implementation 

 
Develop a plan for the design and implementation 
of a new state accountability system consistent 
with the principles of the NCLB flexibility package. 

 
Maine DOE, in 
cooperation with 
stakeholders, 
Maine Legislature 

Waiver 
application due 
February 21, 
2012; 
implementation 
to follow 
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CCSS for ELA Implementation in Maine 
 

Implementing the Common Core State Standards for ELA will be a multi-year, multi-phased 
process.  Immediately upon adoption of the CCSS, the State’s implementation plan was launched 
(see below). This plan includes three phases:  
 

Phase 1: Introduction to the CCSS for ELA (2010-2012) 
Phase 2: Alignment of Curriculum and Instruction to the CCSS for ELA (2011-2013) 
Phase 3: Implementing the CCSS for ELA:  Standards, Curriculum, and Assessment  

 (2012-2014) 
 
Recognizing that Maine school systems will be in different places with respect to 
implementation, the school years indicated for work in these phases overlap, with the ultimate 
goal being that all Maine school systems will reach full implementation by the 2014-15 school 
year.   In Maine, “full implementation” is intended to include administration of assessments 
based on CCSS in the 2014-2015 school year. Full implementation of curriculum and instruction 
aligned to the CCSS will be completed by June 2014.    
 

Maine CCSS for ELA Transition Timeline 
 

Phase 1 
Introduction to Common Core State Standards:  Getting Familiar 

2010-2011 and 2011-2012 School Years 
 
The goals for this phase of the implementation plan included the following: 
 

• Develop understanding of the impetus for and development of the CCSS for ELA, 
including college and career readiness, rigor, and 21st Century learning  

• Explore the big ideas (shifts) and concepts that influence the interpretation of the 
standards, such as text complexity, academic vocabulary, and integration across strands 

• Become familiar with the content of the CCSS and the supporting appendices for ELA 

Activities to support this phase: 

• Creation of CCSS for ELA web pages on Maine DOE ELA home site where CCSS 
documents for ELA (standards and appendices) were posted in summer of 2010.   
http://www.maine.gov/education/lres/ela/standards.html.  These navigation of these 
documents was further refined during the 2010-11 school year to enable easier access to 
the K-5 and 6-12 standards, specific standard strands (e.g. reading, writing, 
listening/speaking, and language) as well as portions of the CCSS for ELA introduction 
and appendices that support the specific strands.  Additionally, Maine’s CCSS for ELA 
website was further refined to include a resource section to support the phases of 
implementation (Phase 1:  Introduction; Phase 2:  Alignment; Phase 3:  Implementation).  
As presentations, resources, and other materials are developed, they are posted under the 
appropriate phase of implementation for the field to access.  
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• Presentation of regional and school system workshops to introduce Maine educators 
to the CCSS for ELA.  During the Fall of 2010 through the Spring of 2011, the MDOE 
ELA content specialists provided a variety of introductory workshops to school systems 
across Maine.  These included: 
 

o 4 day-long, regionally based workshop sessions for K-12 educators to introduce 
the ELA CCSS to educators from across Maine.  Approximately 200 educators 
attended each of the regionally held sessions.  Educators had the opportunity to 
explore the organization and structure of the standards and the supporting 
appendices in the first half of the workshop, and then broke into K-5 and 6-12 
span groups to learn about the specific standards for their grade levels.    
 

o The ELA Content Specialist provided a variety of workshops designed to provide 
introduction to the CCSS for ELA to school systems, regional professional 
learning networks, and statewide education organizations during the 2010-11 
school year.  These workshops ranged in length from 3-6 hours each depending 
upon the setting.  The power points used in these workshop sessions were posted 
on the ELA homepage so that all Maine educators would have access to them.   

 
o The ELA Content Specialists met with the 8 regional superintendent groups 

throughout the 2010-11 school year, providing an overview of the CCSS for ELA 
and planning for next steps.  Additionally, regular updates on CCSS for ELA 
implementation activities are communicate by the MDOE regional representatives 
who meet with the regional superintendents and curriculum leaders on a monthly 
basis.   

 
o The ELA Content Specialists provided training in the ELA CCSS to the 25 

facilitators of MDOE’s Literacy Leaders’ Network.  In turn, these facilitators 
provided two workshop sessions related to the ELA CCSS in each of the 20 
Literacy Leader Network meeting locations during the 2010-11 school year, 
reaching another 400 K-5 educators.  

 
• Development and presentation of a CCSS for ELA Introductory Webinar Series. 

The ELA content specialists developed a series of webinars related to introducing the 
ELA CCSS that were provided throughout the 2010-11 school year. The differences 
between the CCSS and Maine’s previous ELA standards were highlighted and 
suggestions for beginning implementation activities were provided.  Each webinar has 
been archived and is posted on the ELA homepage for educators to access.  
http://www.maine.gov/education/lres/ela/online_pd.html 
 

• Development of resources to support study of CCSS for ELA.  During the 2010-11 
school year, MDOE Content Specialists developed and posted an array of tools and 
resources for Maine educators to use to introduce themselves to the CCSS for ELA.  
http://www.maine.gov/education/lres/ela/guided-study.html 
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• Regular communications about the CCSS for ELA via the MDOE’s ELA List Serv 
and Literacy Links newsletter.  MDOE ELA content specialists regularly post 
information about the Common Core State Standards for ELA on the ELA listserv, 
through Literacy Links, and on the ELA homepage.  Several editions of the 2010-11 
Literacy Links series, sent monthly to approximately 1,500 Maine educators, introduced 
the strands of the CCSS for ELA and provided resources for learning more about each 
strand.  Literacy Links Monthly Newsletters: 
http://www.maine.gov/education/rf/newsletters/index.html  
 

Phase 2 
Alignment of Curriculum and Instruction to the CCSS for ELA  

2011-12 and 2012-2013 School Years 
 
The goals for this phase of the implementation plan include the following: 
 

• Deepen educator understanding of the shifts required by the CCSS for ELA, such as text 
complexity, writing from sources, academic vocabulary, literacy standards across content 
areas, etc. 

• Provide resources for examining local curricula to determine alignment and gaps, 
including documentation of professional learning needs 

• Provide tools for evaluating current instructional materials and practices to insure 
alignment to CCSS for ELA 

• Connect K-12 CCSS for ELA implementation to higher education and Smarter Balanced 
Assessment Consortium  

Activities to support this phase: 

• Presentation of regional and school system workshops for Maine educators and 
organizations to support understanding of the ELA shifts and curriculum alignment 
for the CCSS for ELA.  ELA content specialists continued to provide site-based, school 
district workshops and technical assistance as requested, as well as workshops and 
presentations for statewide organizations and institutions of higher education.  These 
sessions included content from introductory sessions described above, but also extended 
to focus on assistance with the CCSS shifts for ELA, as well as the curriculum alignment 
and introduction to the Smarter Balanced Assessment system.  Examples of workshops 
include: 

o Partnering with the University of Southern Maine to present a series of CCSS 
workshops during the Winter and Spring of 2012 

o Partnering with ASCD to provide regional workshops during the Fall of 2011 and 
Spring of 2012 

o Partnering with Navigating the Real World to present regional workshops during 
the Fall of 2011 and Spring of 2012 

o Partnering with professional organizations such as Maine Council for English 
Language Arts, Maine Principals Association, Maine Education Association, and 
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Maine Association for Directors of Special Education to provide professional 
development for their members 

o Providing workshops for faculty members from the University of Maine at 
Farmington, as well as through the Literacy Faculty Group meetings held 
quarterly with members of the literacy faculty from Maine’s colleges and 
universities that have teacher preparation programs.    

o Embedding CCSS for ELA implementation content in the 2011-12 Literacy 
Leaders Network series.   
 

• Development and presentation of CCSS for ELA Webinar Series focused on the 
ELA Shifts and Strands. The ELA content specialists developed a series of webinars 
related to literacy strands and shifts required by the CCSS for ELA that were provided 
throughout the 2011-12 school year. Each webinar has been archived and is posted on the 
ELA homepage for educators to access.  
http://www.maine.gov/education/lres/ela/online_pd.html 
 

• Development of open education resources (OERs) to support understanding of the 
ELA strands and shifts in the CCSS for ELA.  During the 2011-12 school year, 
MDOE Content Specialists developed and posted an array of tools and resources for 
Maine educators related to the CCSS for ELA strands and shifts.  Examples of these 
resources include: 
  

o Tools for unpacking standards and for engaging in curriculum alignment, 
including comparative charts for reading and writing across disciplines at the 6-12 
span 
http://www.maine.gov/education/lres/ela/ccss_modules.html  
 
Reading Standards 6-12 - Comparative Chart by Anchor 

Writing Standards 6-12 - Comparative Chart by Anchor 

o Resources related to ELA Shifts in Practice, including specific resources 
for text complexity. 
http://www.maine.gov/education/lres/ela/ccss_modules.html  

o Literacy Micro-courses that provide self-guided study of the foundational reading 
skills, vocabulary, and comprehension for educators across the K-5 span.  
http://www.maine.gov/education/lres/ela/lmc.html 

o In partnership with the New England Comprehensive Center (NECC), the MDOE 
developed a tool to support K-12 educators in reviewing instructional materials 
for their alignment to the CCSS for ELA, and is currently developing a 
curriculum companion tool to assist K-12 educators with curriculum alignment to 
the CCSS for ELA.   

 
• Regular communications about the CCSS for ELA via the MDOE’s ELA List Serv 

and Literacy Links newsletter.  MDOE ELA content specialists regularly post 
information about the Common Core State Standards for ELA on the ELA listserv, 
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through Literacy Links, and on the ELA homepage.  Again in 2011-12, the Literacy Links 
series, sent monthly to approximately 1,500 Maine educators, detailed the strands of the 
CCSS for ELA and provided resources for learning more about each strand.  Literacy 
Links Monthly Newsletters: 
http://www.maine.gov/education/rf/newsletters/index.html  
 

• English Language Arts SCASS.  The ELA content specialists joined the CCSSO ELA 
SCASS to collaborate with 10 other states to support transition to CCSS.  Implementation 
resources are developed by SCASS member states and shared across the states.  In 2011-
12, focus of the ELA SCASS was on text complexity tools and professional development 
resources which are now being used by MDOE ELA specialists as they work with Maine 
educators and are available on the MDOE ELA website. 
 

• Early Learning Guidelines Alignment.  During 2011-12, the ELA content specialists 
worked with the MDOE’s early childhood learning specialists and a stakeholder group to 
begin the process of aligning Maine’s early literacy guidelines for birth-5 with the CCSS 
for ELA.  This work will continue into the 2012-13 school year and will include 
professional development components to support early childhood educators’ 
understanding of the CCSS for ELA.  
 

• Smarter Balanced Assessment Consortium.  During 2011-12, the ELA content 
specialists began service on Smarter Balanced Assessment Consortium workgroups.  One 
ELA specialist is serving on the Item and Performance Task workgroup, lending 
expertise to the development of the SBAC ELA item and task specifications and 
reviewing stimuli and items being developed.  This work will inform support that will be 
provided to Maine school systems as they engage in curriculum alignment and transition 
to the SBAC system.   The other ELA content specialist is serving as a Teacher 
Involvement Coordinator for the MDOE.  In this role, she is recruiting Maine educators 
to work on SBAC ELA item development and review, enabling Maine educators to 
become increasingly familiar with the SBAC system.   

 
• Maine Statewide Literacy Plan. During 2011-12, the MDOE wrote and finalized its 

comprehensive, statewide literacy plan, Literacy for ME, which will guide the MDOE’s 
literacy related work moving forward.  Included in this plan are specific 
recommendations and components related to the CCSS standards and curriculum 
alignment for ELA, as well as instruction, assessment, and professional learning, 
including transition to CCSS.  http://www.maine.gov/education/lres/ela/literacy/   
 

• Institutions of Higher Education.  MDOE ELA Content Specialists participated in a 
full day workshop with IHE to identify transition issues and needs.  This day provided 
opportunity to educate IHE faculty and staff about the CCSS and to identify ways in 
which the MDOE can support IHE in making the transition to the CCSS. 
 

• Week long training of DOE team with WIDA to understand CCSS and ELL 
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Phase 3 
Implementing the CCSS for ELA:  Standards, Curriculum, and Assessment  

2012-13 and 2013-2014 School Years 
 

The goals for this phase of the implementation plan include the following: 
 

• Continue to provide ongoing professional development focused on the shifts required by 
the CCSS for ELA and on curriculum and instruction alignment  

• Provide ongoing professional learning and resources to assist in transition to Smarter 
Balanced Assessment System 

• Insure school system capacity to finalize and implement local curricula aligned to CCSS 
for ELA and connected to Smarter Balanced Assessment System 

Activities to support this phase: 

• Presentation of regional and school system workshops for Maine educators and 
organizations to support understanding of the ELA shifts and curriculum alignment 
for the CCSS for ELA.  ELA content specialists continued to provide site-based, school 
district workshops and technical assistance as requested, as well as workshops and 
presentations for statewide organizations and institutions of higher education.  These 
sessions included content from introductory sessions described above, but also extended 
to focus on assistance with the CCSS shifts for ELA, as well as the curriculum alignment 
and introduction to the Smarter Balanced Assessment system.  Examples of workshops 
include: 

o Partnering with the University of Southern Maine and the Maine Association of 
Special Education Directors to present a multi-day literacy institute focused on 
assisting Maine school systems in developing and refining CCSS for ELA 
implementation plans. The institute will support approximately 40 school systems 
(300 educators).  
http://www.maine.gov/education/lres/ela/professionaldevelopment.html#events 
 

o Providing site-based, school district workshops and technical assistance as 
requested to support alignment and instruction needs related to CCSS for ELA 
implementation. 

 
o Providing a Cross Discipline Literacy Network to support K-12 educators with 

professional learning opportunities via face-to-face regional networking sessions 
and a literacy strand webinar series.   Webinars will focus on the CCSS ELA 
Shifts as well as the literacy standards across the disciplines.  MDOE ELA 
content specialists will lead this work in partnership with content specialists from 
other disciplines, such as math, social studies, science, and visual and performing 
arts.  Content specialists will work collaboratively with Maine educators who 
have content and literacy expertise to develop the webinars and face-to-face 
content for the network.  This will result in building capacity in regional locations 
by training trainers who can then train other educators in their regions.  The 
network is projected to serve approximately 800 Maine educators.   
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o Developing and hosting additional institute opportunities to address CCSS for 
ELA implementation needs.  

 
o Partnering with professional organizations to expand access to training and 

technical assistance 
 

• Development and presentation of a CCSS for ELA Webinar Series focused on the 
ELA Shifts, Curriculum Alignment, and Smarter Balanced Assessment 
Considerations. The ELA content specialists will develop a series of webinars related to 
ELA shifts, curriculum alignment, and the Smarter Balanced Assessment system that will 
be delivered during the 2012-13 and 2013-14 school years. Webinars will be archived 
and posted on the ELA homepage for educators to access.   
 

• Continue development of open education resources (OERs) to support 
understanding of the ELA shifts in the CCSS, curriculum alignment, and 
instructional alignment.  During the 2012-13 and 2013-14 school years, MDOE Content 
Specialists will continue to develop and post an array of tools and resources for Maine 
educators to use related to CCSS for ELA shifts, alignment, instruction, and assessment.  
Additionally, the ELA content specialists will expand digital resources through the Maine 
Laptop Technology Initiative and other partnerships including SBAC, SCASS, ASCELA, 
NCTE, and others. 

 
• Regular communications about the CCSS for ELA via the MDOE’s ELA List Serv 

and Literacy Links newsletter.  MDOE ELA content specialists will continue to 
regularly post information about the Common Core State Standards for ELA on the ELA 
listserv, through Literacy Links, and on the ELA homepage.  In 2012-13, the Literacy 
Links series, sent monthly to approximately 1,500 Maine educators, will focus on the 
ELA shifts and feature specific tools for curriculum alignment.   
 

• English Language Arts SCASS.  The ELA content specialists will continue their work 
in the CCSSO ELA SCASS to develop implementation resources for the CCSS for ELA. 

 

• Smarter Balanced Assessment Consortium.  During 2012-14, the ELA content 
specialists will continue working on the development of the Smarter Balanced 
Assessment system in partnership with other SBAC state consultants and will continue to 
involve Maine educators in item authoring and review opportunities.  Additionally, work 
will commence through workshops, webinars, and resource development to support 
educator understanding of the SBAC system and its connection to instruction.     

 
• Maine Statewide Literacy Plan. During 2012-13, the MDOE will begin implementation 

of  its comprehensive, statewide literacy plan, Literacy for ME.   Several initial 
implementation components include the development of an electronic toolkit to guide 
local comprehensive literacy planning that will include resources related to the CCSS for 
ELA, instruction, assessment, and professional learning.  Additionally, a series of 
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regional meetings will be held to support local comprehensive planning efforts and these 
sessions for provide opportunities to connect educators to CCSS for ELA resources via 
the electronic toolkit, and to emphasize the role of the CCSS for support high levels of 
literacy achievement through collaborative efforts across the birth-adult span.  

 
• Institutions of Higher Education.  MDOE ELA Content Specialists will partner with 

IHE to assist with the revision of pre-service teacher training programs to insure 
alignment with the CCSS for ELA.   
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Common	
  Core	
  State	
  Standards	
  in	
  Mathematics	
  

Awareness:	
  

During	
  the	
  2010-­‐2011	
  school	
  year	
  MDOE	
  held	
  various	
  workshops	
  across	
  the	
  state,	
  hosted	
  by	
  
districts,	
  regional	
  curriculum	
  groups,	
  and	
  higher	
  education,	
  to	
  inform	
  the	
  field	
  of	
  the	
  new	
  
standards	
  and	
  where	
  to	
  find	
  information	
  and	
  support.	
  A	
  webpage	
  for	
  mathematics	
  information	
  
was	
  developed	
  and	
  located	
  at:	
  http://maine.gov/education/lres/math/standards.html	
  

The	
  mathematics	
  specialists	
  also	
  presented	
  at	
  various	
  regional	
  superintendent	
  meetings	
  and	
  
CTE	
  director	
  meetings	
  across	
  the	
  state.	
  

Transition:	
  

MDOE	
  in	
  collaboration	
  with	
  the	
  Association	
  of	
  Teachers	
  of	
  Mathematics	
  in	
  Maine	
  (ATOMIM)	
  
offered	
  a	
  series	
  of	
  Dine	
  and	
  Discuss	
  Sessions	
  focusing	
  on	
  developing	
  a	
  deep	
  understanding	
  of	
  
the	
  8	
  Mathematical	
  Practices	
  in	
  the	
  2010-­‐2011	
  school	
  year.	
  During	
  the	
  2011-­‐2012	
  school	
  year	
  
the	
  Dine	
  and	
  Discuss	
  Sessions	
  target	
  two	
  audiences,	
  elementary	
  with	
  a	
  focus	
  on	
  algebraic	
  
thinking	
  and	
  the	
  common	
  core	
  standards,	
  and	
  high	
  school	
  with	
  a	
  focus	
  on	
  reasoning	
  and	
  sense	
  
making	
  and	
  the	
  common	
  core	
  standards.	
  

Implementation:	
  

A	
  webinar	
  series	
  was	
  also	
  created	
  and	
  delivered	
  to	
  address	
  alignment	
  and	
  implementation.	
  
These	
  webinars	
  and	
  resource	
  materials	
  are	
  posted	
  at	
  the	
  following	
  site	
  for	
  the	
  field	
  to	
  access:	
  
http://maine.gov/education/lres/math/ccss_pd.html	
  

Presentations	
  by	
  DOE	
  at	
  the	
  annual	
  ATOMIM	
  conference	
  were	
  focused	
  on	
  implementation	
  of	
  
the	
  CCSS	
  using	
  the	
  critical	
  focus	
  areas	
  and	
  also	
  aligning	
  tasks	
  to	
  the	
  mathematical	
  practice,	
  
mathematical	
  content	
  and	
  content	
  literacy	
  standards.	
  

Ongoing	
  PD:	
  

During	
  the	
  2012-­‐2013	
  school	
  year,	
  DOE	
  and	
  ATOMIM	
  will	
  again	
  be	
  offering	
  Dine	
  and	
  Discuss	
  
sessions	
  across	
  the	
  state	
  focusing	
  on	
  the	
  Common	
  Core	
  standards.	
  This	
  year	
  we	
  will	
  be	
  looking	
  
at	
  sample	
  tasks	
  from	
  SBAC	
  and	
  the	
  Illustrative	
  Mathematics	
  Project	
  to	
  help	
  inform	
  changes	
  in	
  
instructional	
  practices.	
  A	
  second	
  topic	
  of	
  Dine	
  and	
  Discuss	
  sessions	
  will	
  be	
  to	
  look	
  to	
  the	
  NCSM	
  
support	
  materials	
  around	
  the	
  8	
  Mathematical	
  Practices	
  and	
  how	
  they	
  can	
  be	
  used	
  in	
  classrooms	
  
to	
  help	
  support	
  student/teacher	
  understanding.	
  

MDOE	
  mathematics	
  specialists	
  and	
  MDOE	
  MLTI	
  will	
  collaboratively	
  provide	
  full	
  day	
  PD	
  sessions	
  
across	
  the	
  state	
  looking	
  at	
  sample	
  tasks	
  and	
  use	
  of	
  technology	
  to	
  support	
  student	
  learning	
  and	
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understanding	
  addressing	
  content,	
  pedagogy	
  and	
  technology	
  knowledge.	
  The	
  sessions	
  will	
  be	
  
provided	
  for	
  the	
  elementary,	
  middle	
  school,	
  and	
  high	
  school	
  level.	
  

As	
  with	
  all	
  PD,	
  the	
  materials	
  used	
  during	
  the	
  sessions	
  provided	
  will	
  be	
  posted	
  on	
  the	
  
department	
  webpage.	
  

Common	
  Core	
  State	
  Standards	
  Noteshare	
  Notebooks:	
  

There	
  are	
  4	
  interactive	
  notebooks	
  organized	
  by	
  grade	
  spans	
  K-­‐2,	
  3-­‐5,	
  6-­‐8,	
  and	
  High	
  School.	
  
Contained	
  in	
  each	
  of	
  these	
  interactive	
  notebooks	
  are	
  professional	
  development	
  support	
  
materials	
  for	
  teachers	
  to	
  aid	
  in	
  the	
  understanding	
  and	
  implementation	
  of	
  the	
  Common	
  Core	
  
State	
  Standards	
  for	
  Mathematics.	
  

As	
  a	
  classroom	
  teacher,	
  time	
  is	
  limited	
  for	
  searching	
  out	
  support	
  materials	
  to	
  gain	
  a	
  deep	
  
understanding	
  of	
  the	
  new	
  standards	
  and	
  how	
  to	
  align	
  these	
  to	
  current	
  classroom	
  practices	
  and	
  
curriculum.	
  These	
  notebooks	
  have	
  embedded	
  links	
  to	
  resources	
  in	
  the	
  appropriate	
  place	
  within	
  
the	
  standards	
  document.	
  As	
  teachers	
  read	
  through	
  the	
  document	
  they	
  have	
  all	
  the	
  links	
  to	
  
resources,	
  webinars,	
  and	
  hands-­‐on	
  activities	
  for	
  supporting	
  the	
  transition	
  to	
  and	
  
implementation	
  of	
  the	
  Common	
  Core	
  State	
  Standards	
  for	
  Mathematics.	
  

There	
  will	
  be	
  a	
  series	
  of	
  webinars/PD	
  sessions	
  to	
  inform	
  teachers	
  of	
  this	
  resource	
  and	
  how	
  to	
  
best	
  use	
  the	
  resource	
  in	
  their	
  work	
  at	
  their	
  district/classroom	
  level.	
  All	
  PD	
  opportunities	
  will	
  
encourage	
  all	
  teachers	
  of	
  mathematics,	
  Special	
  Education	
  and	
  ELL,	
  to	
  attend	
  and	
  participate.	
  
These	
  notebooks	
  will	
  be	
  posted	
  on	
  the	
  DOE	
  website	
  in	
  two	
  versions	
  –	
  one	
  for	
  Mac	
  users	
  and	
  
one	
  for	
  non-­‐Mac	
  users.	
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COLLEGE AND CAREER 
READINESS IN MAINE 
Report to the Education Coordinating Committee	

 

Submitted by the College Transitions Working Group 

7/30/2012 

 

 

 

   

A report of findings concerning and recommendations for improving college and career readiness in the 
State of Maine 
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FOREWORD	
 

Origin of the Education Coordinating Committee 

Authorized  under  Title  20‐A:  Education,  Part  1,  Chapter  1, General  Provisions,  §9.  The  Education  Coordinating 
Committee  was  established  to  promote  efficiency,  cooperative  effort  and  strategic  planning  between  the 
Department of Education,  the State Board of Education,  the University of Maine System,  the Maine Community 
College System and the Maine Maritime Academy.  The Committee consists of the Commissioner of Education, the 
Chair of the State Board of Education, the Chancellor of the University of Maine System, the Chair of the Board of 
Trustees of the University of Maine System, the President of the Maine Community College System, the Chair of 
the Board of Trustees of the Maine Community College System, the President of the Maine Maritime Academy and 
the Chair of the Board of Trustees of the Maine Maritime Academy. 
 
The Committee meets at least twice a year.  The Committee elects a chair from among its members who serves at 
the will of the Committee.  The Committee reports on its deliberations and any recommendations to the Governor 
and  the  joint standing committee of  the Legislature having  jurisdiction over education matters by February 15th 
each year. 
 
 

Establishment of the College Transitions Working Group 

 
During  the March 13, 2012, meeting of  the  Education Coordinating Committee  the College  Transition Working 
Group was established and consists of the three representatives appointed by the Chancellor of the University of 
Maine System; three representatives appointed by the President of the Maine Community College System; three 
representatives appointed by the President of the Maine Maritime Academy; and three representatives appointed 
by the Commissioner of the Maine Department of Education.  The College Transitions Working Group is chaired by 
one of the Group’s representatives.   
 
The College Transitions Working Group was charged with examining and reporting upon the status of college and 
career readiness  in Maine and with the development of recommendations reflective of  its findings.   This report, 
College Readiness  in Maine,  is the product of the College Transitions Working Group research and findings since 
receiving its charge in mid‐March 2012. 
 
 
 
 
 
 
 
 
 
 
 
 
July 30, 2012 

Appendices - Page 51 of 340



3 
 

 
 
The College Transitions Working Group has been comprised of the following members: 
 
 
Maine Community College System    University of Maine System 
 
Dr. Scott Knapp              Rosa Redonett 
President              Chief Student Affairs Officer 
Central Maine Community College           University of Maine System 
Auburn                Bangor 
 
Dr. Mark L. Harmon            Dr. Kathy Yardley 
Assistant Academic Dean  Associate Provost and Dean of Education 
Off‐Campus Programs            University of Maine at Farmington 
Fairfield               Farmington 
 
Bill Cassidy              Jonathan Henry 
President Emeritus            Vice President for Enrollment Management 
Washington County Community College        University of Maine at Augusta 
Calais                Augusta    
 
Maine Maritime Academy     Maine Department of Education 
 
Dr. Joceline Boucher            Gail Senese 
Associate Academic Dean            State Adult Education Director 
Maine Maritime Academy           Maine Department of Education 
Castine                Augusta 
 
Dr. Paul Wlodkowski            Nigel Norton 
Associate Professor            Consultant 
Marine System Engineering          Career and Technical Education 
Maine Maritime Academy           Maine Department of Education 
Castine                Augusta 
 
Jeff Wright              Harry W. Osgood 
Director of Admissions            College Transitions Working Group, Chair 
Maine Maritime Academy           Higher Education Specialist 
Castine                Maine Department of Education 
                Augusta 
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INTRODUCTION 

Charge to the College Transitions Working Group 

Conceptually, the College Transitions Working Group was charged with finding ways to more fully align the academic programs 

of Maine’s K‐12 and higher education systems. Toward that end the Group was assigned the following tasks: 1) to undertake an 

analysis of current definitions of college readiness as established by Maine’s public higher education institutions; 2) to catalog 

and assess current efforts that are underway to more carefully define and align college readiness statewide; and 3) to identify 

for  the Committee where needs might exist  for additional efforts  in  this area.   Each of  these  tasks were  further specified as 

follows: 

 

Determining College Readiness 
 

1) To  undertake  an  analysis  of  current  definitions  of  college  readiness  as  established  by Maine’s  public  higher 
education institutions . . . specifically: 

 By what methodology  does  each  of  the  colleges  of  the  state’s  public  higher  education  system  determine  college 

readiness? 

 What  are  the  assessment  tools  and  cut  scores  that  each  college  uses  to  indicate whether  a  student will  require 

remedial coursework? 

 In determining college readiness, do the colleges differentiate between the basic skills and knowledge students need 

in order  to be prepared  for college and  the skills and knowledge  they need  to be successful  in college?  If so, what 

other indicators or cut scores do colleges use to determine this? 

 

Collaboration on College Readiness 
 

2) To  catalog  and  assess  current  efforts  that  are  underway  to more  carefully  define  and  align  college  readiness 
statewide . . . specifically: 

 What efforts are currently underway at the higher education level to align college readiness expectations within and 

among the state’s public higher education institutions? 

 What efforts are underway already, if any, to collaborate with K‐12 policymakers and institutions in the development 

and sharing of college readiness expectations? 

 To  what  extent  are  institutions  in Maine  involved  in  national  efforts  to  define  college  readiness,  including  the 

implementation  of  the  Common  Core  State  Standards  and  the  development  of  the  SMARTER  Balanced  common 

assessment system?. . . and 

 

The Need for College Readiness  
 
3) To identify for the Committee where needs might exist for additional efforts in this area. 

 What does the college readiness data collected by the colleges indicate about how prepared the typical student is for 

college‐level work? 

 What are the trends in the levels of college readiness exhibited by students applying to the colleges? 

 

 
Recommendations 

 
 As  thorough  preparation  for  postsecondary  learning  is  critical  to  the  success  of  postsecondary  students,  what 

recommendations would the work group make with regard to the findings of its research? 
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Tasks Undertaken by the College Transitions Working Group 

 Determining College and Career Readiness in Maine  
 

The conduct of an analysis of current definitions of college readiness as, established by Maine’s public 

higher education institutions, was conducted by members of the College Transitions Working Group (the 

Group)  by  securing  responses  to  questions  from  key  staff members within  each  of  their  respective 

systems.  Responses to the six (6) first task questions from each of Maine’s postsecondary sectors were 

then compiled  for comparisons and reviewed by  the Group.   The composite of per campus responses 

appears as Appendix I.  

 Defining College and Career Readiness 
 
The Group reviewed a number of definitions of college and career readiness as employed or advocated 
by a number of national entities.   An overview of those definitions may be found  in the Appendix II of 
this report.  In the final analysis, however, the following definition developed by ACT, in 2008, was found 
to represent the clearest and most useful definition, and is the definition recommended by the Group: 
 
 

 

“College Readiness is the level of achievement a student needs to enroll and succeed—without 
remediation—in  credit‐bearing  first‐year  postsecondary  courses.   And  by  postsecondary we 
mean primarily two‐year or four‐year institutions, trade schools, and technical schools.  Today, 
however, workplace  readiness  demands  the  same  level  of  knowledge  and  skills  as  college 
readiness”. (ACT 2008) 

 

 

 
With  regard  to workplace  or  career  readiness,  the Group  recognized  that  there  are  additional  skills, 
knowledge  and  abilities  needed  to  be  successful.   However,  the Group  did  not  feel  that  it was  the 
appropriate entity to make further recommendations in this regard as it lacked representation and input 
from employers. 
 
 
The  Group  reviewed  the  current  status  within Maine,  best  practices  from  across  the  country  and 
explored  efforts  already  underway  in  Maine  which  connect  to  college  readiness.  Appendix  III 
(Limitations of the Current System); Appendix IV (Maine by the Numbers); Appendix V (The Forgotten 
Middle); Appendix VI  (ACHIEVE REPORT  – Closing  the Achievement Gap); Appendix VII  (Summary of 
Findings – National Survey of  the Nation’s School Counselors – 2011); and Appendix VIII  (1 Kentucky 
Governor’s Proclamation and 2 Resolution Supporting the Role of Postsecondary Education in Improving 
College  and  Career  Readiness  by  Kentucky’s  College  and University  Presidents)  are  reflective  of  the 
related documentation that the Group examined and took into consideration.  In the end the following 
recommendations are the product of the College Transitions Working Group’s deliberations. 
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RECOMMENDATIONS 

 

Testing/Placement: 
 

1) Charge the UMS and MCCS with exploring the possibility of aligning ACUPLACER scores such 
that common cutoff scores would indicate that a student is college ready; and, if appropriate, 
commit  to  implementing  this  policy.  The  need  for  greater  consistency  and  collaboration  is 
clearly apparent in the Appendix I response data.  
 

2) Charge  the UMS  and MCCS with  developing  a  common  understanding  of what  SAT  scores 
equate to with the cutoff scores as related in Appendix I, Tables 1‐4. It is understood that some 
institutions may  have  higher  benchmarks  for  specified majors,  and  that  achievement  of  the 
benchmark score does not indicate that a student will be automatically admitted.   
 

3) Charge Maine’s high  schools with  the  task of administering  the ACUPLACER exam, no  later 
than the sophomore year. This would serve as both a valuable diagnostic tool as well as an aid 
for  advising  students  for  coursework  to  take  in  their  junior/senior  years  in order  to  become 
college ready.  (This could also serve as an affirmation of efforts made through implementation 
of recommendation 6). 

 

Redirection of Elementary, Middle School and High School Counseling Services: 
 

4) Make College and Career Readiness the central focus of school counseling services. 
 

5) Develop  and  aggressively  advocate  policies  aimed  at  freeing  middle  and  high  school 
counselors from non‐counseling tasks and responsibilities so that they can redirect their much 
needed  time,  effort  and  energy  to  effectively  advise  students  concerning  their  college  and 
career options.  Appendix VII shows that eight in 10 of the nation’s school counselors agree that 
college  and  career  readiness  should  be  a  school’s  top mission;  yet  only  30%  of  all  school 
counselors, and only 19% of those in high‐poverty schools, experience this mission reality. 
 

6) Actively  support  the  development  and  implementation  of  college  and  career  readiness 
programming  beginning  at  the  middle  school  (5th  through  8th  grade)  levels.    Focus  K‐8 
standards on the academic and interpersonal knowledge, skills and abilities that are essential 
for college and career readiness – and, make these non‐negotiable for all students.   A recent 
study conducted by ACT, entitled The Forgotten Middle, Ensuring that All Students are on Target 
For College and Career Readiness Before High  School makes  the  case  that  college and  career 
readiness can be predicted as early as 8th grade.   More details regarding the findings from this 
study may be found in Appendix V.   
 

7) Embed the topic and significance of counseling about college and career readiness  into both 
counselor  and  teacher  education  offered  by Maine’s  State  approved  educator  preparation 
programs. 
 

8) Develop  foundational  links  to  college  and  career  readiness  knowledge,  skills  and  abilities 
within the Common Core State Standards (CCSS) that are being implemented at this time. 
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9) Focus on Early College participation  (ex.  require a minimum of  six  (6) college  level credits as 

part of Maine’s high school diploma requirements). 
 

10) Create  “Re‐Start  Programs”  aimed  at  bringing  drop‐outs  back  into  the  college  and  career 
preparation domain. 
 

11) Create  “Second  Chance  Programs”  in  collaboration with  the  Department  of  Labor, Maine’s 
Adult Education programs and participating employers aimed at college and career preparation 
completions.  
 

Adult Students and College Readiness: 
 

12) Significantly increase the number of non‐traditional students transitioning directly into college 
level programs.   The  strategies  to accomplish  this need  to be actively explored and ought  to 
include  the  following:  1)  co‐enrollment  in  post‐secondary  and  adult  education  courses;  2) 
expansion of eligibility for the Aspirations Tuition Waiver program; and expanding the offering 
of  online  courses  at  adult  education  sites  where  adult  educators  could  provide  academic 
support services as needed.   
 

Career Readiness: 
 

13) Develop  a  two‐day  Institute  to  include  selected  large,  medium,  and 
small companies from around the  state,  particularly  those  that  have  been identified as  being 
the best places to work in Maine. Human Resources personnel or mid‐level managers might be 
best suited for this process.  At this institute, workshops would be conducted to identify the key 
skills  and assets that are critical for those  newly  entering a  career/job  market, either 
recent college graduates  or those  completing some  other  form  of  post‐secondary 
training.   Although  this “skills, traits, or  assets”  list might  also  be  researched  and  developed 
from online sources, the validity of such an exercise warrants going through this process by the 
stakeholders.  
 

14) As an outcome of the Institute, develop recommendations to the Governor, to the Legislature, 
to  the  Department  of  Education  and  other  appropriate  constituencies  on  the  need  to 
offer career training  for  all PK‐12 students  to  prepare  them  for  post‐secondary  pathways 
beyond traditional academics.  
 

15) In  light  of  adoption  of  the  Common  Core  State  Standards,  revisit  the  career  and  college 
preparation  learning results,  , to determine how to more effectively embed  these strategies 
within the curriculum at the middle school through high school levels. 

  

Content Alignment: 
 

16) Actively encourage ongoing dialogues among and between high school and college discipline‐
based  faculty  to  review  existing  content  parameters  and  to  determine  college  readiness 
standards similar to what the Composition Coalition has achieved within the English/Language 
Arts.   This needs  to be done  to ensure alignment with  the Common Core State Standards, as 
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well  as with  subsequent  alignments with  preparedness  expectations  of  the  higher  education 
community. 

 

Data and Research: 
 

17) Support  the  uses  of  data  and  research  to  inform  changes  in  policy  and  to  implement  and 
assess  improvements  (such  as  the  research  being  done  by  MEPRE  and  CEPARE1  for  the 
Legislature, the Department of Education and other public entities).  

 

Energize Commitment and Support for College and Career Readiness Initiatives: 
 

18) Request  that Governor  LePage  proclaim  an  appropriate month  in  the  fall  of  2012  or  early 
winter  of  2013  as  College  and  Career  Readiness Month  to make  it  known  that  the  State’s 
commitment to college and career readiness is for all of Maine’s students (see Appendix VIII‐1 
for a sample proclamation made recently by Kentucky’s governor Beshear). 

 
19) Ask  Maine’s  college  and  university  presidents  to  formally  make  public  a  similar  resolve, 

preferably coincident with the Governor’s proclamation, supporting the role of postsecondary 
education  in  improving  college  and  career  readiness  (see  Appendix  VIII‐2  for  a  sample 
resolution made recently by Kentucky’s college and university presidents). 

 
20) Place high and on‐going value on college and career  initiatives at all  levels across  the state.  

Highlight and celebrate successful initiatives. 
 

21) Actively support the work being done to implement the Common Core State Standards (CCSS); 
to  implement  the  Standards Based Graduation  requirements;  and  the work of  the  Smarter 
Balanced assessment system that is due to be implemented during the 2014‐2015 school year.  
A  Summit was held on  the University of Maine  campus, April  26, 2012,  that  included higher 
education officials and faculty; K‐12 educators; faculty and administration from Maine’s public 
and private educator preparation programs; and an array of interested others.  The goal was to 
initiate a  coordinated dialogue encompassing all of  the pending  changes underway with K‐12 
education and to begin to understand their affects upon the Maine’s PK‐20 system of learning.  
We enthusiastically support and recommend ongoing and active involvement of Maine’s higher 
education community in the actualization of this critically important work.  
 

22) As this important work is implemented, the Group anticipates that the achievement of college 
readiness will emerge, as a key  result  from  the Smarter Balanced assessment component.   At 
that point in time, the Working Group recommends that Maine’s higher education community 
explore the feasibility of replacing current testing/placement protocols with the outcomes of 
this work. 

 

                                                            
1 MEPRE = Maine Educational Policy Research Institute at UM; CEPARE=Center for Educational Policy, Applied Research 
and Evaluation at USM 
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23) Support the work of the Early College Task Force in expanding dual enrollment opportunities 
in Maine.   Such opportunities are critical to the development of college and career aspirations 
and  readiness within Maine.   The Group  looks  forward  to  the delineation of policy changes, 
practices and funding patterns in support of both current and future initiatives related to this 
effort. 

 
24) Finally, the Group supports the work of the Governor’s STEM Council and its various initiatives 

aimed at improving STEM education within the state and at aligning STEM education with the 
common core state science standards. 

 

===================================================================================== 
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APPENDIX I 

Guiding Questions and Responses – College Transition Working Group 

TOPIC I:             Determining College Readiness     For:  April 5, 2012 Meeting  

                         UMS Offices – Bangor 

                       From:  Harry Osgood – Group Chair 

 By what methodology does each of  the  colleges of  the  state’s public higher education 
system determine college readiness?* 

 
*See Tables I, II, and III for current practices used by Maine’s public colleges and universities in making admissions decisions. 
See Table IV – Comparisons of Test Scores – First‐Time, First‐Year Students Applying at Bachelors Level to Maine’s Public Colleges 
and Universities that Require SAT/ACT as Part of the Admissions Process 

 

Maine Community College System (MCCS) 

CMCC‐We rely on the application of Accuplacer placement recommendations.  We try to take a holistic    approach 

and look at SAT scores and the HS student record if available. 

EMCC‐AT this point, college readiness is judged primarily by Accuplacer Scores. 

KVCC‐At this time, college readiness is defined by the Accuplacer cut‐off scores that are standardized across all 7 

community colleges.  We also use the SAT from time to time. 

NMCC‐The  admission  decision  (defer,  conditional  accept  or  accept)  rests  on  their  professional  review  of  all 

information  available  and whether  or  not  the  individual  has  demonstrated  the  ability  to  complete  the 

program (with or without specific interventions such as the completion of remedial classes). 

SMCC‐We use the Accuplacer and other standardized tests, e.g. SAT, ACT, to determine preparedness for college‐

level work. 

WCCC‐We use  the Accuplacer.   May also discuss high school  transcripts and senior year progress with guidance 

officer. 

YCCC‐We use Accuplacer scores and refer to Adult ED those students who test below our college cut off scores for 

our remedial classes. 

============================================================================== 

Maine Maritime Academy (MMA) 

General: 

MMA's Admissions evaluates college readiness by means of:  

 high school course completion at a satisfactory level (generally B or above;  
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 four years of English;  

 four years of college prep math;  

 two years of lab science);  

 by recommendation letter, and  

 by results from either the SAT or ACT tests.  

Only one MMA program, Marine Systems Engineering, has additional requirements (see below). 

Marine Systems Engineering  Program: 

Engineering department evaluation of the following criteria:  

 four years of high school English;  

 some foreign language instruction; and the  

 maximum level of science and mathematics courses offered ‐ which usually includes a year of chemistry, a 

year of biology, and a year of physics.  Most students entering this program have also taken a year of 

calculus. 

============================================================================== 

University of Maine System (UMS) 

Admission  decisions  at  all  seven  institutions  are  based  on  a  holistic  evaluation  of  the  student  and  his/her 

credentials.  

In general, the following are reviewed:    

 high school GPA, class rank (when available) and SAT (or ACT) score (if provided).  

 The rigor of a student’s academic program is considered (which can include honors, AP, additional math).  

 A  student’s  essay,  involvement  in  extracurricular  activities  and  recommendations  all  factor  into  the 

decision. 

 Specific  majors  may  require  additional  college‐preparation  coursework  above  and  beyond  the  basic 

requirements listed below 

 Generally, no set SAT score is indicated but is included in the total review of the student; SATs are not 

required at UMA, UMFK and UMF (but students are encouraged to submit these) 

 

General Academic Requirements: 

UM 

English        4 units 

Algebra 1 & 2      2 units 

Geometry      1 year 

History/Social Science    2 units 

Lab science      1‐2 units depending on the major 

Foreign Language     2 units (required in all colleges except the BS in Natural  

          Science/Agriculture and Engineering Technology) 
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Computer Science    1 year strongly recommended 

Fine Arts       1 year strongly recommended 

UMA 

Adheres to the basic guidelines articulated by the UMS CAOs listed below 

UMF 

English        4 units 

Algebra 1 & 2      2 units 

Geography /Integrated Math  1 year 

Sciences       3 units 

Social Studies      3 units 

Foreign Language     2 units 

UMFK 
English        4 units 

Algebra 1 & 2      2 units 

Geometry      1 year 

Social Science      2 units 

Lab science      2 units 

Foreign Language     2 units recommended 

UMM 
English        4 units 

Math (Alg 1/2/Geometry)    3 units 

Lab Science      2 units 

Social science/history    2 units 

Computer Science    1 year strongly recommended 

Fine Arts or Foreign Language  2 units strongly recommended 

UMPI 

English        4 units 

Math (Alg 1/2/Geometry)    3 units 

Lab Science      2 units 

Social Studies      3 units 

Foreign Language     2 units 

USM 

 

English        4 units 

Math (Alg 1/2/Geometry)    3 units 

Lab Science      2 units 

History/Social Science    2 units 
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Additional guidance within USM requirements (related to college success) Highly 

Recommended College Preparatory Courses  ‐ While minimal admission requirements are listed as: 

 
 4 units English;  

 3 units of mathematics (Algebra I and II and Geometry);  

 2 units of laboratory science; and  

 2 units of history/social studies;  

 an optimal college preparatory course of study extends beyond these minimum requirements.   
 
Students who do best in college and graduate on time have the following high school course of study: 
 

 Four units of English  in courses that present a variety of readings  (fiction, non‐fiction, essays, memoirs, 
journalism) and emphasize expository and analytic writing about texts. 

 

 At least three units of laboratory science that include the study of biology, chemistry, and physics, offered 
as separate courses or as an integrated core.  Science courses should include writing technical reports and 
quantitative representations and analyses of data as well as the traditional course content. 

 

 Four units of math  that  include Algebra  I and  II and Geometry; plus a college preparatory math course 
during the senior year. 

 

 Three units of history and social science that  include reading primary as well as secondary texts; writing 
analytic and expository essays; and using quantitative  social  science data,  in addition  to  the  traditional 
course content. 

 

 Two units of study of one language other than English. 
 

============================================================================== 

 What are the assessment tools and cut scores that each college uses to indicate whether a student 
will require remedial coursework?* 

 
*See Tables I, II, and III for current practices used by Maine’s public colleges and universities in making admissions decisions. 
See Table IV – Comparisons of Test Scores – First‐Time, First‐Year Students Applying at Bachelors Level to Maine’s Public Colleges and 
Universities that Require SAT/ACT as Part of the Admissions Process 

 

Maine Community College System (MCCS) 

All seven (7) community colleges use common Accuplacer cut‐scores as follows: 
 

 Algebra ‐75 (entrance into college level algebra) 
 

 Reading‐68  
 

 Sentence/Writing‐74  (entrance into college level composition) 

 

All 7 Community Colleges also use the Write Placer with a cut score of 6 
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In addition to Accuplacer, Maine community colleges use other standardized instruments as follows: 

 
CMCC‐directed us to their online catalogue for other cut‐off scores.  [“All accepted students . . . have to  

submit  one or more of the following:  Official Scholastic Aptitude Test (SAT I) scores meeting College  
requirements (480 or better). . . ; or Central Maine Community College Accuplacer Placement Assessment  
in reading, writing, math and algebra or English as a Second Language (ESL); or Prior success (grade C or  
better) in a college level English and/or math course at a 100 level or above, taken at an accredited  
institution. . . .  Applicants who do not have SAT scores of 480 or better or have not completed college level  
course work in English and Mathematics with a grade of C or better at an accredited institution are required  
to complete placement tests in reading, writing, math, and basic algebra or ESL, math and basic algebra”.] 

 
EMCC‐did not indicate the use of other instruments 
 
KVCC‐ SAT‐ 500 cut for all scales in lieu of Accuplacer 
 
NMCC‐none mentioned 
 
SMCC‐SAT of 350 places someone in remedial Intro to Algebra, SAT of 430 in Verbal places students into   

developmental English services (College Reading and Basic Writing II).  If a student's ACT or SAT do  
not qualify him/her for college‐level work, we ask that they take the Accuplacer for placement  
purposes. 

 
WCCC‐not requiring or using other instruments 
 
YCCC‐SAT (Math 525, English 550) 

 

===============================================================================

Maine Maritime Academy (MMA) 

 The Academy offers only one course sequence that includes remedial work; this is a two semester pre‐Calculus 

course (for which credit is not awarded for the remedial portion).   

 

 The Admissions director and a mathematics professor individually review each newly matriculated student for 

math placement. They do not use a cut score; instead they look at the entire application package.  

 Students deemed by  the Admissions director  to have an  insufficient background  in English are provisionally 

accepted to the college pending successful completion of a college‐level composition course. 

 

============================================================================= 
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University of Maine System (UMS) 

 UMS DEVELOPMENTAL ENGLISH 

  UM  UMA  UMF  UMFK  UMM  UMPI  USM 
ENG 
104 

Accuplacer    54 < 
SS < 
80 

Writeplacer 
< 5 

65 > SS < 73  SS <80 
or 

R < 50 

Writeplacer 
<5 or R > 67 

 

SAT              < 520 

 
 

 UMS COLLEGE WRITING 

  UM  UMA  UMF  UMFK  UMM  UMPI  USM 

Accuplacer    REA ≥ 
72 
and   

80 < SS 
≤ 111 

Writeplacer >
6 

ENG 100
SS > 74 
ENG 100 
w/Lab 
SS 66‐73 

SS > 80  
and  
R> 50 

Writeplacer >
5 & Rea > 67 

SAT    >530  >490 ENG 100
500 

500 
Writing 

Crit Reading 
> 500 

> 520

AP    ENG 
Lang/C
omp or 
ENG 
Lit/Co
mp 
3 = 3 
cr 

(101), 
4 =  3 
cr (101 
or 

102), 5 
= 6 cr ( 
101 
and 
102) 

>3 3 3 3 

CLEP    50  N/A 50 50 50 
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UMS DEVELOPMENTAL MATHEMATICS 

  UM  UMA  UMF  UMFK  UMM  UMPI  USM 

Accuplacer    MAT 
009 
37 < 
AR ≤ 
65 or  
AL > 
27; 
 

MAT 010
<65 

ASP 070
AR<36 

MAT 
009 
AR < 50 
or (AR 
<65 & 
AL<60) 

MAT 17 
AL<60 

MAT 
9 
AR<60 
&  
AL<60 

    MAT 
030 
AR > 
65 and 
27< AL 
≤ 54 

MAT 011
65‐90 

ASP 110
AR<60 

MAT 
012 
AR >65 
& AL<60 

   

*Note:  UM has its own test to determine placement. 

============================================================================== 

 In determining college readiness, do the colleges differentiate between the basic skills and 
knowledge students need  in order to be prepared  for college and the skills and knowledge 
they need to be successful  in college?  If so, what other  indicators or cut scores do colleges 
use to determine this? 

 

Maine Community College System (MCCS) 

CMCC‐We do not.  I would imagine the variables associated with determining skills needed to be  
               successful are huge. 

 
EMCC‐We do not draw that distinction. 
 
KVCC‐This is not formally assessed with any sort of standardized instrument for all students.  LASSI is  
            used in the TRiO program.  Currently, KVCC assesses the needs for and provides  childcare and   
            transportation  subsidies;  screens for online readiness; provides "first year" seminars for all  
            students that prepares them for college life; and focuses on potential careers, and helps prepare  
            them for entrance exams into Nursing or Allied Health Programs  (Hobet and PaxRN).  Recently  
            received a Title III grant for retention in the AA in Liberal Studies program. 

 
NMCC‐We do not have a campus‐wide first year seminar. 
 
SMCC‐We do not, but, if anyone develops a maturity test we might consider it. 

 
WCCC‐We have defined core competencies for graduation but we have yet defined a means of measurement  
               of the competencies.  In TRiO, we use LASSI to assess preparation and attitude to measure readiness,  
               compares on national basis. 

 
YCCC‐ None, we are open access. 
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============================================================================== 
 

Maine Maritime Academy (MMA) 

General admissions:  

The Academy does not assess preparation for college and potential for success differently, but does  look at a student's 

entire application package.  Someone with insufficient preparation for college (as assessed perhaps by a combination of 

grades and standardized test scores) but whose recommendations or interviews suggest a good probability for success, 

might be encouraged to apply again upon successful completion of a semester at a community college. 

Marine Systems Engineering (MSE) Program:  

Applications are scrutinized by both the Director of Admissions as well as the MSE Program Coordinator.  To be successful 

in this particular major, one needs to have completed the aforementioned prerequisites in high school.  Furthermore, an 

SAT mathematics score of 600 or higher is used as one benchmark in determining success. 

============================================================================== 

University of Maine System (UMS) 

Statement on College Readiness by the Chief Academic Officers, University of Maine System 

While the seven campuses of the University of Maine System have different criteria for admission and placement, 
they  all  share  a  common  understanding  of  what  comprises  an  optimal,  college‐ready  high  school  transcript. 
Students who succeed  in college and graduate on time usually have the following high school preparation  in the 
core academic areas: 

 Four  units  of  English  courses  that  incorporate  a  variety of  texts  (fiction,  non‐fiction,  essays, memoirs, 
journalism) and that emphasize expository and analytic writing skills. 
 

 Four units of math courses that include at least Algebra 1 and 2, and Geometry, taken as separate courses 
or as an integrated sequence of courses, and a 12th‐grade college‐preparatory math course that provides 
a  solid  foundation  in  quantitative  and  algebraic  reasoning.  For  those  students  planning  to major  in 
mathematics,  science,  or  a  technical  or  professional  field  that  requires  advanced math  skills,  a  pre‐
calculus or calculus course is strongly recommended. 
 

 At least three units of laboratory science‐‐offered as either separate courses or as integrated core classes‐
‐that include the study of biology, chemistry, and physics. Science courses should emphasize the writing of 
technical reports and the quantitative representations and analyses of data. 

 At  least  three units of history and social science  in courses  that emphasize  the  reading of primary and 
secondary  texts,  the writing  of  analytic  and  expository  essays,  and  the  use  of  quantitative  data  and 
research findings. 
 

 At least two units of study in a language other than English.  

Additional Statements on College Readiness and Success 

Appendices - Page 66 of 340



18 
 

From USM – Expected Results of a University Education: 
 
Consistent with  the educational mission of a comprehensive university,  it  is  the aspiration of  the  faculty at  the 
University  of  Southern  Maine  that  students  achieve  the  following  results  from  their  investments  in  higher 
education: 
 

 They should possess the knowledge and skills necessary to enter the work force or be admitted to graduate or 
professional  school. Graduates of  the University of  Southern Maine  should also possess  the attributes and 
skills that lead to rich and fulfilling lives. 

 They should be  intelligent readers of their own culture and be able to use analysis and historical context to 
interpret cultural practices, artifacts, and documents of various kinds. 

 They  should  appreciate  the many  ways  of  knowing,  including  the  arts,  the  humanities,  and  the  natural, 
applied, and social sciences; they should be aware of how these disciplines help define and shape the world; 
and  they  should  understand  the  joy  and  wonder  that  can  arise  from  rigorous  inquiry  leading  to  fresh 
discoveries and modes of expression in these fields. 

 They  should be  able  to  appreciate basic  ecological  and physical processes, how  their  lives  are  affected by 
environmental trends and characteristics, and how each of us shares in the responsibility for sustaining the life 
forces, cycles, and processes upon which all life depends. 

 They should understand the nature of at‐risk behaviors and be able to make  informed decisions about their 
own well‐being. 

 They should be able to communicate effectively, both orally and in writing, think critically and creatively, and 
use effectively both information technology and the skills of quantitative decision making. 

 They  should  know  how  to work  in  teams,  take  responsibility,  exercise  leadership,  and manage  resources 
effectively. 

 They should be aware of the world’s complexities beyond their own set of experiences and assumptions, have 
an appreciation for other peoples’ values and customs, and think effectively about ethical and social issues. 

 They should have the capacity for self‐education so they can enjoy a lifetime of continuous learning. 

From UMS Website: 

Statement on mathematics preparation:  http://www.maine.edu/pdf/mathuniversitybooklet.pdf 

============================================================================== 

TOPIC II:            Collaboration on College Readiness 

 What efforts are currently underway at the higher education level to align college readiness 
expectations within and among the state’s public higher education institutions? 

 
 

Maine Community College System (MCCS) 

MCCS‐all 7 community  colleges are aligned with Accuplacer cut scores 
MCCS‐recently completed an MOU with MMA to formulate a well‐defined remediation and first year  

  college work plan that, if successfully completed,  will guarantee acceptance at MMA. 
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In addition, these comments were received: 
 
CMCC ‐There is a joint work group involving both systems looking into improved transferability of key  

    courses.  I imagine an outgrowth of that effort would lead to a conversation of readiness  
    expectations. 

 
EMCC‐Common Core State Standards and Smarter Balanced initiative. 

 
KVCC‐ Common Core State Standards and Smarter Balanced initiative. 
 
NMCC‐No answer. 
 
SMCC‐Common Core State Standards and Smarter Balanced initiative. 

 

WCCC‐We are having limited discussions with UMM. 

 
YCCC‐ There is a system to system task force working on this and meetings are scheduled for faculty  

  and the Academic Deans from both systems in Math and English this spring.

 

 

============================================================================== 

Maine Maritime Academy (MMA) 

The Governor's newly formed STEM Council, which includes a representative from MMA. 

 

============================================================================== 

University of Maine System (UMS) 

 Formation of the College Transition Workgroup 

 

 Work of the Joint UMS/MCCS Taskforce on Transfer – report due in April 2012 

 

============================================================================= 

 

 What  efforts  are  underway  already,  if  any,  to  collaborate  with  K‐12  policymakers  and 
institutions in the development and sharing of college readiness expectations? 
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Maine Community College System (MCCS) 

CMCC‐I do not know. 
 
EMCC‐During this past year, EMCC has hosted a VISTA volunteer who has been working with rural high  

  schools in our service area to help students understand the college application process and to  
  prepare for the Accuplacer exams. 

 
KVCC‐We share with HS guidance and Adult ED all of our admissions sheets that clearly spell out  
              admissions requirements into our various programs.  We have an annual Guidance Counselor  
              Breakfast and offer dual enrollment courses on 26 high school campuses in our service area.  We  
              also allow juniors and seniors the option to take general education courses on our campus each  
              semester. 
 
NMCC‐No answer. 

SMCC‐Locally, we have held round‐table discussions with area high school administrators to discuss college  
  readiness; we communicate with 9‐12 institutions via visits to their campuses and invitations to ours;  
  we hold Careers of the 21st Century, which invites high school students and educators to campus with  
  a focus on non‐traditional roles and appropriate preparation for entry to college; we hold an annual  
Educators Luncheon where we collaborate with 9‐12 guidance counselors around articulation. 

 
WCCC‐Collaborating with JMG in Washington County. All sophomores and juniors are taking the Accuplacer.   

  We communicate with high school counselors through Doweast Counseling Assocaiton; we offer dual  
  enrollment which requires outlining expectations to faculty at high schools; we host high school visits  
  that include students and faculty; we host technical center open house which has expectations on  
  readiness.  We have significant faculty to faculty conversation to determine where there are gaps  
  between our Institutions.  We have a dual enrollment program and we partner with our local high  
  schools to administer the Accuplacer. 

 

YMCC‐N/A 

 

============================================================================== 
 

 

Maine Maritime Academy (MMA) 

 The Common Core Science Standards. 

 

 Prof. Paul Wlodkowski of our institution recently contributed to the definition of the next generation science 

standards as part of a Leadership team assembled by Anita Bernhardt at the Maine Department of Education. 

============================================================================== 
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University of Maine System (UMS) 

 Formation of the College Transition Workgroup 

 Work of the College Readiness Partnership 

 Working with DOE and CEPARE on a study of college readiness 

 Reporting expectations related to LD 1645 (if passed) 

============================================================================== 

 

 To  what  extent  are  institutions  in Maine  involved  in  national  efforts  to  define  college 
readiness,  including  the  implementation  of  the  Common  Core  State  Standards  and  the 
development of the SMARTER Balanced common assessment system? 

 

 

Maine Community College System (MCCS) 

CMCC‐I do not know. 
 

EMCC‐?? 
 
KVCC‐ The university system is a huge player in this endeavor. 

 
NMCC‐No answer. 
 
SMCC‐There is a state wide Common Core Standards and Smarter Balanced initiative in which the  

   community colleges participate.  The President of SMCC is the representative.

 

WCCC‐We do not use the SMARTER assessment system. 

 
YCCC‐N/A 
 
            Comment shared: The next step will be to collect actual pass/fail rates for Accuplacer Scales over past three 

years or so. 
 

============================================================================== 

 

Maine Maritime Academy (MMA) 

MMA's representatives to the Education Coordination Committee are not aware of any. 

 

============================================================================== 
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University of Maine System (UMS) 

 Former UMS Chancellor is on the board of SMARTER Balanced 

 

 UMS took the lead in applying for the College Readiness Partnership grant (LUMINA), former Chancellor is 

still involved in this work 

 

 UMS is holding a System‐wide Summit on April 26 related to the Common Core State Standards 

 

 UMF has initiated a number of initiatives on their campus related to Common Core State Standards; Dean 

Kathy Yardley is working with the Education Deans across the System in this as well. 

============================================================================== 

 

TABLES 

TABLE 1 – Maine Community College System (MCCS) 

MCCS Admissions Practices – Fall 2010 

 Central Maine Community College Undergraduate application fee (2010‐2011) ‐ $20. 

This institution has an open admission policy. 
 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  1,069 581  488

Percent admitted  70% 70%  70%

Percent admitted who enrolled  62% 63%  61%

Institutional Enrollment Fall 2010   2,870 48%  52%
 

Eastern  Maine Community College Undergraduate application fee (2010‐2011) ‐ $20. 

This institution has an open admission policy. 
 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  N/A N/A  N/A

Percent admitted  N/A N/A  N/A

Percent admitted who enrolled  N/A N/A  N/A

Institutional Enrollment Fall 2010  2,151 52%  48%
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Kennebec Valley Community College Undergraduate application fee (2010‐2011) ‐ $20. 

This institution has an open admission policy. 
 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  N/A N/A  N/A

Percent admitted  N/A N/A  N/A

Percent admitted who enrolled  N/A N/A  N/A

Institutional Enrollment Fall 2010  2,465 34%  66%
 

Northern Maine Community College Undergraduate application fee (2010‐2011) ‐ $20. 

 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  503 287  216

Percent admitted  53% 51%  55%

Percent admitted who enrolled  89% 90%  87%

Institutional Enrollment Fall 2010  1,116 52%  48%
 

Admissions Considerations  Required  Recommended 
Secondary school GPA  X

Secondary school rank  X  

Secondary school record  X  

Completion of college‐preparatory program ‐‐ ‐‐

Recommendations  X
Formal demonstration of competencies  X
Admission test scores (SAT/ACT)  X
TOEFL (Test of English as a Foreign language)  X  
 

Southern Maine Community College Undergraduate application fee (2010‐2011) ‐ $20. 

 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  3,877 1,969  1,908

Percent admitted  59% 61%  56%

Percent admitted who enrolled  64% 67%  61%

Institutional Enrollment Fall 2010  7,010 52%  48%
 

Admissions Considerations  Required  Recommended 
Secondary school rank  ‐‐ ‐‐

Secondary school record  X  

Completion of college‐preparatory program X

Recommendations  ‐‐ ‐‐

Admission test scores (SAT/ACT)  ‐‐ ‐‐

TOEFL (Test of English as a Foreign language) X ‐‐
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 Washington County  Community College Undergraduate application fee (2010‐2011) ‐ $20. 

This institution has an open admission policy. 
 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  N/A N/A  N/A

Percent admitted  N/A N/A  N/A

Percent admitted who enrolled  N/A N/A  N/A

Institutional Enrollment Fall 2010  589 43%  57%
 

 York County Community College Undergraduate application fee (2010‐2011) ‐ $20. 

This institution has an open admission policy. 
 

Undergraduate Admissions Fall 2009  Total  Male  Female 
Number of applicants  N/A N/A  N/A

Percent admitted  N/A N/A  N/A

Percent admitted who enrolled  N/A N/A  N/A

Institutional Enrollment Fall 2010  1,637 42%  58%

 

TABLE 2 – Maine Maritime Academy (MMA) 

MMA Admissions Practices – Fall 2010 

Maine Maritime Academy  Undergraduate application fee (2010‐2011) ‐ $15. 

 

 
Undergraduate Admissions Fall 2009 

 

 
Total 

 
Male 

 
Female 

Number of applicants  1,028 865  163

Percent admitted  55% 56%  47%

Percent admitted who enrolled  44% 45%  39%

Institutional Enrollment Fall 2010  949 84%  16%
 

 
Admissions Considerations 

 

 
Required 

 

 
Recommended 

Secondary school GPA  X  

Secondary school rank  X 

Secondary school record  X  

Completion of college‐preparatory program X  

Recommendations  X  

Admission test scores (SAT/ACT)  X  

TOEFL (Test of English as a Foreign language) X  
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Students Submitting Scores 
 

Number  Percent 

SAT  233 83%

ACT  60 21%

Test Scores 
 

25th Percentile* 

 
75th Percentile** 

 

 
SAT Critical Thinking  440 

 
540 

 
SAT Math  460 

 
560 

 
SAT Writing  420 

 
520 

 
ACT English  16 

 
22 

 
ACT Math  17 

 
23 

 
   *25% of students scored at or below 
**25% of students scored above  

Data apply to first‐time degree‐seeking students.  Institutions are asked to report test scores only if they are required for admission. 

TABLE 3 – University of Maine System (UMS) 

UMS Admissions Practices – Fall 2010 

University of Maine  Undergraduate application fee (2010‐2011)  $40. 

 

 
Undergraduate Admissions Fall 2009 

 

 
Total 

 
Male 

 
Female 

Number of applicants  6,786 3,472  3,314

Percent admitted  80% 80%  81%

Percent admitted who enrolled  32% 34%  32%

Institutional Enrollment Fall 2010  11,501 51%  49%
 

 
Admissions Considerations 

 

 
Required 

 

 
Recommended 

Secondary school GPA  X 

Secondary school rank  X 

Secondary school record  X  

Completion of college‐preparatory program X  

Recommendations  X  

Admission test scores (SAT/ACT)  X  

TOEFL (Test of English as a Foreign language) X  

 
Students Submitting Scores 

 
Number 

 
Percent 
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SAT 
1,684 

 
97% 

ACT 
175 

 
10% 

Test Scores 
 

25th Percentile* 

 
75th Percentile** 

 

 
SAT Critical Thinking  470 

 
580 

 
SAT Math 

480 
 

590 

 
SAT Writing  460 

 
560 

 
 
   *25% of students scored at or below 
**25% of students scored above  

Data apply to first‐time degree‐seeking students.  Institutions are asked to report test scores only if they are required for admission. 

University of Maine at Augusta Undergraduate application fee (2010‐2011)  $40.

 

This institution has an open enrollment policy.  Total  Male  Female 
Institutional Enrollment Fall 2010  5,562 72%  28%
 

University of Maine at Farmington Undergraduate application fee (2010‐2011)  $40. 

 

 
Undergraduate Admissions Fall 2009 

 

 
Total 

 
Male 

 
Female 

Number of applicants  1,534 589  945

Percent admitted  80% 76%  83%

Percent admitted who enrolled  40% 37%  42%

Institutional Enrollment Fall 2010  2,430 35%  65%
 

 
Admissions Considerations 

 

 
Required 

 

 
Recommended 

Secondary school GPA  X 

Secondary school rank  X 

Secondary school record  X  

Completion of college‐preparatory program X  

Recommendations  X  

Formal demonstration of competencies  X 

Admission test scores (SAT/ACT)  X 

TOEFL (Test of English as a Foreign language) X  
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University of Maine at Fort Kent Undergraduate application fee (2010‐2011)  $40. 

This institution has an open enrollment policy.

  Total  Male  Female 
Institutional Enrollment Fall 2010  1,073 335  67%
 

University of Maine at Machias Undergraduate application fee (2010‐2011)  $40. 

 

 
Undergraduate Admissions Fall 2009 

 

 
Total 

 
Male 

 
Female 

Number of applicants  360 139  221

Percent admitted  81% 70%  87%

Percent admitted who enrolled  39% 47%  34%

Institutional Enrollment Fall 2010  951 31%  69%
 

University of Maine at Machias – continued:   

 
Admissions Considerations 

 

 
Required 

 

 
Recommended 

Secondary school GPA  X 

Secondary school rank  X 

Secondary school record  X  

Completion of college‐preparatory program X 

Recommendations  X  

Admission test scores (SAT/ACT)  X  

TOEFL (Test of English as a Foreign language) X  

 
Students Submitting Scores 

 
Number 

 
Percent 

SAT  98 88%

ACT  13 12%

Test Scores 
 

25th Percentile* 
 

75th Percentile** 
 

 
SAT Critical Thinking 

400  530 

 
SAT Math 

390  510 

 
ACT Composite 

15  22 

 
ACT English 

13  21 

 
ACT Math  16 

 
24 

 
   *25% of students scored at or below 
**25% of students scored above  

Data apply to first‐time degree‐seeking students.  Institutions are asked to report test scores only if they are required for admission. 
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University of Maine at Presque Isle Undergraduate application fee (2010‐2011)  $40. 

This institution has an open enrollment policy.

  Total  Male  Female 
Institutional Enrollment Fall 2010  1,434 37%  63%
 

University of Southern Maine  Undergraduate application fee (2010‐2011)  $50. 

 

 
Undergraduate Admissions Fall 2009 

 

 
Total 

 
Male 

 
Female 

Number of applicants  4,351 1,890  2,461

Percent admitted  78% 78%  79%

Percent admitted who enrolled  25% 28%  23%

Institutional Enrollment Fall 2010  9,654 43%  57%
 

University of Southern Maine – continued:   

 

 
Admissions Considerations 

 

 
Required 

 

 
Recommended 

Secondary school GPA  X 

Secondary school rank  X 

Secondary school record  X  

Completion of college‐preparatory program X  

Recommendations  X  

Admission test scores (SAT/ACT)  X  

TOEFL (Test of English as a Foreign language) X  

 
Students Submitting Scores 

 

 
Number 

 
Percent 

SAT  784 91%

ACT  55 6%

 
Test Scores 

 
25th Percentile* 

 
75th Percentile** 

 
SAT Critical Thinking  440 

 
550 

 
SAT Math 

440 
 

550 

 
SAT Writing  440 

 
550 

 
ACT Composite 

19  22 

 
ACT English 

18  23 

 
ACT Math 

17  23 
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   *25% of students scored at or below 
**25% of students scored above  

Data apply to first‐time degree‐seeking students.  Institutions are asked to report test scores only if they are required for admission. 

 

TABLE 4 

 
Comparison of Test Scores – First‐Time, First‐Year Students – Applying at Bachelors Level to Maine’s 

Public Colleges and Universities that Require SAT/ACT as Part of the Admissions Process 
 

 

 
 
Institution 

SAT 
Critical 
Thinking  
– 25

th*
 

Percentil
e 

SAT 
Critical 
Thinking  
– 75

th**
 

Percentil
e 

SAT 
Math 
–25

th*
 

Perce
ntile 

SAT
Math 
–75

th**
 

Percen
tile 

SAT
Writing 
– 25

th*
 

Percen
tile 

SAT
Writing 
– 75

th**
 

Percen
tile 

ACT 
Com‐ 
posite 
– 25

th*
 

Percen
tile 

ACT 
Com‐ 
posite 
– 75

th**
 

Percen
tile 

ACT 
English 
– 25

th*
 

Percen
tile 

ACT 
English 
– 75

th**
 

Percen
tile 

ACT
Math 
– 25

th*
 

Percen
tile 

ACT
Math 
– 75

th**
 

Percen
tile 

                         
MMA  440  540  460  560 420 520 ‐‐ ‐‐ 16 22  17 23

UMO  470  580  480  590 460 560 ‐‐ ‐‐ ‐‐ ‐‐  ‐‐ ‐‐

UMM  400  530  390  510 ‐‐ ‐‐ 15 22 13 21  16 24

USM  440  550  440  550 440 550 19 22 18 23  17 23

           

Average 
Scores 

 

 
440 

 
550 
 

 
440 
 

 
550 
 

440 
 

540 
 

17 
 

22 
 

16 
 

 
22 
 

17 
 

23 
 

 

   *25% of students scored at or below 
**25% of students scored above  

Data apply to first‐time degree‐seeking students.  Institutions are asked to report test scores only if they are required for admission.  College 

Transition Working Group – April 5, 2012 
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The college‐ready student envisioned by this definition is able to understand what is expected in a college course, 
can cope with the content knowledge that  is presented, and can take away from the course the key  intellectual 
lessons and dispositions the course was designed to convey and develop.  
In addition, the student is prepared to get the most out of the college experience by understanding the culture and 
structure of postsecondary education and the ways of knowing and intellectual norms of this academic and social 
environment. The student has both the mindset and disposition necessary to enable this to happen. 

 
 
===================================================================================== 

3)  A Working Definition of College Readiness 

College  readiness  is  the  combination of  skills,  knowledge, and habits of mind necessary  to  fully participate  in 

college‐level  courses  (courses  at  the  100  level  and  above)  to  completion.    (Washington  State  Board  of 

Community and Technical Colleges) 

===================================================================================== 

4)  Components in a Comprehensive Definition of College Readiness 

By: David T. Conley (2009) 

College  readiness  is  a  multi‐faceted  concept  that  includes  factors  both  internal  and  external  to  the  school 
environment.  The model  presented  here  emerges  from  a  review  of  the  literature  and  includes  the  skills  and 
knowledge that can be most directly influenced by schools. 

The definition of college readiness developed below relies on a framework of four interdependent skill areas (see 

Figure  1).    In practice,  these  various  facets  are  not mutually  exclusive  or  perfectly  nested  as  portrayed  in  the 

model.   They  interact with one another extensively.   For example, a  lack of college knowledge often affects  the 

decisions students make regarding the specific content knowledge they choose to study and master. Or a  lack of 

attention to academic behaviors  is one of the most frequent causes of problems for first‐year students, whether 

they  possess  the  necessary  content  knowledge  and  key 

cognitive strategies. 

What  the model argues  for  is a more comprehensive  look 
at what  it means  to  be  college‐ready,  a  perspective  that 
emphasizes  the  interconnectedness  of  all  of  the  facets 
contained  in  the  model.  This  is  the  key  point  of  this 
definition,  that  all  facets  of  college  readiness  must  be 
identified and eventually  measured if more students are to 
be made college‐ready. 
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prepares them for introductory college courses. They use achievement tests primarily as standardized indicators of 

students'  cognitive ability, basic  skills,  content  knowledge, and  core academic  skills. They use  course grades  to 

measure whether students have mastered the material  in their classes and have developed core academic skills 

and content knowledge. Grades also measure the third area of college readiness, non‐cognitive skills, particularly 

whether students have demonstrated the work effort and study skills needed to meet the demands of a college 

environment. Thus, colleges tend to use multiple indicators to assess college readiness. 

============================================================================== 

8)  The Commonwealth Commitment – College and Career Ready (Kentucky) 
 
 What is Kentucky’s definition of college readiness?  College readiness is the level of preparation a 
first‐time student needs in order to succeed in a credit‐bearing course at a postsecondary institution. “Success” is 
defined as completing entry‐level courses at a level of understanding and proficiency that prepares the student for 
subsequent courses. Kentucky’s system‐wide standards of readiness guarantee students access to credit‐bearing 
coursework without the need for developmental education courses or supplemental coursework.  

 What  is Kentucky’s definition of  career  readiness?      Career  readiness  is  the  level  of  preparation  a  high 
school graduate needs in order to proceed to the next step in a chosen career path, whether that is postsecondary 
coursework, industry certification, or entry into the workforce. These include core academic, critical thinking, and 
technical skills required in the workplace. 

What  are  Kentucky’s  ACT  standards  of  readiness?     Most  definitions  of  college  readiness  include  some 
predictive statement about how well students will do  in relevant college courses based on national assessments, 
such as the ACT or SAT. Kentucky’s system‐wide ACT benchmarks guarantee placement into college credit‐bearing 
coursework.  The  standards  are  based  on ACT  scores  of  18  for  English  and  20  for  reading, with  a  three‐tiered 
approach for mathematics due to requirements for specific college majors. The mathematics benchmarks are 19 
for introductory‐level mathematics courses, 22 for college algebra, and 27 for calculus.  

 What is Senate Bill 1 (2009)?  Senate Bill 1, signed by Governor Steven L. Beshear on March 26, 2009, is a 
significant piece of education legislation that revises the assessment and accountability system for P‐12 education 
in Kentucky. It requires a revision of the core academic standards to be based on national and international 
benchmarks in order to increase the rigor and focus the content of P‐12 education.  

What are the unified strategies?   As a consequence of Senate Bill 1, the Kentucky Department of Education in 
collaboration with  the  Kentucky  Council  on  Postsecondary  Education,  developed  four  key  unified  strategies  to 
reduce  by  50%  the  number  of  recent  high  school  graduates  entering  college  not  prepared  for  credit‐bearing 
coursework,  and  to  increase  graduation  rates  of  postsecondary  students  with  college  readiness  needs.  The 
strategies include:  
 

1.    Accelerated learning opportunities (AP/IB/dual credit)  

2.    Secondary intervention programs (transition coursework)  

3. College and career readiness advising (ILP)  

4. Postsecondary college persistence and degree completion (bridge programming and student support)  
 

Each of  the  strategies, developed by  cross‐agency  teams  that  included  the Kentucky Community and Technical 
College  System,  four‐year  institutions  and  other  external  agency  partners,  has  goals  and  action  plans,  useful 
resources, and expected outcome measures. The teams also developed metrics to measure progress on each of 
the SB1 goals.  
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The activities of  the work  teams will be ongoing and represent a model of collaboration with a shared vision of 
having all students prepared for postsecondary education and career success. 

What  is  the  purpose  of  the  common  core  standards?      The  establishment  of  the  Kentucky  Core  Academic 
Standards is the beginning of integrating college readiness standards into the state’s curriculum guidelines, teacher 
preparation programs, and higher education programming and activities. These  standards are  focused on 21st‐
century skills and ensure students are well‐prepared  for college and career opportunities. With  the adoption of 
these  standards,  Kentucky became  the  first  state  to  formally  accept  the  common  core  standards  and  joined  a 
multi‐state consortia  to develop high‐quality assessments around  the standards. These assessments will provide 
incentives for early college opportunities.  

In addition, the Kentucky Core Academic Standards enable Kentucky educators to:  

 articulate to parents, teachers, and the general public expectations for students;  

 align textbooks, digital media and curricula to the internationally benchmarked standards;  

 ensure professional development for educators is based on identified need and best practices;  

develop and implement an assessment system to measure student performance against the common 
core state standards; and career readiness standards.  

 
How are schools handling students who are not college or career ready?  

All  Kentucky  students  are  encouraged  to  complete  rigorous  coursework  throughout  high  school  and  take 
advantage of dual credit, dual enrollment, Advanced Placement, and International Baccalaureate opportunities.  

High  school  seniors not meeting  readiness benchmarks are being encouraged  to  take advantage of  senior year 
transition  courses.  These  courses  allow  students  the  opportunity  to  demonstrate  readiness  for  college  credit‐
bearing coursework through placement testing. High school transitional courses in reading and mathematics were 
developed by P‐12 and postsecondary education partners in spring 2010 and will be available in 2010‐11 for high 
school seniors who do not meet readiness benchmarks. Bridge and academic support programs, available at many 
colleges and universities, offer first‐time students the opportunity to build needed skills in a supportive academic 
environment prior to their first full semester of enrollment.  

Where can I find more information?  

You can find more information about college and career readiness standards and activities on the websites of CPE 
(http://cpe.ky.gov) and KDE (http://www.education.ky.gov/KDE/). 

 

9)  'Career Ready' vs. 'College Ready'  By David Moltz   April 14, 2010 ‐ Inside HIGHER ED 

Though the terms “college ready” and “career ready” have been used together in many education plans in recent 

years, a new paper from the Association for Career and Technical Education argues they are not the same. 

“While  there  is  no  debate  that  a  rigorous  level  of  academic  proficiency,  especially  in math  and  literacy,  is 

essential for any post‐high school endeavor, the reality is that it takes much more to be truly considered ready 

for a career,” the paper reads. “Career readiness  involved three major skill areas: core academic skills and the 

ability to apply those skills to concrete situations in order to function to function in the workplace and in routine 

daily activities; employable skills (such as critical thinking and responsibility) that are essential in any career area; 

and technical, job‐specific skills related to a specific career pathway.” 
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Jan Bray,  executive director of ACTE,  said her organization  felt  the need  to define  “career  ready,"  given  the 

urgings of the Obama administration and from such projects as the Common Core State Standards Initiative that 

high  schools prepare  students  to be both “college‐ and  career‐ready." When educators  conflate  the  two,  she 

argued, students are disadvantaged by the idea that preparation for college also readies them for a career. 

“I expressed to [Education Secretary] Arne Duncan that their college‐ and career‐ readiness standard is really just 

college readiness,” Bray said. “The next step is to put [the definition of 'career ready'] where it will become part 

of the lexicon.” 

Bray said ACTE is pushing for Congress to further refine the differences between “college‐ and career‐readiness” 

either  in the reauthorization of the Federal Perkins Loan Program or the Elementary and Secondary Education 

Act. 

The paper goes on to argue that high schools should be preparing students in the “three major skill areas” ACTE 

has identified as essential for “career readiness.” Still, it acknowledges some intermediate shortcomings. 

“Since most of the career opportunities for today’s students will require some form of postsecondary education, 

there  are  many  times  when  students  will  not  be  able  to  acquire  the  necessary  academic,  technical  or 

employability  skills  in  high  school  that  will  allow  them  to  be  career‐ready  without  further  education  and 

training,”  the  paper  reads.  “Additional  knowledge  and  specialization  in  one  or more  of  these  areas  is  often 

required either immediately after high school or in the future, depending on a student’ career choices.” 

David Wakelyn, program director at the National Governors Association Center for Best Practices, a group that 

leads  the  Common  Core  State  Standards  Initiative,  said  he  does  not  think  there  are  any major  differences 

between ACTE’s definition of “career ready” and that of the initiative. Still, he argued that more work needs to 

be done to prove the validity of the definition. 

“I  think  this  is a nice  first  step  in  trying  to  figure out where  the  intersection  is between  college‐ and  career‐

readiness,” Wakelyn said. “The employability skills, that stuff feels right. Still, we want to make sure that the next 

step here  is  to  acknowledge  that  this  is our best estimate of what  career‐readiness means  and agree  that  it 

needs  verification  through  research.  A  research  agenda  should  look  at  people  who  have  a  high  degree  of 

earnings and what variety of degree attainments they have.” 

Anthony Carnevale, director of Georgetown University's Center on Education and the Workforce, said he thought 

ACTE’s proactive move  to define  “career  ready” was  “refreshing,” adding  that career and  technical education 

groups “need to be back in the dialogue.” 

“College‐ and career‐ready are not the same thing,” Carnevale agreed. “If they were, why would somebody go to 

college or why would someone go to graduate school?” 

Still, Carnevale argued  it would be “a big mistake” for the government to offer a concrete definition of “career 

ready.” This is a conversation best left to policy groups, he noted. 
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“Ultimately, the message  is a healthy one,” Carnevale said. “Given the growing  importance of employability  in 

the education sector, in general, this is a good argument to have."  

 

Read more: http://www.insidehighered.com/news/2010/04/14/definition#ixzz1qpAEwRPB  

Inside Higher Ed  

 

10)    What does being “college and career ready” mean? 

By Valerie Strauss | April 29, 2010 – The Washington Post 

 

Ensuring that all students who graduate high school are “college and career ready” by 2020 is one of President 

Obama’s key education reform goals. But what does that mean? 

Is  being  ready  for  college  right  after  high  school  the  same  thing  as  being  ready  to  enter workforce  training 

programs right out of high school? 

As it turns out, the answer is “yes,” at least regarding knowledge and skills in English and math. That's according to 

the one organization that has been collecting and reporting data on students’ academic readiness for college for 

more than 50 years. 

ACT,  the  non‐profit  organization  best  known  for  its  college  admissions  ACT  test,  built  its  unique  database  by 

following millions of students into all types of postsecondary education to evaluate their success in college. 

There is no consensus in the education world on a definition of “college and career ready,” but yesterday, Cynthia 

Schmeiser, ACT’s Education Division president and  its chief operating officer, explained ACT’s view to  lawmakers 

on Capitol Hill at a hearing about the reauthorization of the law commonly known as No Child Left Behind. 

“ACT defines college readiness as acquisition of the knowledge and skills a student needs to enroll and succeed in 

credit‐bearing, first‐year courses at a postsecondary institution, such as a two‐ or four‐year college, trade school, 

or technical school,” she said. “Simply stated, readiness for college means not needing to take remedial courses in 

postsecondary education or training programs.” 

Most high school graduates, however, aren’t ready for college or career, she said. Look at these statistics: 

Of the 1.5 million high school graduates who took the ACT during the academic year 2008–2009, 33 percent were 

not ready for college‐level English, 47 percent were not ready for college social science, 58 percent were not ready 

for college algebra, and 72 percent were not ready for college biology. 

Overall, only 23 percent were ready to enter college‐level courses without remediation in any of the four subject 

areas.  

As to whether a student who wants to enter college after high school or enter a workforce training program needs 

the same K‐12 education, she said the answer is “yes.” 

Here’s more of her testimony: 
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The following educators, school districts and organizations have made attempts to define and/or measure college 

readiness. 

  

David Conley, a Professor of Educational Policy and  Leadership  in  the College of Education at  the University of 

Oregon, has written a book titled College Knowledge (2005) and more recently College and Career Ready: Helping 

All Students Succeed Beyond High School (2010).  Dr. Conley also has an  informative article on this topic which  is 

available online at Rethinking College Readiness (2009). 

  

Montgomery County Schools (Rockville, MD) has developed Seven Keys to College Readiness.  The school district's 

website states, "It’s important for all children to know that college is a realistic option.  All students who are willing 

to take challenging courses and work hard can go to college.  There are many routes a student can take to earn a 

college degree and many programs to help families pay for college.  Students can even earn college credit while 

still  in high school."  If school districts are seeking resources on College Readiness strategies, this district website 

offers several quality resources.  The most important thing to note is that Montgomery County Schools decided to 

quit debating which students are college ready and take bold steps to prepare all students for college. 

  

The Virginia Department of Education has outlined their College and Career Readiness  Initiative on the agency's 

website.  Virginia's College and Career Readiness Initiative is supported by the Southern Regional Education Board 

(SREB) through a grant from the Bill and Melinda Gates Foundation. 

  

The Massachusetts  Department  of  Education maintains  a  database  which  answers  the  question  "How many 

Massachusetts public high school graduates enroll in Massachusetts public colleges?" (Conaway, 2009).  According 

to an Issue Brief from the National Governors Association (NGA) Center for Best Practices, Massachusetts is leading 

the way in supporting college readiness and establishing high goals for all students.  The Issue Brief indicated, "the 

state's graduation  rate goal of 95 percent by 2018, one of  the highest  in  the nation,  requires approximately 14 

percent growth in 10 years.  This means that the state needs to graduate an additional 10,600 students to meet its 

goal.  While this number may be daunting for parents, teachers, and policymakers alike, when presented another 
way, it becomes more manageable.  For Massachusetts to reach its state graduation rate goal, each high school in 

the state needs to graduate an additional 2.94 students per year." 

  

 The Center for American Progress posted several resources related to College Readiness.  In an online article titled 

College for All or College for Some? (Feb. 8, 2011), Jeremy Ayers shared a new report from Harvard University titled 

Pathways to Prosperity (Feb. 2011).  Ayers also referred to education policy related to college and career readiness 

and  the  reauthorization of ESEA.  This  is  an  informative  article  for educators  and others who  are  interested  in 

College Readiness.  

  

 The Southern Regional Education Board developed a special report titled, Beyond the Rhetoric: Improving College 

Readiness Through Coherent State Policy (June 2010).  I think this article is an appropriate title for the current state 

of education.  We are  in a transition between believing that K‐12 schools are  intended to sort and select.  There 

are thousands of educators who still believe that some students are college‐ready and other students are simply 

not 'college material.'  This article addresses the state policy dimensions of college readiness. 
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College Readiness  for All: The Challenge  for Urban High Schools  (Roderick, Nagaoka, & Coca, 2009),  is available 

online.  This research cites, "To  turn college aspirations  into college attainment, high schools and  teachers need 

clear  indicators of college  readiness and clear performance standards  for  those  indicators. These standards, say 

the authors, must be set at the performance level necessary for high school students to have a high probability of 

gaining  access  to  four‐year  colleges."   If  school districts  are  going  to measure  their efforts  and make  informed 

decisions about providing additional academic and behavior  support  to  individual  students,  then  teachers need 

indicators which measure the current reality.  It is too late to support students when we proclaim that 80% of the 

students graduated  (and 20% did not).  Even when  schools  report  that 80% are graduating,  this data does not 

reflect the number of students who are college ready. 

  
 College Readiness Addressed by the President of the United States 

On February 24, 2009, President Barrack Obama called on all Americans to commit to at least one year of higher 

education or career training, as he stressed the  importance of better schooling  in reviving the nation's economy 

during his first address to Congress.   

  
"So tonight I ask every American to commit to at  least one year or more of higher education or career training," 

Obama said. "This can be a community college or a four‐year school, vocational training or an apprenticeship. But 

whatever the training may be, every American will need to get more than a high school diploma." 

  

"We have one of the highest high‐school dropout rates of any industrialized nation, and half of the students who 

begin college never finish," President Obama said. 

  
Next Steps for College Readiness 

U.S. Secretary of Education Arne Duncan (2010) said, “High schools must shift from being last stop destinations for 

students  on  their  education  journey  to  being  launching  pads  for  further  growth  and  lifelong  learning  for  all 

students‐‐  including ELL students and students with disabilities.  The mission of high schools can no  longer be to 

simply  get  students  to graduate. Their expanded mission,  as President Obama has  said, must  also be  to  ready 

students for careers and college‐‐and without the need for remediation.”  When the goal in the United States was 

to prepare a few students for high school graduation, the need for college readiness indicators did not exist. 

  

In 2011, the goal  is academic excellence for all and college readiness for all.  According to Lopez (2009), “College 

readiness  is not  the belief  that every  student will go  to  college.   It  is  the  idea  that every  student deserves  the 

opportunity to be educated  in a way that prepares him or her for college.”  This definition requires educators to 

view K‐12 education differently than the traditional process where some students were smart enough for college 

and a majority of the students were  likely to enter the workforce or drop out of high school.  K‐12 teachers and 

administrators change curriculum,  instruction, assessment, policies and procedures when educators believe  that 

every student deserves the opportunity to be educated in a way that prepares him or her for college.  

  

  

If your school or school district has a strategic plan for monitoring college readiness, please share your strategies 

on ASCD EDge.  
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12)   Proficiency should mean college ready—and an acceptance letter 

By Valerie Strauss – The Washington Post -  
 

My guest  is Robert Pondiscio, director of communications at  the Core Knowledge Foundation who  launched  the 

Core Knowledge Blog. 

 

Hundreds of thousands of New York parents received a rude shock last week with the release of the results of the 

latest state reading and math tests. 

Last year, more  than  three out of  four children were deemed “proficient” on  the state  tests  in grades 3‐8. This 

year, only about half  cleared  the bar,  the  result of New York  resetting  its definition of  “proficient,” which had 

become so debased as to be functionally meaningless.  

Consider: Eighth graders who scored a  level 3 out of 4, or proficient, on the state’s reading and math tests have 

only a slightly better than 50/50 chance of graduating from high school four years later.  

The evidence of New York’s proficiency illusion has been hiding in plain sight for years. 

While  state  scores on  the National Assessment of Educational Progress  (NAEP) have been  stagnant,  the  state’s 

reading and math scores have gone  through  the roof. A study by Harvard University Education Professor Daniel 

Koretz ordered up by courageous state education officials has punctured the proficiency bubble. 

You  can argue until  you’re blue  in  the  face about  cut  scores,  scale  scores and  comparisons  to NAEP—whether 

schools  have  been  getting  better  or  worse  in  the  Empire  State—but  these  are  arguments  for  wonks, 

psychometricians and politicians. To appreciate the damage done by the inflated scores, put yourself in the shoes 

of a low‐income, poorly educated parent in the South Bronx, where I taught for several years.  

When the state test says your kid is a “3” you’re happy. And why wouldn’t you be? The experts are telling you your 

child is exactly where he or she should be.  

Here’s the dirty little secret about proficiency. There’s not much upside in being honest. 

Don’t forget that it’s still the law of the land that all children will be proficient by 2014—a standard unlikely to be 

met unless by proficient we mean  aspirating.  Establish high  and meaningful  standards  and boxcar numbers of 

children will not measure up now or  in  the  foreseeable  future.  Lower  the bar  and  you’re misleading  a  similar 

number to believe they have achieved a level of preparedness they have not. Advocate for a two‐tier system, and 

you risk a return to the bad old days of “vocational” tracking and de facto segregation. 

So all the credit and praise in the world should go to New York’s Education Commissioner David Steiner, his deputy 

John  King  and Merryl  Tisch,  the  chancellor  of  the  state’s  Board  of  Regents,  for  striking  a  hammer  blow  for 

accountability and common sense.  "We are  facing  the hard  truth  that  the gains  in  the past were simply not as 

advertised," says Tisch.  

Hear, hear. But  if New York wants  to be  the  truth‐in‐education state,  let me humbly suggest  they go all  in. My 

suggestion: Define proficiency as college ready. Use state tests to let parents know if their children are on‐track for 

success  in higher education‐‐and guarantee proficient high  school graduates admission  to  the  state’s university 

system. 

"College ready" is education’s latest meaningless catch‐phrase. Columbia ready and community college ready are 

very different standards. ACT results tell us only one in four graduating high school seniors nationwide is prepared 

Appendices - Page 90 of 340



42 
 

to  do  C‐level  college work.  This  is  ample  proof  that  “college  ready”  is  not  an  operative  goal  for  high  schools 

anywhere. The best that can be said is that at present, a high school education is designed to get you accepted into 

college, not necessarily to help you succeed there.  

This hasn’t stopped everyone from President Obama on down from establishing “college and career‐readiness” as 

the endgame for K‐12 education. Very well.  If that’s to be the standard, then define  it, benchmark  it, measure  it 

and create assessments that give a fair and objective sense of progress toward that goal. I don’t expect New York 
to tell me if my daughter is Harvard material. But the state should be able to say if she’s SUNY material.  

I’m not  suggesting my child should be guaranteed admission  to  the State University school of her choice  if  she 

graduates with a New York Regent’s Diploma. Under  the system  I’m proposing, graduating college  ready would 

guarantee a seat at one of the state’s 64 campuses. 

Indeed, the enormous size and diversity of New York’s State University system makes it the ideal candidate to take 

on this kind of reform, ending the disconnect between secondary and post‐secondary education systems. 

Again, put yourself in the shoes of that South Bronx parent. For affluent parents the definition of college readiness 

is the same as Justice Potter Stewart’s definition of pornography: you know it when you see it. 

For low‐income families with high aspirations but little educational experience, all they know is what the state and 

public  schools  tell  them. And  they’ve been misled. Seeing  their  children  through  the K‐12 pipeline with a  clear 

picture of  readiness  and  a  guaranteed  college  acceptance would  likely be  the difference between  success  and 

failure. 

“’Proficiency’ on our  exams has  to mean  something  real,”  Steiner wrote  recently.  “No  good purpose  is  served 

when we say that a child is proficient when that child simply is not.” 

Agreed. Proficiency should mean something real. So should “college ready.” Let’s join them at the hip and make it 

stick. Guaranteed college acceptance would be  the difference between a hope and a promise‐‐a clear  signal  to 

low‐income families that their child is both ready and has earned a place at the table.  

============================================================================== 

 

13)  The College Board National Office for School Counselor Advocacy 

Eight Components of College and Career Readiness Counseling 

The Eight Components of College and Career Readiness Counseling provide a systemic approach for school 
counselors to implement, across grades K–12 — elementary through high school and beyond, to ensure equity both 
in process and results. 
 
1. College Aspirations 

Goal: Build a college‐going culture based on early college awareness by nurturing in students the confidence 
to  aspire  to  college  and  the  resilience  to  overcome  challenges  along  the  way.  Maintain  high 
expectations by providing adequate supports, building social capital and conveying the conviction that 
all students can succeed in college. 

 
2. Academic Planning for College and Career Readiness 

Goal: Advance students’ planning, preparation, participation and performance in a rigorous academic program 
that connects to their college and career aspirations and goals. 
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3. Enrichment and Extracurricular Engagement 

Goal: Ensure equitable exposure to a wide range of extracurricular and enrichment opportunities that build 
leadership, nurture talents and interests, and increase engagement with school. 

 
4. College and Career Exploration and Selection Processes 

Goal:  Provide  early  and  ongoing  exposure  to  experiences  and  information  necessary  to  make  informed 
decisions  when  selecting  a  college  or  career  that  connects  to  academic  preparation  and  future 
aspirations. 

 
5. College and Career Assessments 

Goal: Promote preparation, participation and performance in college and career assessments by all students. 
 
 
6. College Affordability Planning 

Goal: Provide students and families with comprehensive  information about college costs, options for paying 
for college, and  the  financial aid and  scholarship processes and eligibility  requirements,  so  they are 
able to plan for and afford a college education. 

 
7. College and Career Admission Processes 

Goal: Ensure that students and  families have an early and ongoing understanding of the college and career 
application and admission processes so they can find the postsecondary options that are the best fit 
with their aspirations and interests. 

 
8. Transition from High School Graduation to College Enrollment 

Goal:  Connect  students  to  school  and  community  resources  to  help  the  students  overcome  barriers  and 
ensure the successful transition from high school to college. 

 

 

 

 

 

 

 

 

 

 

Appendices - Page 92 of 340



44 
 

APPENDIX III 

Limitations of the Current System 

One of the better descriptions  laying out the realities while highlighting the  limitations of the current system of 

college  preparedness  in  America  was  issued  by  the  Southern  Regional  Education  Board  (SREB).    In  a  2011 

document entitled The Gap Between Enrolling in College and Being Ready for College the researchers reported: 

“Every year in the United States, nearly 60 percent of first‐year college students discover that, despite being fully 
eligible  to  attend  college,  they  are  not  academically  ready  for  postsecondary  studies.  After  enrolling,  these 
students learn that they must take remedial courses in English or mathematics, which do not earn college credits. 
This gap between college eligibility and college readiness has attracted much attention  in the  last decade, yet  it 
persists unabated. While access to college remains a major challenge, states have been much more successful  in 
getting students into college than in providing them with the knowledge and skills needed to complete certificates 
or degrees. Increasingly, it appears that states or postsecondary institutions may be enrolling students under false 
pretenses. Even those students who have done everything they were told to do to prepare for college find, often 
after  they  arrive,  that  their  new  institution  has  deemed  them  unprepared.  Their  high  school  diploma,  college 
preparatory curriculum, and high school exit examination scores did not ensure college readiness.  
 
Lack of readiness for college  is a major culprit  in  low graduation rates, as the majority of students who begin  in 
remedial  courses  never  complete  their  college  degrees.  As  a  result,  improving  college  readiness must  be  an 
essential part of national and state efforts to increase college degree attainment.  Figure 1 shows the extent of the 
college readiness problem by portraying the gap between eligibility for college and readiness to do college‐level 
work. Students  in public colleges and universities attend one of three types of postsecondary  institutions: highly 
selective  four‐year  institutions, somewhat selective  four‐year  institutions, and nonselective or open‐access  two‐
year  colleges.  The  readiness  gap  is nominal  in  the most  selective universities because  their  admissions  criteria 
screen out most students who are underprepared. The gap  is huge, however,  in the other two sectors of higher 
education, which serve between 80 percent and 90 percent of undergraduates in public institutions. 

 
Figure 1: The Readiness Gap by Institutional Sector* 
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In two‐year colleges, eligibility  for enrollment typically requires only a high school diploma or equivalency. About 
one‐quarter of incoming students to these institutions are fully prepared for college‐level studies. The remaining 75 
percent need remedial work  in English, mathematics, or both.   Eligibility for enrollment  in  less selective four‐year 
institutions (often the “state colleges”) typically includes a high school diploma and additional college‐preparatory 
coursework.  Experience  shows  that  these  additional  eligibility  requirements  still  leave  about  half  of  incoming 
freshmen  underprepared  for  college.  Firm  data  on  the  proportions  of  entering  college  students  who  need 
remediation  in  English  and/or math  are  not  available,  but  the  proportions  shown  in  Figure  1  reflect  national 
estimates. All told, as many as 60 percent of incoming freshmen require some remedial instruction. These national 
estimates may be conservative, since not all students who are underprepared for college are tested and placed in 
remedial courses”. 
 
 
__________________________ 

1
 Readiness standards vary widely across states and across institutions within states, which further clouds the meaning of national statistics on 
remedial rates. 
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APPENDIX IV 

Maine by the Numbers – How Does Maine Compare? 

EDUCATION Maine New 
England 
Average 

Rural Peer 
State* 

Average 

U. S. 
Average 

Highest 
State 

Lowest 
State 

Average Tuition 
Public 2-Year College 
(j) 

$3,272.00 
Rank: 11 

$4,002.40 $3,392.20 $2,137.00 $6,001.00 
NH 

$586.00 
CA 

Average Tuition 
Public 4-Year College 
(j) 

$8,018.00 
Rank: 12 

$9,049.80 $6,340.50 $6,319.00 $11,316.00 
VT 

$3,057.00 
WY 

State and Local 
Taxpayer Funding Per 
FTE Student (k) 

$6,804.00 
Rank: 28 

$6,452.80 $6,267.50 $7,059.00 $15,151.00 
WY 

$3,167.00 
VT 

% of Bachelor’s 
Students Graduating 
Within 6 Years (k) 

56.80% 
Rank: 20 

64.40% 51.1% 55.9% 69.1% 
MA 

22.1% 
AK 

% of Adults 25-44 
With Associate’s or 
Higher (k) 

35.42% 
Rank: 27 

47.16% 39% 39.26% 52.69% 
MA 

28.3% 
WV 

% With High School 
Diploma or Higher (k) 

81.32% 
Rank: 26 

87.4% 84.35% 89.63% 91.63% 
AZ 

79.62% 
VT

Spending Per K-12 
Student (j) 

$11,644.00 
Rank: 12 

$12,927.00 $9,822.60 $9,683.00 $16,163.00 
NJ 

$5,706.00 
UT

High School 
Graduation Rate (j) 

79.10% 
Rank: 18 

82.6% 80% 74.9% 89.6% 
WI 

51.3% 
NV

% of Ninth Graders 
Enrolling in College 
by 19 (k) 

48.20% 
Rank: 14 

48.9% 48% 44% 59.6% 
SD 

26.4% 
NV 

% of Students at 
Proficiency - 8th 
Grade Math (j) 

34% 
Rank: 23 

39% 33% 32% 51% 
MA 

17% 
MS 

% of Students at 
Proficiency - 8th 
Grade Reading (j) 

37% 
Rank: 10 

37% 32% 30% 43% 
MA 

17% 
MS 

 

(This table was excerpted from Maine by the Numbers – How Does Maine Compare?, The Maine Heritage Policy Center (MHPC), 2011‐2012 ‐ 

*Rural peer states: Arkansas, Iowa, Mississippi, Montana, New Hampshire, North Dakota, South Dakota, Vermont, West Virginia, Wyoming   

Sources: (j) National Center for Education Statistics (k) National Center for Higher Education Management Systems) 
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APPENDIX V 
 
“The Forgotten Middle” - Ensuring that All Students Are on Target for College 
and Career Readiness Before High School 
 
Executive Summary 
 
Today, college readiness also means career readiness. While not every high school graduate plans to attend college, 
the majority of the fastest-growing jobs that require a high school diploma, pay a salary above the poverty line for a 
family of four, and provide opportunities for career advancement require knowledge and skills comparable to those 
expected of the first-year college student. 
 
ACT data show that fewer than two in ten eighth graders are on target to be ready for college-level work by 
the time they graduate from high school. This means that more than eight of ten eighth-grade students do not have 
the knowledge and skills they need to enter high school and succeed there. And not surprisingly, our research shows 
that students who are not prepared for high school are less likely than other students to be prepared for college and 
career by the time they graduate from high school. So although the gates of high school are technically open to all 
students, for more than 80 percent of them, the door to their futures may already be closed.  In recent years, there 
has been heightened awareness of the importance of early childhood education and high school as intervention 
points in the educational lives of America’s children. Less attention, it seems, has been paid to the importance of the 
upper elementary grades and middle school and the role they must play in the preparation of students for life after 
high school. The results of The Forgotten Middle suggest that, in the current educational environment, there is a 
critical defining point for students in the college and career readiness process—one so important that, if students are 
not on target for college and career readiness by the time they reach this point, the impact may be nearly irreversible. 
We must therefore also focus on getting more students on target for college and career readiness by the end of eighth 
grade, so that they are prepared to maximize the benefits of high school.  Moreover, this research shows that, under 
current conditions, the level of academic achievement that students attain by eighth grade has a larger impact 
on their college and career readiness by the time they graduate from high school than anything that happens 
academically in high school.  
 
This report also reveals that students’ academic readiness for college and career can be improved when students 
develop behaviors in the upper elementary grades and in middle school that are known to contribute to successful 
academic performance.  The implication is clear: if we want not merely to improve but to maximize the college and 
career readiness of U.S. students, we need to intervene not only during high school but before high school, in the 
upper elementary grades and in middle school.  Eighth-grade students who are not on target for college and career 
readiness face severe academic obstacles in high school and are substantially more likely to be unprepared for 
college and career when they graduate than students who are on target to become ready for college and career in the 
eighth grade.  The full report may be read by visiting the following site: 

Visit 
www.act.org/research/policymakers/reports/ForgottenMiddle.html to read the 

Ensuring that All Students 
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APPENDIX VI 

ACHIEVE REPORT ‐ Closing the Expectations Gap 2011 

Excerpts from 2011 Study 

Each year, on the anniversary of the 2005 National Education Summit on High Schools, Achieve releases 
a 50‐state progress  report on  the alignment of high  school policies with  the demands of  college and 
careers. Closing the Expectations Gap, 2011  is the sixth annual report  in this series. The report details 
state progress implementing the American Diploma Project policy agenda.  

Download the PDF. (February 2011) 

The College‐ and Career‐Ready Agenda
 

 Align high school standards with the demands of college and careers. 
 Require students to take a college- and career-ready curriculum to earn a high school diploma.  
 Develop statewide high school assessment systems anchored to college- and career-ready 

expectations.  
 Develop reporting and accountability systems that promote college and career readiness.  

 

The ADP Network Educates 85% of U.S. Public School Students 
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In 2011, 47 States and DC Have Aligned College‐ and Career‐Ready Standards 

 

                        Adopted CCSS        Developed by State       Adopted CCSS (Prov.)   Adopted CCSS ELA ‐ Math Developed by State 

In  the  survey, Achieve asked states whether  they administer  to all  students an assessment of college‐ and 
career‐ready knowledge and skills capable of producing a readiness score used by postsecondary institutions 
and employers.   In 2011, 14 States Administer Tests Aligned with College and Career Expectations 
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In  the  survey,  Achieve  asked  states  whether  they  require  all  students  to  complete  a  college‐ and 
career‐ready curriculum in order to earn a high school diploma.  

 

  Mandatory Requirements Default Requirements

 

In  the  survey, Achieve asked  states whether  they administer  to all  students an assessment of  college‐ and 
career‐ready knowledge and skills capable of producing a readiness score used by postsecondary institutions 
and employers.  

 

 

Appendices - Page 99 of 340



51 
 

Consortia Working to Create Next‐Generation Assessment Systems 

    

  PARCC Member    SBAC Member /// PARCC & SBAC Member

 

 

 

In the survey, Achieve asked states whether they annually match student‐level records from K‐12 with similar 
data from their postsecondary system.  

 

In  the survey, Achieve asked states whether  they have  incorporated a select set of college‐ and career‐ready 
indicators into their data, reporting and accountability systems. 
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State Accountability System Indicators and Their Uses 

 

 

In 2011, Only Texas Meets Accountability Criteria 

 

  

College- and Career-

Ready Indicators 

College- and Career-

Ready Uses 
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Counseling at a Crossroads: The Perspectives and Promise of School 
Counselors in American Education 

NOSCA’s first nationally representative survey uncovered the perspectives of middle 
and high school counselors on measures of accountability and education policies and 
practices. We learned what challenges they face and what solutions might be found to 
better leverage the extraordinary resource that school counselors represent. 

Paths forward 

We are dealing with a broken school system in need of reform: 
  
We are facing a critical crossroads in education reform with, for the first time in our 
history, this generation of students at risk of having lower educational attainment than 
their parents. Schools will need every asset available — especially professionals in 
schools who have a complete picture of students — to ensure that students get the 
supports they need to stay on track to graduate from high school ready for college and 
careers. The annual survey provides clear pathways to reform designed to address 
counseling at the crossroads.  

 

 

 

 

 

 

Featured Survey Figures: 

Ideally, what should be the mission of the education system? In reality, how well does 
this fit your view of the this fit with your view of the mission of the school system in 
which you work? 
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Appendix IV 
 

Expanding Access, Increasing Participation:  
Post-secondary Educational Opportunities 

During High School 
 

Interim report of the Governor’s Task Force on Expanding Early Post-secondary Access 
for High School Students in Maine 
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!
J8-!740/8-33!C$,040%0-!&-,-#&/8!#3,1!,81=,!#!:-$-&#3!2#00-&$!19!:&1=08!4$!&-/-$0!
'-#&,!4$!-#&3'!21,0<,-/1$.#&'!2#&04/42#041$!#51$:!7#4$-K,!84:8!,/8113!,0%.-$0,>!
L%&4$:!08-!()*)<**!#/#.-54/!'-#&;!7#4$-!84:8!,/8113!,0%.-$0,!-$&133-.!4$!*;MNO!
/133-:-<3-G-3!/1%&,-,;!/152#&-.!01!*;)((!/1%&,-,!94G-!'-#&,!-#&34-&>!71&-!08#$!N)!
2-&/-$0!19!7#4$-!84:8!,/8113,!#331=!08-4&!,0%.-$0,!08-!/8#$/-!01!0#6-!,%/8!/3#,,-,!
91&!@108!/133-:-!#$.!84:8!,/8113!/&-.40;!#//1&.4$:!01!08-!740/8-33!C$,040%0-!D()**F>!
!
L-,240-!084,!4$/&-#,-.!#//-,,!#$.!2#&04/42#041$;!$10!-$1%:8!,0%.-$0,!#&-!!
/1523-04$:!84:8!,/8113;!-$&1334$:!#$.!,%//--.4$:!4$!21,0<,-/1$.#&'!-.%/#041$;!#$.!
#00#4$4$:!.-:&--,!08#0!#331=!08-5!01!94$.!=1&6!4$!,-/01&,!19!08-!,0#0-K,!-/1$15'!
=8-&-!08-4&!,6433,!#&-!$--.-.>!
!
+22&1P45#0-3'!E)!2-&/-$0!19!7#4$-!,0%.-$0,!:&#.%#0-!9&15!84:8!,/8113!4$!91%&!
'-#&,;!23#/4$:!7#4$-!#@1G-!08-!$#041$#3!#G-&#:-!91&!84:8!,/8113!/1523-041$>!
Q1=-G-&;!1$3'!#@1%0!OR!2-&/-$0!19!08-5!-$&133!4$!,15-!91&5!19!21,0<,-/1$.#&'!
-.%/#041$>!
!
S9!081,-!,0%.-$0,!=81!5#0&4/%3#0-!#0!7#4$-K,!2%@34/!%$4G-&,404-,!#$.!/155%$40'!
/133-:-,;!#!,%@,0#$04#3!2-&/-$0#:-!5%,0!-$&133!4$!&-5-.4#3!/1%&,-,!01!&-#/8!08-!3-G-3!
19!2&194/4-$/'!08-'!,81%3.!8#G-!#00#4$-.!4$!84:8!,/8113>!+0!08-!T$4G-&,40'!19!7#4$-!
,',0-5;!#@1%0!#!U%#&0-&!19!4$/154$:!,0%.-$0,!$--.!#0!3-#,0!1$-!&-5-.4#3!/1%&,->!+0!
08-!7#4$-!V155%$40'!V133-:-!A',0-5;!R*!2-&/-$0!19!,0%.-$0,!$--.!/1%&,-,!01!/#0/8!
08-5!%2!4$!,%@W-/0,!346-!5#08;!&-#.4$:!#$.!=&404$:>!
!
J8-!84:8!3-G-3,!19!&-5-.4#041$!@-34-!31=!/133-:-!/1523-041$!&#0-,>!X4084$!,4P!'-#&,!19!
-$&1334$:;!1$3'!YE!2-&/-$0!19!081,-!=81!,0#&0!=1&6!1$!#!T$4G-&,40'!19!7#4$-!A',0-5!
@#/8-31&K,!.-:&--!-#&$!08-!/&-.-$04#3>!"%,0!(O!2-&/-$0!19!7#4$-!,0%.-$0,!=81!,0#&0!
=1&6!1$!#$!#,,1/4#0-K,!.-:&--!-#&$!40!=4084$!08&--!'-#&,>!
!
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! (!

T$91&0%$#0-3';!011!9-=!7#4$-!,0%.-$0,!#&-!,%//-,,9%33'!/1523-04$:!#$'!,1&0!19!21,0<
,-/1$.#&'!0&#4$4$:!W%,0!#,!#!:&1=4$:!$%5@-&!19!7#4$-!W1@,!&-U%4&-!,%/8!
2&-2#&#041$>!Z'!()*E;!#351,0!O)!2-&/-$0!19!08-!,0#0-K,!W1@,!=433!&-U%4&-!21,0<
,-/1$.#&'!-.%/#041$;!#//1&.4$:!01!#$!#$#3',4,!@'!08-!B-1&:-01=$!T$4G-&,40'!V-$0-&!
1$![.%/#041$!#$.!08-!X1&691&/-!D()*)F>!Z%0!01.#';!W%,0!\O!2-&/-$0!19!7#4$-K,!
212%3#041$!(R!#$.!13.-&!8#,!#$!#,,1/4#0-K,!.-:&--!1&!84:8-&;!#//1&.4$:!01!T>A>!
V-$,%,!.#0#>!
!
J8#0!5-#$,!7#4$-!5%,0!@&4.:-!#!,4:$494/#$0!,6433,!:#2;!-,2-/4#33'!49!08-!,0#0-!4,!01!
&-#/8!08-!:1#3!,-0!91&08!@'!08-!7#4$-!V152#/0!91&!Q4:8-&![.%/#041$!D()*)F!08#0;!@'!
()();!RO!2-&/-$0!19!08-!,0#0-K,!=1&64$:<#:-!212%3#041$!=433!8#G-!#!/133-:-!.-:&-->!
!
+$!-P2#$,41$!19!21,0<,-/1$.#&'!1221&0%$404-,!91&;!#$.!2#&04/42#041$!#51$:;!7#4$-!
84:8!,/8113!,0%.-$0,!4,!2#&0!19!08-!,13%041$>!Z%0!=843-!2#&04/42#041$!4$!-#&3'!/133-:-!
1221&0%$404-,!8#,!:-$-&#33'!:&1=$!4$!&-/-$0!'-#&,;!$10!#33!4$.4/#01&,!#&-!21,404G->!
!
740/8-33!C$,040%0-!&-,-#&/8!,81=,!08#0!2#&04/42#041$!4$!-#&3'!/133-:-!2-#6-.!.%&4$:!
08-!())M<)E!,/8113!'-#&;!=8-$!7#4$-!84:8!,/8113!,0%.-$0,!-$&133-.!4$!(;*\\!/133-:-<
3-G-3!/1%&,-,>!J8-!.-/34$-!4$!2#&04/42#041$!,4$/-!())M<)E!/1&&-,21$.,!=408!
,8&4$64$:!,/8113!.4,0&4/0!@%.:-0,!#$.!9-=-&!#G#43#@3-!:&#$0!9%$.,!01!2#'!91&!84:8!
,/8113!,0%.-$0,K!-$&1335-$0!4$!21,0<,-/1$.#&'!/1%&,-,>!
!
//>!?=,!@=%0),!
!
S$!"%3'!(E;!()**;!B1G>!H#%3!]-H#:-!4,,%-.!#$!-P-/%04G-!1&.-&!91&54$:!08-!
^B1G-&$1&K,!J#,6!_1&/-!1$![P2#$.4$:![#&3'!H1,0<A-/1$.#&'!+//-,,!91&!Q4:8!A/8113!
A0%.-$0,!4$!7#4$->`!J8-!B1G-&$1&K,!-P-/%04G-!1&.-&!/#33-.!91&!#!*N<5-5@-&!0#,6!
91&/-!=408!@&1#.!&-2&-,-$0#041$!9&15!08-!,0#0-K,!84:8-&!-.%/#041$!#$.!a<*(!
-.%/#041$!/155%$404-,!#,!=-33!#,!08-!7#4$-!L-2#&05-$0!19![.%/#041$!#$.!08-!7#4$-!
A0#0-!]-:4,3#0%&->!
!
J8-!-P-/%04G-!1&.-&!#&04/%3#0-.!08-!91331=4$:!/8#&:-!91&!08-!0#,6!91&/-I!
!
^J8-!2%&21,-!19!08-!0#,6!91&/-!4,!01!.-G-312!&-/155-$.#041$,!91&!,81&0<0-&5!#$.!
31$:<0-&5!,13%041$,!01!-P2#$.!#//-,,!01!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,!91&!
7#4$-K,!84:8!,/8113!,0%.-$0,>!J8-!0#,6!91&/-!5%,0!4.-$049'!-P4,04$:!@#&&4-&,!01!#//-,,!
#$.!2&1G4.-!&-/155-$.#041$,!91&!&-51G4$:!081,-!@#&&4-&,!#$.!91&!-P2#$.4$:!
#//-,,!01!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,;!4$/3%.4$:!$-/-,,#&'!4523-5-$04$:!
3-:4,3#041$>!
!

^J8-!.%04-,!19!08-!0#,6!91&/-!4$/3%.-;!@%0!#&-!$10!34540-.!01I!
!
^#>!T$.-&0#64$:!#!,%&G-'!19!7#4$-K,!84:8!,/8113,!#$.!/133-:-,!01!.-0-&54$-!08-!-P4,04$:!
#G#43#@4340'!19!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,!4$!7#4$-K,!84:8!,/8113,b!
@>!?-G4-=4$:!08-!G#&41%,!#22&1#/8-,!@'!=84/8!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,!#&-!5#.-!
#G#43#@3-!01!,0%.-$0,b!
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! \!

/>!?-G4-=4$:!08-!&-,-#&/8!&-3#0-.!01!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,!91&!84:8!,/8113!
,0%.-$0,!4$!108-&!,0#0-,!#$.!4$0-&$#041$#33';!01!4$/3%.-!81=!,%/8!1221&0%$404-,!#&-!9%$.-.b!
#$.!
.>!L-G-3124$:!,81&0<0-&5!#$.!31$:<0-&5!,13%041$,!01!-P2#$.!#//-,,!01!-#&3'!21,0<,-/1$.#&'!
1221&0%$404-,!91&!7#4$-K,!84:8!,/8113!,0%.-$0,;!01!4$/3%.-!&-/155-$.#041$,!91&!81=!,%/8!
1221&0%$404-,!5#'!@-!9%$.-.!=4084$!-P4,04$:!&-,1%&/-,>`!

!
B1G>!]-H#:-!91&5#33'!#2214$0-.!08-!J#,6!_1&/-!5-5@-&,!1$!A-20>!*N;!()**>!
!
///>!A=%2!2=,!?%-B!C30+,!;('!
!
J8-!J#,6!_1&/-!5-0!91%&!045-,!.%&4$:!08-!9#33!19!()**!01!3-#&$!#@1%0!-P4,04$:!
1221&0%$404-,!91&!7#4$-!84:8!,/8113!,0%.-$0,!01!-$&133!4$!21,0<,-/1$.#&'!/1%&,-,!
=843-!-#&$4$:!@108!84:8!,/8113!#$.!/133-:-!/&-.40;!&-G4-=!.#0#!1$!2#&04/42#041$!4$!
-#&3'!21,0<,-/1$.#&'!/3#,,-,;!4.-$049'!@#&&4-&,!2&-G-$04$:!:&-#0-&!2#&04/42#041$!4$!
,%/8!2&1:&#5,!#$.!@-:4$!91&54$:!&-/155-$.#041$,!4$!&-,21$,-!01!08-!/8#&:->!J8-!
:&1%2!5-0!1$!A-20>!\);!S/0>!\*;!c1G>!*E!#$.!L-/>!O>!
!
S$!A-20>!\);!J#,6!_1&/-!5-5@-&,!&-G4-=-.!08-!-P-/%04G-!1&.-&!/&-#04$:!08-!:&1%2!
#$.!8-#&.!2&-,-$0#041$,!#@1%0!0=1!&-:41$#3!-P#523-,!19!-#&3'!21,0<,-/1$.#&'!
2&1:&#5,!#3&-#.'!12-&#04$:!1&!@-:4$$4$:!01!12-&#0-!4$!7#4$->!
!
A/100!d14,4$-!19!08-!T$4G-&,40'!19!7#4$-!#0!_1&0!a-$0!.4,/%,,-.!08-!24310!'-#&!19!08-!
_1&0!a-$0!#&-#K,![#&3'!V133-:-!Q4:8!A/8113;!=84/8!23#/-,!()!_1&0!a-$0!V155%$40'!
Q4:8!A/8113!,0%.-$0,!1$!08-!T$4G-&,40'!19!7#4$-!#0!_1&0!a-$0!/#52%,!#$.!-P21,-,!
08-5!01!/133-:-<3-G-3!=1&6;!#331=,!08-5!01!-#&$!@108!/133-:-!#$.!84:8!,/8113!/&-.40;!
#$.!199-&,!08-5!,%221&0!01!9#/4340#0-!08-!0&#$,4041$>!Z'!40,!084&.!'-#&;!1&:#$4e-&,!
-P2-/0!08-![#&3'!V133-:-!Q4:8!A/8113!=433!-$&133!*R)!,0%.-$0,!9&15!#!$%5@-&!19!84:8!
,/8113,!4$!08-!A0>!"18$!d#33-'>!
!
L=4:80!]4003-94-3.!19!08-!7#4$-!L-2#&05-$0!19![.%/#041$!:#G-!#!2&-,-$0#041$!1$!08-!
^Z&4.:-!f-#&`!2&1W-/0;!#!$-=!#$.!-G13G4$:!4$404#04G-!08#0!#34:$,!/3#,,-,!#0!Q-&51$!
Q4:8!A/8113;!T$40-.!J-/8$131:4-,!V-$0-&!4$!Z#$:1&;![#,0-&$!7#4$-!V155%$40'!
V133-:-!#$.!08-!T$4G-&,40'!19!7#4$-!01!/&-#0-!#!/3-#&!2#08=#'!08#0!#331=,!#!
2#&04/42#04$:!,0%.-$0!01!-#&$!#!/155%$40'!/133-:-!#,,1/4#0-K,!.-:&--!=4084$!#!'-#&!
19!/1523-04$:!84:8!,/8113!#$.!/1$04$%-!84,!1&!8-&!-.%/#041$!#0!08-!T$4G-&,40'!19!
7#4$->!J8-!2&1:&#5!-P2-/0,!01!-$&133!*O!,0%.-$0,!4$!40,!24310!'-#&>!
!
S$!S/0>!\*;!J#,6!_1&/-!5-5@-&,!.4,/%,,-.!-P4,04$:!,0#0-=4.-!-#&3'!/133-:-!
4$404#04G-,!#$.!3116-.!#0!.#0#!1$!@#&&4-&,!01!#//-,,>!
!
Q#&&'!S,:11.!19!08-!7#4$-!L-2#&05-$0!19![.%/#041$!,216-!#@1%0!08-!+,24&#041$,!
2&1:&#5;!=84/8!199-&,!84:8!,/8113!,0%.-$0,!0#64$:!-#&3'!/133-:-!/1%&,-,!#!
,%@,0#$04#3!0%4041$!.4,/1%$0!=408!08-!8-32!19!.-.4/#0-.!9%$.,!9&15!08-!7#4$-!
L-2#&05-$0!19![.%/#041$!#$.!2#&04/42#04$:!/133-:-!/#52%,-,>!L#0#!9&15!08-!7#4$-!
L-2#&05-$0!19![.%/#041$!4$.4/#0-.!08#0!OR\!,0%.-$0,!=-&-!-$&133-.!4$!08-!
+,24&#041$,!2&1:&#5!.%&4$:!08-!,2&4$:!19!()**>!"1#$!7#/&4;!19!V133-:-!91&!7[!
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! Y!

+$.&1,/1::4$;!.4,/%,,-.!08-!=1&6!,8-!.1-,!/11&.4$#04$:!-#&3'!/133-:-!-$&1335-$0,!
#$.!&-:4,0&#041$,!=408!-4:80!2%@34/!84:8!,/8113,!#$.!,4P!2#&0$-&!/133-:-,!4$!
+$.&1,/1::4$!V1%$0'>!
!
V8#&3-,!V1334$,!19!08-!7#4$-!V155%$40'!V133-:-!A',0-5!.4,/%,,-.!08-![#&3'!V133-:-!
91&!7[!2&1:&#5!08#0!#331=,!,0%.-$0,!%$.-/4.-.!#@1%0!2%&,%4$:!#!/133-:-!.-:&--!08-!
1221&0%$40'!01!0#6-!/155%$40'!/133-:-!/1%&,-,!.%&4$:!08-4&!,-$41&!'-#&!19!84:8!
,/8113;!,%221&0!08&1%:8!08-!/133-:-!#.54,,41$,!#$.!94$#$/4#3!#4.!2&1/-,,;!#$.!7#4$-!
V155%$40'!V133-:-!A',0-5!,/813#&,842,>!
!
A4$/-!40,!,0#&0!4$!())\;![#&3'!V133-:-!91&!7[!8#,!,-&G-.!51&-!08#$!R;())!7#4$-!84:8!
,/8113!,0%.-$0,>!71&-!08#$!*;O))!19!08-5!8#G-!&-/-4G-.![#&3'!V133-:-!91&!7[!
,/813#&,842,!#$.!3#0-&!5#0&4/%3#0-.!#0!#!/#52%,!=4084$!08-!7#4$-!V155%$40'!
V133-:-!A',0-5>!+!081%,#$.!51&-!,0%.-$0,!-$&133-.!#0!108-&!/133-:-,!#90-&!
2#&04/42#04$:!4$![#&3'!V133-:-!91&!7[>!V%&&-$03';!08-!2&1:&#5!-$:#:-,!*;M))!84:8!
,/8113!,0%.-$0,!-#/8!'-#&!#$.!199-&,!/133-:-!23#/-5-$0!0-,04$:;!#/#.-54/!#.G4,4$:;!
#$.!,%221&0!4$!/133-:-!23#$$4$:!#$.!/1523-04$:!94$#$/4#3!#4.!#2234/#041$,>!J8-!
2&1:&#5!199-&,!08-,-!,-&G4/-,!08&1%:8!ON!84:8!,/8113,!#$.!94G-!V#&--&!#$.!J-/8$4/#3!
[.%/#041$!/-$0-&,!08&1%:81%0!08-!,0#0->!
!
+3,1!#0!08-!S/0>!\*!0#,6!91&/-!5--04$:;!L#G4.!H#00-&,1$!19!08-!7#4$-!L-2#&05-$0!19!
[.%/#041$!.4,/%,,-.!+HY+]];!#!L-2#&05-$0!2&1:&#5!08#0!#331=,!,0%.-$0,!01!0#6-!
1$34$-!+.G#$/-.!H3#/-5-$0!/1%&,-,!91&!9&-->!L%&4$:!08-!())N<*)!,/8113!'-#&;!
+HY+]]!&-/1&.-.!*EM!-$&1335-$0,!4$!*Y!+H!/1%&,-,>!J8#0!'-#&;!OR!2-&/-$0!19!
+HY+]]!2#&04/42#$0,!,/1&-.!^\`!1&!:&-#0-&!1$!08-4&!&-,2-/04G-!+H!-P#5,;!/152#&-.!
01!O)!2-&/-$0!$#041$#33'>!V133-:-,!:-$-&#33'!&-U%4&-!#$!+H!,/1&-!19!#0!3-#,0!^\`!@-91&-!
#=#&.4$:!#!,0%.-$0!/1%&,-!/&-.40>!
!
]#,03';!1$!S/0>!\*;!]4,#!H345201$!19!08-!740/8-33!C$,040%0-!.4,/%,,-.!08#0!:&1%2K,!
&-,-#&/8!4$01!-#&3'!/133-:-!@#&&4-&,;!#//-,,!#$.!1221&0%$404-,!91&!7#4$-!84:8!,/8113!
,0%.-$0,>!
!
S$!c1G>!*E;!+$:-3#!L1,04-!19!08-!_4$#$/-!+%081&40'!19!7#4$-!.4,/%,,-.!#!210-$04#3!
9%$.4$:!,1%&/-!91&!5#&6-04$:!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,I!08-!V133-:-!
+//-,,!V8#33-$:-!B&#$0;!=84/8!4,!#=#&.-.!01!-$0404-,!08#0!.-,4:$!23#$,!01!&-#/8!1%0!
01!%$.-&&-2&-,-$0-.!,0%.-$0,!#$.!-$/1%&#:-!08-5!01!2%&,%-!21,0<,-/1$.#&'!
.-:&--,>!
!
L#G4.!V1$$-&0'<7#&4$!19!08-!7#4$-!L-2#&05-$0!19![.%/#041$!2&-,-$0-.!08-!&-,%30,!
19!08-!J#,6!_1&/-K,!,%&G-'!19!51,0!7#4$-!84:8!,/8113,!&-:#&.4$:!08-!-#&3'!/133-:-!
1221&0%$404-,!#G#43#@3-!01!08-4&!,0%.-$0,>!J8-!L-2#&05-$0!19![.%/#041$!&-U%-,0-.!
08#0!2&4$/42#3,!#$.g1&!:%4.#$/-!/1%$,-31&,!#0!#33!7#4$-!84:8!,/8113,!/1523-0-!08-!
,%&G-'b!*)Y!19!#@1%0!*\)!2%@34/!84:8!,/8113,!4$!08-!,0#0-!&-,21$.-.>!+3,1!#0!08-!c1G>!
*E!5--04$:;!X-$.'!+%30!19!08-!7[]7+V![.%/#041$!_1%$.#041$!.4,/%,,-.!08#0!
91%$.#041$K,!=1&6!=408!&-,2-/0!01!@&1#.-$4$:!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,>!
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! R!

+$.!#!:&1%2!19!7#4$-!:%4.#$/-!/1%$,-31&,!.4,/%,,-.!08-!2&1,!#$.!/1$,!19!G#&41%,!
#22&1#/8-,!01!-#&3'!/133-:->!
!
J8-!J#,6!_1&/-!.-G10-.!40,!L-/>!O!5--04$:!01!.4,/%,,4$:!@#&&4-&,!01!-#&3'!21,0<
,-/1$.#&'!#//-,,;!210-$04#3!,13%041$,!#$.!2&-3454$#&'!&-/155-$.#041$,!91&!08-!
:&1%2K,!&-21&0!01!08-!B1G-&$1&!#$.!08-!]-:4,3#0%&-K,!"14$0!A0#$.4$:!V155400--!1$!
[.%/#041$!#$.!V%30%&#3!+99#4&,>!
!
/D>!A=%2!2=,!?%-B!C30+,!;(-+3E,0,'4!F%00(,0-!23!G0,%2,0!*++,--!
!
J8&1%:8!#!&-G4-=!19!-P4,04$:!&-,-#&/8;!2&-,-$0#041$,!1$!-P4,04$:!1221&0%$404-,!#$.!
9&-,8!,%&G-'!.#0#!19!08-4&!1=$;!J#,6!_1&/-!5-5@-&,!.4,/1G-&-.!08#0!1221&0%$404-,!
91&;!2#&04/42#041$!4$!#$.!/155405-$0!01!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,!#&-!
#3&-#.'!/1551$>!J8-!G#,0!5#W1&40'!19!84:8!,/8113,!#331=!08-4&!,0%.-$0,!01!-$&133!4$!
#$.!&-/-4G-!.%#3!/&-.40!91&!-#&3'!/133-:-!/1%&,-,;!#$.!08-!G#,0!5#W1&40'!19!/133-:-,!4$!
7#4$-!h!2%@34/!#$.!2&4G#0-!h!/112-&#0-!=408!84:8!,/8113,!01!199-&!,%/8!
1221&0%$404-,>!
!
J#,6!_1&/-!,%&G-'!.#0#!#3,1!,81=!08#0!84:8!,/8113,!#&-!23-#,-.!=408!08-!U%#340'!19!
/133-:-!/1%&,-,!0#6-$!@'!08-4&!,0%.-$0,;!#$.!08#0!08-4&!-.%/#01&,!.1$K0!8-,40#0-!01!
,%::-,0!-#&3'!/133-:-!1221&0%$404-,!01!08-4&!,0%.-$0,!=8-$!08-'!9--3!40K,!#22&12&4#0->!
H3%,;!=8-$!84:8!,/8113!,0%.-$0,!-$&133!4$!-#&3'!/133-:-!/1%&,-,;!08-'!/#$!3#&:-3'!
/1%$0!1$!#..4041$#3!,%221&0!9&15!08-4&!84:8!,/8113,!01!8-32!08-5!08&1%:8!08-!
-P2-&4-$/->!
!
Q1=-G-&;!.-,240-!08-!1221&0%$404-,!#G#43#@3-;!40!=#,!/3-#&!01!08-!J#,6!_1&/-!08#0!
,4:$494/#$0!@#&&4-&,!&-5#4$>!C$!40,!=1&6;!08-!J#,6!_1&/-!/#5-!01!1&:#$4e-!@#&&4-&,!
4$01!94G-!@&1#.!/#0-:1&4-,I!
!

o ?0%&-$302%2(3&!%&'!-+=,'89(&)>!!X843-!#!$%5@-&!19!-#&3'!21,0<,-/1$.#&'!
1221&0%$404-,!#&-!#G#43#@3-!01!7#4$-K!84:8!,/8113!,0%.-$0,;!@-4$:!#@3-!01!
#/0%#33'!:-0!,0%.-$0,!01!081,-!2&1:&#5,;!=84/8!4$G13G-,!1G-&/154$:!
,/8-.%34$:!#$.!0&#$,21&0#041$!4,,%-,;!8#,!2&1G-$!01!@-!#!/8#33-$:->!?-,-#&/8!
@'!08-!740/8-33!C$,040%0-;!=84/8!=#,!/1$94&5-.!@'!08-!J#,6!_1&/-K,!1=$!
,%&G-';!91%$.!08#0!08-!/15@4$#041$!19!,/8-.%34$:!/1$934/0,!#$.!0&#$,21&0#041$!
4,,%-,!h!81=!01!#/0%#33'!:-0!,0%.-$0,!01!-#&3'!21,0<,-/1$.#&'!1221&0%$404-,!
1$!/133-:-!/#52%,-,!h!&-2&-,-$0!,4:$494/#$0!@#&&4-&,>!

!
o C8&'(&)>!X8-08-&!40!4,!9%$.4$:!91&!,/8113,!#$.!/133-:-,!01!199-&!-#&3'!21,0<

,-/1$.#&'!2&1:&#5,;!9%$.4$:!91&!,0%.-$0,!01!/1G-&!@116,!#$.!9--,;!1&!9%$.4$:!
91&!-.%/#01&!0&#4$4$:!#$.!,%221&0;!08-!J#,6!_1&/-!,#=!#!3#/6!19!9%$.4$:!#,!
#$108-&!,4:$494/#$0!@#&&4-&>!A/8113,!#$.!/133-:-,!8#G-!#!$%5@-&!19!-#&3'!
/133-:-!2&1:&#5,!4$!23#/-;!@%0!08-!,%,0#4$#@4340'!19!,%/8!2&1:&#5,!4$!08-!9#/-!
19!/1$04$%4$:!@%.:-0!2&-,,%&-,!4,!%$/-&0#4$>!
!
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! O!

o 6+=339!%&'!'(-20(+2!+%$%+(27>!!X843-!08-&-!#&-!-#&3'!21,0<,-/1$.#&'!
1221&0%$404-,!#G#43#@3-!#/&1,,!7#4$-;!08-!J#,6!_1&/-!8-#&.!&-2-#0-.3'!08#0!
,/8113,!#$.!,/8113!.4,0&4/0,!3#/6!,%994/4-$0!/#2#/40'!01!2&1G4.-!#.-U%#0-!#$.!
/1$,4,0-$0!8-32!01!,0%.-$0,!4$!#//-,,4$:!08-,-!1221&0%$404-,>!!Z-/#%,-!08-&-!
-P4,0,!$1!/-$0&#3!&-21,401&'!91&!4$91&5#041$!1$!-#&3'!/133-:-!1221&0%$404-,;!
:%4.#$/-!/1%$,-31&,!#$.!108-&!,/8113!#$.!.4,0&4/0!3-#.-&,!&-21&0!@-4$:!
1G-&=8-35-.!@'!08-!G#&41%,!#2234/#041$!&-U%4&-5-$0,!#$.!.-#.34$-,;!=408!
08-!&-,%30!08#0!#//-,,!01!2&1:&#5,!4,!%$-G-$!#0!@-,0>!

!
o *++,--!23!$03)0%H!(&I30H%2(3&>!S$-!19!08-!-99-/0,!19!08-!3#/6!19!,0#0-;!

,/8113;!#$.!.4,0&4/0!/#2#/40'!01!5#$#:-!#//-,,!01!-#&3'!/133-:-!2&1:&#5,!4,!
08#0!4$91&5#041$!#@1%0!,%/8!2&1:&#5,!4,!8#&.!91&!,/8113!1994/4#3,!#$.!
,0%.-$0,!01!/15-!@'>!![#&3'!/133-:-!1221&0%$404-,!54:80!@-!51&-!=4.-3'!
#//-,,-.!49!51&-!4$91&5#041$!#@1%0!,%/8!1221&0%$404-,!=#,!5#.-!#G#43#@3->!

!
o 139(+7!J%00(,0->!!J8-!J#,6!_1&/-!#3,1!4$G-,04:#0-.!08-!.-:&--!01!=84/8!08-&-!

5#'!@-!,0#0-;!,/8113!1&!/133-:-!2134/4-,!4$!23#/-!08#0!91&5!@#&&4-&,;!4$0-$041$#3!
1&!$10;!01!-#&3'!/133-:-!1221&0%$404-,>!

!
!
D>!K,+3HH,&'%2(3&-!I30!*''0,--(&)!F%00(,0-!
!
J8-!J#,6!_1&/-!.-G10-.!1$3'!#!,4$:3-!5--04$:!01!.-G-3124$:!,0&#0-:4-,!01!
1G-&/154$:!08-!@#&&4-&,!40!4.-$0494-.;!#$.!#,!,%/8;!08-!2#$-3K,!94&,0!&-/155-$.#041$!
4,!08#0!40!/1$04$%-!40,!-991&0,!4$01!08-!/154$:!'-#&;!4$!1&.-&!01!51&-!9%33'!#$#3'e-!#$.!
#..&-,,!08-!4,,%-,!40,!=1&6!4.-$0494-.>!
!

 K,+3HH,&'%2(3&!L4!?=%2!2=,!?%-B!C30+,.!M=(+=.!8&',0!2=,!)3E,0&30N-!
"#,+82(E,!:0',0!M%-!23!=%E,!J,,&!'(--39E,'!8$3&!2=,!+3H$9,2(3&!3I!2=(-!
0,$302.!+3&2(&8,!23!H,,2!0,)89%097>!?=,!?%-B!C30+,!-=389'!H3E,!&,#2!23!
',E,93$(&)!%&'!(H$9,H,&2(&)!%&!%+2(3&!%),&'%!I30!,%+=!3I!2=,!(--8,-!
%0,%-!(2!(',&2(I(,'>!

!
!

?0%&-$302%2(3&!%&'!6+=,'89(&)!
!
J#,6!_1&/-!5-5@-&,!.-G-312-.!08-!91331=4$:!,-0!19!,%::-,041$,!01!2%&,%-!4$!#$!
#00-520!01!&-,13G-!,/8-.%34$:!#$.!0&#$,21&0#041$!/1$934/0,I!
!
O%B,!J,22,0!8-,!3I!,#(-2(&)!,'8+%2(3&!(&I0%-208+280,>!+,!7#4$-K,!V#&--&!#$.!
J-/8$4/#3![.%/#041$!DVJ[F!/-$0-&,!#&-!#3&-#.'!4$!23#/-!#,!&-:41$#3!-.%/#041$#3!
9#/43404-,!,-&G4$:!#33!7#4$-!84:8!,/8113,;!40!5#6-,!,-$,-!01!@%43.!%21$!084,!-P4,04$:!
,0&%/0%&-!#,!#!5-#$,!19!-P2#$.4$:!#//-,,!01!-#&3'!/133-:-!1221&0%$404-,>!
J&#$,21&0#041$!4,!#3&-#.'!2&1G4.-.!01!&-:41$#3!VJ[!/-$0-&,;!91&!4$,0#$/-;!=84/8!
5#6-,!08-5!#!31:4/#3!23#/-!01!2&1G4.-!-#&3'!/133-:-!1221&0%$404-,>!J8-!VJ[!/-$0-&,!
/1%3.!#3,1!,-&G-!#,!&-:41$#3!8%@,!91&!0&#$,21&0#041$!01!$-#&@'!/133-:-!/#52%,-,>!
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! M!

!
 K,+3HH,&'%2(3&!P4!?=%2!@?"!+,&2,0-!M30B!(&!+399%J30%2(3&!M(2=!
&,%0J7!(&-2(282(3&-!3I!=()=,0!,'8+%2(3&!23!$(932!2=,!8-,!3I!@?"!I%+(9(2(,-!
%-!$32,&2(%9!%++,--!$3(&2-!I30!,%097!+399,),!3$$3028&(2(,->!

!
"#$%&'!2=,!&8HJ,0!3I!'8%9!,&0399H,&2!+380-,->!!J&#$,21&0#041$!#$.!,/8-.%34$:!
/1$934/0,!@-/15-!3-,,!19!#$!4,,%-!49!-#&3'!/133-:-!1221&0%$404-,!#&-!199-&-.!4$!#!84:8!
,/8113!,-004$:>!L#0#!9&15!08-!,%&G-'!/1$.%/0-.!@'!08-!J#,6!_1&/-!&-G-#3-.!08#0!08-!
/3-#&!5#W1&40'!19!&-,21$.-$0,!081%:80!199-&4$:!-#&3'!/133-:-!1221&0%$404-,!1$!84:8!
,/8113!/#52%,-,!=#,!/&404/#3!01!-P2#$.4$:!#//-,,!01!,%/8!1221&0%$404-,>!!
+..4041$#33';!.%#3!-$&1335-$0!/1%&,-,!#33-G4#0-!5#$'!,/8-.%34$:!4,,%-,;!#,!,0%.-$0,!
&-/-4G-!@108!84:8!,/8113!#$.!/133-:-!/&-.40!91&!/1%&,-,!0#6-$>!
!

 K,+3HH,&'%2(3&!Q4!6+=339!'(-20(+2-!-=389'!M30B!+399%J30%2(E,97!M(2=!
&,%0J7!=()=,0!,'8+%2(3&!(&-2(282(3&-!23!,#$%&'!2=,!&8HJ,0!3I!'8%9!
,&0399H,&2!+380-,-!2=,7!3II,0>!

!
!
O%B,!J,22,0!8-,!3I!'%2,-!%&'!2(H,-!382-(',!2=,!&30H%9!-+=339!'%7!%&'!7,%0>!!
X843-!,/8-.%34$:!/1$934/0,!-P4,0!.%&4$:!08-!&-:%3#&!,/8113!.#'!#$.!'-#&;!/133-:-,!
&-21&0-.!01!08-!J#,6!_1&/-!08#0!,%55-&!#$.!3#0-!#90-&$11$g-G-$4$:!2&1:&#554$:!
8#G-!2&1G-$!01!@-!-99-/04G-!=#',!19!5--04$:!08-!,/8-.%34$:!$--.,!19!,0%.-$0,;!
-,2-/4#33'!$1$<0&#.4041$#3!,0%.-$0,!=81!5#'!@-!@#3#$/4$:!=1&6!#$.!9#543'!
1@34:#041$,>!X843-!08-&-!#&-!/1,0,!#,,1/4#0-.!=408!6--24$:!,/8113!@%43.4$:,!12-$!
3#0-&!4$!08-!.#'!#$.!'-#&;!$-=!#22&1#/8-,!01!5#P454e4$:!08-!%,-!19!#G#43#@3-!
9#/43404-,!,81%3.!@-!-P231&-.>!
!

 K,+3HH,&'%2(3&!R4!6+=339!'(-20(+2-!-=389'!M30B!M(2=!&,%0J7!+399,),-!
%&'!0,)(3&%9!@?"!+,&2,0-!23!,#$930,!%''(2(3&%9!-+=,'89(&)!3$2(3&->!

!
"#$%&'!%++,--!23!3&9(&,!%&'!32=,0!'()(2%9!9,%0&(&)!3$2(3&->!L4:40#3!3-#&$4$:!
#331=,!#!,0%.-$0!01!0#6-!/1%&,-,!#0!#!045-;!23#/-!#$.!2#/-!08#0!4,!51,0!/1$G-$4-$0!91&!
845!1&!8-&>!X843-!.4:40#3!3-#&$4$:!12041$,!#3&-#.'!-P4,0;!#//-,,!01!08-5!4,!%$-G-$;!
=408!,15-!,/8113,!#$.!/133-:-,!199-&4$:!/1%&,-,!#$.!108-&,!$10>!C$!#!&%&#3!,0#0-!346-!
7#4$-;!1$34$-!3-#&$4$:!/#$!5-#$!08-!.499-&-$/-!@-0=--$!8#G4$:!#//-,,!01!#$!
-.%/#041$#3!1221&0%$40'!#$.!8#G4$:!$1!#//-,,!01!,%/8!1221&0%$404-,!#0!#33>!
J8-&-91&-;!,4:$494/#$0!=1&6!,81%3.!@-!.1$-!01!-P2#$.!.4:40#3!3-#&$4$:!12041$,!91&!
,0%.-$0,!#/&1,,!7#4$->!
!

 K,+3HH,&'%2(3&!S4!?=,!-2%2,!;,$%02H,&2!3I!"'8+%2(3&!-=389'!M30B!
M(2=!O%(&,N-!(&-2(282(3&-!3I!=()=,0!,'8+%2(3&!23!,#$%&'!%++,--!23!3&9(&,!
%&'!'()(2%9!9,%0&(&)!3$2(3&->!

!
!

C8&'(&)!
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! E!

!
J8-!J#,6!_1&/-!&-0%&$-.!#!$%5@-&!19!045-,!01!08-!4,,%-!19!9%$.4$:;!@108!01!,%221&0!
-#&3'!/133-:-!2&1:&#554$:!#$.!01!#,,4,0!,0%.-$0,!#$.!9#5434-,!=408!/1,0,!,%/8!#,!
@116,!#$.!9--,>!X843-!08-!J#,6!_1&/-!-P231&-.!4.-#,!,%/8!#,!@%43.4$:!2&4G#0-!,-/01&!
2#&0$-&,842,;!08-!2#$-3!/1$/3%.-.!08#0!,4:$494/#$0!#..4041$#3!4$G-,04:#041$!$--.-.!01!
@-!%$.-&0#6-$!01!4.-$049'!210-$04#3!,1%&/-,!19!9%$.4$:!91&!08-,-!2&1:&#5,>!+,!$10-.!
4$!?-/155-$.#041$!*!#@1G-;!08-!J#,6!_1&/-!,%::-,0,!08#0!40,!=1&6!1$!084,!#$.!108-&!
4,,%-,!/1$04$%->!
!

 K,+3HH,&'%2(3&!T4!?=,!?%-B!C30+,!-=389'!I3+8-!%!-()&(I(+%&2!$302(3&!
3I!(2-!$03$3-,'!I8280,!M30B!3&!(',&2(I7(&)!$32,&2(%9!-380+,-!3I!I8&'(&)!
I30!,%097!+399,),!$03)0%H->!

!
!!

6+=339!%&'!;(-20(+2!@%$%+(27!
!
_&15!40,!G-&'!94&,0!5--04$:;!08-!J#,6!_1&/-!4.-$0494-.!,/8113!#$.!.4,0&4/0!/#2#/40'!#,!
#!,4:$494/#$0!4,,%->!J#,6!_1&/-!5-5@-&!A/100!d14,4$-!,%::-,0-.!4$!84,!2&-,-$0#041$!
1$!08-!-#&3'!/133-:-!24310!2&1:&#5!4$!_1&0!a-$0!08#0!8#G4$:!.-.4/#0-.!,0#99!=1&64$:!
01!/11&.4$#0-!08#0!2&1:&#5!=#,!6-'!01!:-004$:!40!%2!#$.!&%$$4$:>!!
!
J8-!J#,6!_1&/-K,!4$G-,04:#041$!#3,1!91%$.;!81=-G-&;!08#0!@%.:-0!2&-,,%&-,!4$!&-/-$0!
'-#&,!8#G-!5#.-!40!-P0&#1&.4$#&43'!.4994/%30!91&!,/8113,!#$.!.4,0&4/0,!01!9&--!%2!
2-&,1$$-3!01!/11&.4$#0-!08-,-!2&1:&#5,>!
!
J8-!J#,6!_1&/-!,%::-,0-.;!81=-G-&;!08#0!&-:41$#3!,13%041$,!1%:80!01!@-!4$G-,04:#0-.>!
C0!54:80!@-!21,,4@3-;!91&!4$,0#$/-;!91&!.4,0&4/0,!,8#&4$:!#!VJ[!/-$0-&!01!,%221&0!
&-:41$#3!2-&,1$$-3;!@#,-.!#0!08-!VJ[!/-$0-&,;!=81!/#$!/11&.4$#0-!&-:41$#3!-#&3'!
/133-:-!2&1:&#5,>!C$!084,!=#';!.4,0&4/0,!/#$!-$,%&-!08#0!,15-1$-!4,!/11&.4$#04$:!
08-,-!2&1:&#5,;!#$.!08-!/1,0!01!-#/8!4$.4G4.%#3!.4,0&4/0!4,!54$45#3>!
!

 K,+3HH,&'%2(3&!U4!6+=339!'(-20(+2-!-=389'!(&E,-2()%2,!8-(&)!0,)(3&%9!
@?"!+,&2,0!-2%II!23!%--(-2!(&!+330'(&%2(&)!%++,--!23!,%097!+399,),!
3$$3028&(2(,->!

!
C0!#3,1!@-/#5-!/3-#&!01!08-!J#,6!_1&/-!08#0!,/8113,!#$.!,/8113!.4,0&4/0,!/1%3.!@-!
8-32-.!455-#,%&#@3'!4$!08-4&!=1&6!01!/11&.4$#0-!#//-,,!01!-#&3'!/133-:-!2&1:&#5,!49!
4$91&5#041$!#@1%0!,%/8!2&1:&#5,!=-&-!51&-!&-#.43'!#G#43#@3-!9&15!#!,4$:3-!,1%&/->!
_1&!-P#523-;!:%4.#$/-!/1%$,-31&,!&-21&0-.!01!08-!J#,6!_1&/-!08#0!-G-$!49!08-'!6$1=!
-#&3'!/133-:-!2&1:&#5,!-P4,0;!08-'!,0&%::3-!01!94$.!4$91&5#041$!#@1%0!#.54,,41$,!
/&40-&4#!#$.!-$&1335-$0!2&1/-.%&-,>!
!
J8-!J#,6!_1&/-!/#5-!01!/1$/3%.-!08#0!08-!,0#0-!=1%3.!@-!=-33!,-&G-.!49!#!,4$:3-!
=-@,40-!=-&-!.-G-312-.!01!/1$0#4$;!4$!#!/-$0&#34e-.!23#/-;!4$91&5#041$!#@1%0!#33!
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! N!

-#&3'!/133-:-!1221&0%$404-,>!J8-!,40-!,81%3.!@-!.-,4:$-.!01!,-&G-!#,!#!&-,1%&/-!91&!
,/8113!1994/4#3,;!2#&-$0,!#$.!,0%.-$0,!#346->!
!

 K,+3HH,&'%2(3&!V4!!?=,!-2%2,!;,$%02H,&2!3I!"'8+%2(3&!-=389'!9,%'!%&!
,II302!23!)%2=,0!(&I30H%2(3&!3&!,%097!+399,),!3$$3028&(2(,-!%&'!$3-2!2=%2!
(&I30H%2(3&!3&!%!-(&)9,.!8-,05I0(,&'97!M,J-(2,>!

!
!

*++,--!23!103)0%H!/&I30H%2(3&!
!
J8-!.-G-3125-$0!19!#!,4$:3-!=-@,40-!1$!-#&3'!/133-:-!2&1:&#5,;!#,!,%::-,0-.!#@1G-;!
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Appendices - Page 122 of 340



! **!

/1$,0&%/0-.!1$!V155%$40'!V133-:-!/#52%,-,!01!2&1G4.-!&-#.'!#//-,,!01!-$1%:8!
-#&3'!/133-:-!1221&0%$404-,!08#0!,0%.-$0,!08-&-!=-&-!#@3-!01!/1523-0-!#!84:8!,/8113!
.42315#!#$.!#$!+,,1/4#0-K,!L-:&--!4$!94G-!'-#&,!19!84:8!,/8113>!
!
V1$,0&%/04$:!$-=!84:8!,/8113,!1$!08-!/#52%,-,!19!7#4$-K,!V155%$40'!V133-:-!
,',0-5!4,!#351,0!/-&0#4$3'!%$9-#,4@3-;!@%0!-991&0,!01!-P2#$.!#//-,,!01!-#&3'!/133-:-!
1221&0%$404-,!91&!#33!,0%.-$0,!=433!4$G#&4#@3'!&-,%30!4$!,0%.-$0,!3-#G4$:!84:8!,/8113!
=408!5%30423-!/133-:-!/&-.40,>!A0%.-$0,!=81!#&-!2#&0!19!08-!H3-#,#$0!A0&--0!+/#.-5'!
-#&3'!/133-:-!2&1:&#5!4$!_1&0!a-$0;!91&!-P#523-;!=433!%3045#0-3'!:&#.%#0-!9&15!_1&0!
a-$0!84:8!,/8113!=408!#!'-#&!1&!51&-!19!/133-:-!/&-.40>!!!
!
71G4$:!91&=#&.;!08-!J#,6!_1&/-!=433!5#6-!40!#!012!2&41&40'!01!4$G-,04:#0-!=#',!08#0!
-P2#$.4$:!08-!$%5@-&!19!.%#3</&-.40!/1%&,-,!#$.!=1&64$:!=408!7#4$-K,!4$,040%041$,!
19!84:8-&!-.%/#041$!01!@-00-&!#34:$!/1%&,-=1&6!#$.!/&-.40!0&#$,9-&,!/1%3.!5#6-!08-!
94G-<'-#&!84:8!,/8113!#!&-#340'!4$!-G-&'!84:8!,/8113!4$!7#4$->!
!
C$!/1$/3%,41$;!08-!J#,6!_1&/-!4,!23-#,-.!01!,%@540!084,!&-21&0;!@%0!=4,8-,!01!
-528#,4e-!1$/-!#:#4$!08#0!-#&3'!/133-:-!2&1:&#554$:!4,!#!/1523-P!4,,%-;!1&!&#08-&!#!
/1523-P!,-&4-,!19!4$0-&31/64$:!4,,%-,;!#$.!08#0!#!:&-#0!.-#3!19!/1$04$%-.!=1&6!$--.,!
01!@-!.1$-!49!08-!,0#0-!4,!01!5#6-!,4:$494/#$0!2&1:&-,,!4$!-P2#$.4$:!#//-,,!01!08-,-!
1221&0%$404-,>!J8-!J#,6!_1&/-!&-5#4$,!/155400-.!01!08-!4,,%-!19!-#&3'!/133-:-!
2&1:&#554$:;!#$.!3116,!91&=#&.!01!08-!=1&6!#8-#.>!
!
!
D//>!K,I,0,&+,-!
!
@()$*+%#(+"(#-$(5&"9&":1(+,(3"9()$6+''$"93#&+"1(,+%(#-$(D$;&/$%<(+,()$'$9&3;(E+;;$:$(

E+B%1$1>!D_-@>!())EF!H&-,-$0-.!01!08-!"14$0!A0#$.4$:!V155400--!1$![.%/#041$!
#$.!V%30%&-!+99#4&,!19!08-!7#4$-!]-:4,3#0%&-;!9&15!
8002Igg===>5#4$->:1Gg-.%/#041$g.42315#g&-5-.4#3&-21&0>2.9>!

!
V#&$-G#3-;!+>H>;!A5408;!c>!i!A0&183;!">;!B-1&:-01=$!T$4G-&,40'!V-$0-&!1$![.%/#041$!

#$.!08-!X1&691&/->!D"%$-!()*)F!A$;*(F3"#$9G(=%+H$6#&+"1(+,(I+J1(3"9(
79B63#&+"()$KB&%$'$"#1(2-%+B:-(LMNO;!9&15!
8002Igg===N>:-1&:-01=$>-.%g:&#.g:224g824g/-=g2.9,gA0#0-<
]-G-3+$#3',4,<=-@>2.9>!

!
73%;<(=+1#>?$6+"93%<(79B63#&+"(P**+%#B"&#&$1(?B%/$<()$1B;#1(?B''3%<>!Dc1G>!()**F!

H&-,-$0-.!01!08-!B1G-&$1&K,!J#,6!_1&/-!1$![P2#$.4$:![#&3'!H1,0<A-/1$.#&'!
+//-,,;!9&15!8002Igg===>5#4$->:1Gg-.%/#041$g-#&3'/133-:-g&-,%30,>2.9>!

!
]-H#:-;!B1G>!H#%3!?>!D"%3'!(E;!()**F!78$6B#&/$(P%9$%G(@"(P%9$%(71#3J;&1-&":(#-$(

.+/$%"+%01(2314(5+%6$(+"(78*3"9&":(73%;<(=+1#>?$6+"93%<(@66$11(,+%(A&:-(
?6-++;(?#B9$"#1(&"(C3&"$;!9&15!
8002Igg===>5#4$->:1Gg0113,g=8#0,$-=g4$.-P>282j0124/kB1Gl[P-/%04G-lS&
.-&,i4.k(MMOM*iGk#&04/3-()**>!

Appendices - Page 123 of 340

http://www.maine.gov/education/diploma/remedialreport.pdf
http://www9.georgetown.edu/grad/gppi/hpi/cew/pdfs/State-LevelAnalysis-web.pdf
http://www9.georgetown.edu/grad/gppi/hpi/cew/pdfs/State-LevelAnalysis-web.pdf
http://www.maine.gov/education/earlycollege/results.pdf
http://www.maine.gov/tools/whatsnew/index.php?topic=Gov_Executive_Orders&id=277671&v=article2011
http://www.maine.gov/tools/whatsnew/index.php?topic=Gov_Executive_Orders&id=277671&v=article2011


! *(!

!
7#4$-!L-G-3125-$0!_1%$.#041$>!DL-/>!()*)F!C34&":(C3&"$(F+%4G(2-$()+;$(+,(

C3&"$01(=BJ;&6(Q"&/$%1&#<(?<1#$'>!H&-2#&-.!91&!08-!7#4$-!A0#0-!V8#5@-&!19!
V155-&/->!

!
740/8-33!C$,040%0->!D"#$>!())EF!73%;<(E+;;$:$(&"(C3&"$G(78*3"9&":(P**+%#B"&#&$1;!9&15!

8002Igg===>540/8-334$,040%0->1&:g2.9,g7C[Vl_4$#3>2.9>!
!
740/8-33!C$,040%0->!D7#&/8!()**F!73%;<(E+;;$:$(=+;&6&$1(3"9(=3%#&6&*3#&+"(3#(C3&"$(

A&:-(?6-++;1;!9&15!
8002Igg===>540/8-334$,040%0->1&:g2.9,g[#&3'V133-:-l7#4$-Q4:8A/8113,l()*
*>2.9!!

!
740/8-33!C$,040%0->!DA-20>!()*)F!@"(79B63#$9(F+%4,+%6$(,+%(3(LN1#(E$"#B%<(76+"+'<G(

=BJ;&6(=+;&6<(P**+%#B"&#&$1(,+%(A&:-$%(79B63#&+"(&"(C3&"$>!H&-2#&-.!91&!08-!
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Information Regarding the Impact on the School Accountability Index 
Of the Transition to Smarter Balanced Assessments 

 

 Provide additional details on how the transition to assessments based on college- and career-ready 
standards will affect the School Accountability Index (SAI). See 2.A.i.a. 

o There is one year remaining in the NECAP testing program. In this system, 
students are assessed at the beginning of the school year and results are used 
to determine accountability status for the prior year. This means that the 
performance of 4th grade students measured in the fall is actually used to 
determine the status of that school’s 3rd grade performance for accountability 
purposes. 

o When the Smarter Balanced Assessment Consortium assessment is given in 
the spring of 2015, the results will be used to determine the accountability 
status for students in the same year they were tested. In other words the 
performance of 7th grade students will be used to determine the accountability 
for that’s school’s 7th grade. 

o Because technically in the current system there is no test that determines the 
performance of 8th grade students at the end of 8th grade, during the first year 
of SBAC implementation, 8th grade will be factored into the school’s SAI. The 
state wants to make sure there are two consecutive years of 8th grade student 
performance (as per the School Accountability Index calculation). Student 
performance in grades 3-7 and 11 will still be used during the first year of 
SBAC, however. 

o During the transition period to the SBAC, the state will convene a panel of 
technical advisors who will review the results of the SBAC assessments along 
with the results of the first two years under the new accountability system to 
review Maine’s SAI, gap index, and other accountability decision-tree 
determinations to ensure that the system is indeed identifying and supporting 
schools with the overall poorest performance and within-school achievement 
gaps. 
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Self-Assessment Tool 
for Secondary Learning

An Internationally Benchmarked

GLOBAL BEST PRACTICES
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Global Best Practices: An Internationally Benchmarked Self-Assessment Tool 

for Secondary Learning is a practical, action-oriented tool for teachers, 

school administrators, superintendents, school boards, parents, and other 

members of a school community. The tool grew out of a recognition that 

national borders no longer define the knowledge, skills, and habits of mind 

that students need for success, and that New England’s high schools may 

need assistance reviewing learning standards, organizational structures, 

leadership models, teaching strategies, professional development, and 

student outcomes in relation to research on high-performing educational 

systems and practices. Global Best Practices is a first step toward defining, in 

detail, the characteristics of effective 21st century education and applying 

them to the creation of new models of teaching, learning, and leading in 

today’s high schools.

This tool distills some common characteristics of high-performing schools 

in the United States and abroad, and presents them in a concise, user-

friendly format. Rather than give school leaders and teachers a simple 

list of recommendations, the tool offers a practical, step-by-step process 

that schools can use to assess their relative performance in key areas and 

shape their school-improvement plans. Global Best Practices is intended to 

make this important research more accessible and useful to the schools and 

educators of New England.

Global Best Practices will be revised and updated as new research and 

strategies emerge, and as we receive feedback from practitioners who are using 

the tool in their schools. If you have recommendations for strengthening this 

resource, we strongly encourage your to submit suggestions to gbpfeedback@

newenglandssc.org.

ABOUT THIS TOOL
STRANDS + DIMENSIONS
Global Best Practices is organized into three main strands, each with its own 

subsections, or dimensions. The strands identify broad areas of focus that every 

school community should address in its improvement work, while the numbered 

dimensions are intended to guide in-depth investigations into specific issues 

or strategies. Each dimension includes comprehensive descriptions that define 

the concept being explored, as well as a selection of sample strategies and 

evidence to provide relevant examples of specific policies, practices, and 

outcomes that schools can consider and reflect on.

TEACHING + LEARNING
1.1 Equity
1.2 Personalization + Relevance
1.3 Academic Expectations
1.4 Standards-Based Education
1.5 Assessment Practices
1.6 International + Multicultural Learning
1.7 Technology Integration
1.8 Learning Communities 

ORGANIZATIONAL DESIGN
2.1 Vision, Mission + Action Plan
2.2 School Culture
2.3 Multiple Pathways
2.4 Transitions
2.5 Interventions + Support
2.6 Time + Space
2.7 Data Systems + Applications
2.8 Continual Improvement 

SCHOOL LEADERSHIP
3.1 Teacher Recruitment + Retention
3.2 Administrative Leadership
3.3 Shared Leadership
3.4 Moral Courage
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2

Global Best Practices is a comprehensive tool designed 

to equip schools with a thoughtful process for in-

depth professional and institutional self-reflection. 

While schools are encouraged to work through all 

twenty dimensions in this resource, it is not necessary 

to tackle the entire process all at once. Schools 

may choose a particular strand—such as Teaching + 

Learning, for example—or a selection of dimensions 

relevant to their action plan, and then work through 

these sections first. The process can also be broken 

up over multiple months, semesters, or years. The most 

important thing is that schools use this document in 

ways that work best for them—there is no “right” or 

“wrong” way to use this tool.

The pages that follow are intentionally structured to 

be simple, straightforward, and easy to follow. Each 

numbered dimension offers a detailed profile of a 

foundational concept or strategy, and a four-step 

process schools can follow to investigate and reflect on 

their performance in a particular area. The instructions 

here will walk your school through the four steps.

STEP 1 >> 
READ THE PERFORMANCE DESCRIPTIONS

In Step 1, schools review descriptions of the three 

performance levels. Keep in mind that these 

performance levels are merely concise profiles of high 

schools at various stages of a school-improvement 

process. Your school may closely resemble one 

of the descriptions (or it may not), or it could be 

implementing different elements of all three levels. 

The purpose of this step is not to force your school 

into any one category, but to provoke thoughtful, self-

reflective faculty discussions about where your school 

is on a school-improvement continuum. At this time, the 

educators engaged in the self-assessment can pose 

questions to one another, take notes, and identify 

data, documents, or other resources that should be 

consulted to provide a more detailed picture of what 

your school is or is not doing in the dimension.

STEP 2 >> 
RECORD PERFORMANCE STRATEGIES

In Step 2, schools are provided a list of sample research-

based strategies for school improvement. In some 

cases, your school may already be implementing one 

or more of the sample strategies; in others, none of the 

strategies will apply. The list is intended to give schools 

a sense of the kinds of organizational or instructional 

practices that are aligned with the dimension and help 

to explain it in greater detail. These examples offer a 

range of potential strategies schools might consider if 

it is determined that work needs to be undertaken in 

a particular area. Once the list has been reviewed 

and discussed (either in multiple small groups or as 

a large group), schools record the specific strategies 

being implemented in their school to improve student 

outcomes, instructional quality, or organizational 

effectiveness in the dimension. We recommend that 

schools describe the major features of a strategy (i.e., 

what makes it effective) when recording it during Step 

2. If the space provided is insufficient, schools can 

record their strategies on a separate sheet of paper.
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HOW TO USE THIS TOOL
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STEP 3 >>  
RECORD PERFORMANCE EVIDENCE

In Step 3, schools review a list of sample evidence that 

illustrates the kind of data or outcomes schools should look 

for to determine if school-improvement strategies have had 

a positive impact on student performance or the school 

itself. It is not enough to have implemented a strategy; 

schools need to know how strategies are impacting 

students. Again, your school may already be seeing the 

kinds of results reflected in the list or it may not—the 

examples are merely intended to give schools a general 

sense of the types of evidence, whether quantitative or 

qualitative, they might want to consider or investigate 

to assess progress in the dimension. It is important that 

schools strive to record only objective, empirical data and 

evidence, not subjective perceptions or wishful thinking. If, 

for example, the sample evidence refers to student surveys, 

and your school has not conducted student surveys, 

participating educators should not fill in the blank space 

with what they may believe to be the case. Anecdotal 

evidence may be sufficient if confirmed by multiple 

individuals and supported by several specific examples. 

If your school does not have any concrete evidence of 

performance or progress in the dimension, then the next 

step may be a collective decision to consider collecting 

and tracking relevant data. The goal of this step is to 

determine what your school already knows—or needs to 

find out—about your performance in a given area.

STEP 4 >>   
SCORE YOUR SCHOOL

In Step 4, schools reflect on the performance 

descriptions, strategies, and evidence they have 

reviewed and discussed, and then place themselves 

on the continuum of school improvement described 

in the dimension. The score recorded for your school 

should reflect a collective consensus that has resulted 

from an open, honest, and frank discussion. One 

option is to bring together a representative cross-

section of school staff and ask them to complete a 

self-assessment individually. After all the scores are 

compiled, determine the mean score and discuss, as a 

group, why different individuals came up with different 

scores. Keep in mind that a self-assessment score is not 

a perfect measure of performance in the dimension, but 

only a useful guide when engaging in the substantive 

work of school improvement. If you determine that 

your school is on the lower end of the continuum, don’t 

be disheartened—a low score should not be seen 

as evidence of failure or a cause for blame, just as 

a higher score should not become an excuse to rest 

on your laurels and stop learning and growing as a 

community of professionals.
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A FEW THINGS TO KEEP IN MIND

1
This tool does not provide an exhaustive 

list of performance evidence or strategies, 

and the descriptions are only intended to 

be representative, not all-inclusive. Many 

examples of effective teaching and learning are not 

represented in these pages—not because they are 

unimportant, but because of the limitations of formatting 

and page space.

2
The sections and dimensions in this tool 

focus attention on a selection of important 

concepts and high-impact areas to provide 

schools with a logical structure and process to 

follow. Obviously, real schools are not neatly organized 

into clear categories, educational research is unable 

to take every influence and factor into account, and 

systemic school-improvement never unfolds according 

to a perfectly charted step-by-step process. Schools 

are complex, interdependent learning communities 

with unique qualities and characteristics, strengths and 

weaknesses, teachers and students—which means that 

no tool or process, no matter how well devised, will be 

able to anticipate or address every need.

3
Global Best Practices is a research-based 

tool that is guided by an unwavering belief 

in educational equity—giving every student 

a fair chance to succeed in life. The tool 

assumes that every graduate should leave high school 

equipped with the knowledge, skills, and habits of mind 

needed to succeed in a four-year postsecondary-degree 

program and in the globally competitive careers of the 

21st century. By proceeding on this assumption, the 

Consortium is not advocating that students be forced 

to attend college or that enrolling in college is the best 

choice for every student. Rather, we are advocating 

that secondary schools apply universally high standards 

and expectations regardless of a student’s background 

or professed aspirations. Since few adolescents know 

what they want to do with their lives, and few adults, 

for that matter, can confidently say that they knew their 

educational and career path at the age of fourteen, 

it is our belief that high schools should endeavor to 

expand life opportunities for students, not foreclose on 

them prematurely.

4
While many educators and policy makers have 
recently begun emphasizing the importance 
of international benchmarking, there is 
still no consensus on the precise definition 

of this term or how international benchmarking can 
be effectively conducted in high schools. In this tool, 
both domestic and international research studies 
were considered, and the descriptions and strategies 
presented in these pages are an attempt to distill the 
most relevant findings. Instead of simply importing 
international research with little thought given to the 
particular characteristics of American schools, we have 
made efforts to translate this research in ways that 
will be familiar to American educators. Just as a literal 
translation of a foreign-language text will produce a 
clunky, unreadable document, we have endeavored 
to convert research findings into logical guidance that 
is appropriate to American educational contexts. And 
given the vagaries of cultural context, educational 
research conducted in the United States will be the most 
relevant to American schools. For more information 
about the research that informs this tool, consult the 
Global Best Practices literature review.
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TEACHING + LEARNING 5 4 3 2 1 NA

1.1 Equity

1.2 Personalization + Relevance

1.3 Academic Expectations

1.4 Standards-Based Education

1.5 Assessment Practices

1.6 International + Multicultural Learning

1.7 Technology Integration

1.8 Learning Communities

ORGANIZATIONAL DESIGN 5 4 3 2 1 NA

2.1 Vision, Mission + Action Plan

2.2 School Culture

2.3 Multiple Pathways

2.4 Transitions

2.5 Interventions + Support

2.6 Time + Space

2.7 Data Systems + Applications

2.8 Continual Improvement

SCHOOL LEADERSHIP 5 4 3 2 1 NA

3.1 Teacher Recruitment + Retention

3.2 Administrative Leadership

3.3 Shared Leadership

3.4 Moral Courage

LOWER PRIORITY HIGHER PRIORITY

Once your school has completed a section or worked through all twenty 

of the individual self-assessments, you can use the priority guide on this 

page to help determine school-improvement priorities and next steps. The 

guide is merely a graphical aid that will give schools a visual overview 

of how each individual self-assessment was scored, which can be helpful 

in determining priorities—if a school scores lower in one dimension than 

another, it may indicate a weakness or need that should be addressed. 

The scoring scale used throughout this tool is not an absolute measure 

of performance, and school leaders must be thoughtful and judicious 

when determining school priorities as they consider numerous contextual, 

political, financial, and personal factors that extend well beyond the 

purview of this tool.

USING THE PRIORITY GUIDE
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING

1.1 EQUITY
6

1 INITIATING

Academic, social, and aspirational inequities across the 
student body may have been identified, but no formal 
or strategic actions have been undertaken to address 
them. Underperforming students (defined as performing 
below grade level) typically fail to catch up to their peers, 
and school data indicate that these students generally 
come from economically, socially, or educationally 
disadvantaged backgrounds. The school’s courses, 
curricula, and instruction do not promote common high 
expectations for all students. The academic program 
is a complex hierarchy of tiered tracks and teachers 
are not trained in classroom differentiation or other 
personalization strategies. Student performance 
and behavioral data are collected and reviewed at 
the school level, but individual and student-subgroup 
data are not disaggregated or analyzed. While all 
students have access to enriching school activities and 
co-curricular programs, actual participation patterns 
reveal that disadvantaged students participate at 
significantly lower rates. Some staff members, parents, 
and community members display considerable 
resistance to adopting strategies that would promote 
a more equitable school structure.

3 DEVELOPING

Inequities across the student body are monitored 
regularly, at least annually. The school is beginning 
to use disaggregated data and formative assessments 
to identify individual student needs. The school 
offers some support opportunities to academically 
struggling students, but interventions are not systemic 
or integrated into regular courses. Some academic 
tracks have been eliminated, but barriers to accessing 
higher-level courses remain in place. A small number 
of staff, parents, and community members remain 
resistant to adopting strategies that promote greater 
equity. Participation in enriching school activities and 
co-curricular programs is relatively consistent across 
the student body, including those students who may 
have formerly been disengaged. Student voice and 
personalization are considered when programs are 
developed or refined. 

5 PERFORMING

The school community has embraced the belief that 
all students can succeed. Teachers actively promote 
positive self-images and high academic expectations 
for all students. Every student is enrolled in academically 
rigorous, college-preparatory courses, and the 
school does not offer “watered-down” or outdated 
courses that do not prepare students for success in 
college or modern careers. Classroom instruction 
goes beyond more traditional didactic practices to 
include personalized, student-centered strategies 
that engage and support diverse learning styles. 
Course expectations—including those for assignments, 
assessments, and grading—are explicit and public. 
A coherent system of performance monitoring and 
student interventions promotes academic acceleration 
(not traditional remediation) for both underperforming 
and high-performing students. A variety of academic 
options and graduation pathways provide opportunities 
for students to participate in the design of their own 
personalized educational experiences.
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7
STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

SAMPLE EVIDENCE

ƒ	 No significant achievement or aspiration gaps exist among 
students from different cultural, racial, ethnic, gender, 
socioeconomic, linguistic, or special-needs backgrounds.

ƒ	 Underperforming ninth-grade students are performing at or 
above grade level by the end of tenth grade.

ƒ	 Student participation in electives, higher-level courses, and 
co-curricular and extracurricular opportunities is consistent 
across all student subgroups.

ƒ	 College-enrollment rates are high, even among first-generation 
students from families with no college-going history.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Enroll all students in untracked, heterogeneously grouped classes, and train all teachers in differentiated 
instruction and the use of formative assessment to identify and meet individual learning needs.

ƒ	 Leverage additional school resources—whether human, financial, material, instructional, or experiential—to 
help overcome the disadvantages of social background for underperforming, at-risk, and minority students, 
including pairing the most effective and experienced teachers with the most underprivileged students.

ƒ	 Remove barriers (such as prerequisites) that might prevent or discourage students from taking more 
challenging courses (including Advance Placement or International Baccalaureate options) or meeting 
basic admission requirements for college prior to graduation.

ƒ	 Create a coherent system of interventions to ensure that struggling students receive the academic and 
personal support they need to not only perform at grade level, but also to succeed in higher-level courses 
(e.g., Advanced Placement, International Baccalaureate, dual enrollment, co-curricular activities).

ƒ	 Regularly communicate with all parents—particularly parents from low-income or other disadvantaged 
households—while proactively encouraging their participation in school governance, activities, and programs.

ƒ	 Establish a school-wide system for monitoring student performance and socialization issues, and have 
guidance counselors work closely with teachers to provide practical and timely college and career 
guidance to all students.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING8
1 INITIATING

Teachers use a limited repertoire of instructional 
strategies. Curriculum design and lesson planning 
reflect whole-group learning targets with little 
personalization or differentiation. The school is not 
organized to provide personalized learning or mitigate 
performance gaps, and teachers do not have timely 
access to data on individual student learning needs or 
progress. In-depth inquiry, student collaboration, and 
the application of real-world skills are absent from 
most courses and lessons.

3 DEVELOPING

The school’s vision and mission have been revised to 
reflect a school-wide commitment to serving all students. 
Teachers are actively learning about personalization 
and differentiation. Most teachers have received 
professional development and support for using 
formative assessments, new learning technologies, 
and student-centered strategies that can help identify 
student needs and increase academic personalization. 
Courses are still fairly traditional, classroom-based 
experiences, but teachers are beginning to use 
instructional practices proven to engage diverse types 
of learners. The school has implemented an advisory 
structure for students, but both students and teachers 
report that the time is not being used effectively.

5 PERFORMING

The faculty has made a bold public commitment to 
creating a student-centered culture and learning 
environment, and personalized instructional strategies 
designed to meet the intellectual, developmental, 
social, and emotional needs of every student reflect this 
commitment. Teachers regularly review student data to 
diagnose learning needs and improve instructional 
practice. The school has implemented systems (such as 
advisories) that help teachers get to know their students 
well. The school provides a variety of curriculum 
options, universal access to digital technologies, and 
multiple learning pathways both within and outside 
of the classroom. Students take a proactive role in 
designing their own education and planning for future 
learning. By using personal learning plans, portfolios, 
rubrics, online course-management tools, or other 
strategies, teachers help students manage their own 
educational experience. Teachers and school leaders 
regularly communicate with parents, encourage their 
involvement in the academic life of their children, 
and use Web-based tools to ensure that parents 
are knowledgeable about their children’s academic 
progress. Classroom instruction emphasizes real-
world concepts and applications, including hands-on 
learning, problem solving, research, technological 
literacy, and current national and international issues. 

1.2 PERSONALIZATION + RELEVANCE
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

9
SAMPLE STRATEGIES

ƒ	 Ensure that all courses, syllabi, lessons, and instructional strategies are developmentally appropriate and 
informed by educational and cognitive research.

ƒ	 Disaggregate and analyze multiple sources of data to determine the needs of individual students and 
student subgroups.

ƒ	 Engage all students in co-designing challenging, long-term projects that culminate in a public exhibition. 
(In addition to more traditional research and writing projects, these can include community-based learning, 
service learning, internships, and other alternative-learning options.) 

ƒ	 Conduct classroom observations on an ongoing basis and regularly analyze up-to-date information about 
the academic performance and socialization of individual students.

ƒ	 Provide professional development so all teachers can differentiate instruction and personalize learning.

ƒ	 Provide multiple pathways for students to meet learning standards, including extended learning opportunities 
(internships, community-based volunteerism, etc.), online courses, and dual enrollment experiences.

OUR STRATEGIES IN THIS DIMENSION

SAMPLE EVIDENCE

ƒ	 Student surveys and comments indicate a high degree of 
academic engagement, satisfaction with their teachers, and 
a strong desire to continue learning beyond high school.

ƒ	 A significant percentage of the student body participates 
in internships, volunteerism, and other community-based 
learning opportunities, and participation is consistent across 
all student subgroups.

ƒ	 Absences, expulsions, behavioral issues, and dropout rates 
are declining.

ƒ	 Course failures during the ninth and tenth grades have 
declined dramatically.

OUR EVIDENCE IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING10
5 PERFORMING

The administration and faculty have developed a 
common definition of academic rigor that is based 
on real-world learning needs, including research 
on the skills and knowledge needed to succeed in 
demanding postsecondary-degree programs and 
globally competitive modern careers. A concise set 
of academic objectives has been clearly articulated 
for every course and communicated to every student. 
Most units and lessons are thematic, cross-curricular, 
and explicitly address “21st century skills,” such as 
finding and organizing information to solve problems, 
planning and conducting long-term investigations, 
analyzing and synthesizing data, applying knowledge 
and skills in new situations, self-monitoring and self-
directing, communicating and writing well, and working 
independently and in teams. Students are given time 
to investigate ideas in depth, and all students are 
engaged in long-term projects, exhibitions, and other 
performance-based demonstrations of learning. 
A variety of instructional strategies allow students 
to learn at their own pace and in ways that work 
most effectively for them. Teachers utilize interactive 
instructional techniques and regularly collaborate on 
intensive projects.

3 DEVELOPING

The lowest academic tracks have been eliminated, 
and most students are enrolled in college-preparatory 
courses. Prerequisites for higher-level courses—
including honors, Advanced Placement, International 
Baccalaureate, and dual-enrollment courses—have 
been removed so that any motivated student can access 
challenging learning experiences regardless of past 
academic performance. School leaders and teachers 
have reviewed the academic program and eliminated 
outdated or nonessential courses. Some teachers are 
collaborating to develop interdisciplinary courses that 
explore concepts from multiple perspectives, but these 
opportunities are not accessible to all students. Student 
data are analyzed to identify underachieving students, 
and teachers are investigating and using intervention 
strategies focused on learning acceleration (not 
remediation), but these support strategies are not yet 
integrated into regular courses and coursework.

1 INITIATING

Students are often engaged in time-consuming, lower-
skill activities that add relatively little tangible academic 
value to the school day. Course-enrollment patterns 
reveal that low-achieving students from disadvantaged 
households tend to be enrolled in less-challenging 
courses that are taught by new or less-qualified teachers. 
Most classroom-based assessments rely on multiple-
choice questions that measure only content knowledge 
and basic skills. Teachers infrequently engage students 
in long-term projects, complex problem solving, and 
other tasks that require the application of knowledge 
and higher-level reasoning skills. Remedial courses 
deliver less-rigorous instruction at a slower pace, and 
underperforming students are not always given the 
additional time they need to catch up to their peers. 
Special-education students are often separated from 
their peers, and the stigma associated with this label 
tends to reinforce negative self-images of academic or 
personal potential.

1.3 ACADEMIC EXPECTATIONS
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

11
SAMPLE EVIDENCE

ƒ	 Scores on standardized tests and local assessments are 
rising, particularly among traditionally underperforming 
student subgroups.

ƒ	 The number of first-generation and low-income students 
enrolling in and completing postsecondary-degree programs 
has increased dramatically, and the percentage of graduates 
needing remedial coursework in college has decreased.

ƒ	 A high percentage of students graduate with a strong set of 
demonstrated academic and real-world skills, as evidenced 
by college acceptances, scholarships, travel plans, grant 
awards, community-service awards, internship offers, or other 
recognitions and opportunities that are a direct extension of 
their high school work.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Ensure that course sequences are based on developmental learning progressions and are aligned across 
grades to eliminate content gaps and repetitions.

ƒ	 Engage all students in intensive, long-term, in-depth lessons and projects, rather than content review or 
extended text-based activities.

ƒ	 Treat all students as if they are college-bound: require every student to take a nationally recognized 
college-entrance exam (SAT, ACT), apply to at least one postsecondary-degree program, and complete 
the Common Application for Undergraduate Admission and the Free Application for Federal Student Aid.

ƒ	 Offer a college-planning program for parents that begins in the ninth grade, especially for parents from 
disadvantaged households, and provide a variety of workshops, materials, and assistance strategies to 
ensure these families have the information and practical guidance they need to encourage, support, and 
finance their children’s postsecondary education.

ƒ	 Engage community mentors and local experts to support students working on intensive, long-term projects.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING12
5 PERFORMING

The school has publicly committed to becoming a true 
standards-based learning community, and graduation 
policy has been modified to require all students to 
demonstrate mastery of learning standards and 
high levels of college and career readiness before 
receiving a diploma. The faculty has prioritized 
learning standards in every content area so that the 
most essential content, skills, and habits of mind are 
covered in depth before teachers move on to additional 
material and standards. Multiple assessments are used 
to determine that students have mastered what they 
have been taught, and underperforming students are 
provided with additional instructional time, academic 
support, and alternative learning options to ensure that 
they are able to learn and demonstrate achievement in 
ways that work best for them. All teachers use common 
scoring guides that provide detailed descriptions of 
required learning proficiencies at each developmental 
stage and expected level of performance.

3 DEVELOPING

School-wide curricula and instruction have been 
aligned with common learning standards, but this 
effort has not been systematic or systemic. District 
and school leaders have engaged in conversations 
about adopting a true standards-based system, and 
the principal and teacher-leaders have visited schools 
that are using effective standards-based practices. 
Teachers are employing multiple formative assessment 
strategies in the classroom, and academic support is 
being provided to ensure that struggling students have 
learned material before they move on to the next 
lesson. Some departments have developed common 
rubrics to enhance the consistency of grading and 
reporting, but this practice has not been embraced 
by all teachers or institutionalized school-wide. In 
some cases, learning expectations remain unclear and 
many students are still unaware of their own learning 
strengths and weaknesses or which learning standards 
teachers are addressing.

1 INITIATING

Some efforts have been made to align coursework with 
career and college-ready learning standards, but in 
practice many teachers continue to use lessons that are 
unaligned or outdated. The school uses a standardized 
credit system based on seat time, letter grades, 
number averaging, and other traditional practices to 
measure academic progress and determine readiness 
for graduation. There is a great deal of variation 
from classroom to classroom in grading practices and 
standards. Students are often unaware of learning 
expectations for courses and lessons, and they rarely 
receive descriptive feedback on assignments. High-
stakes external assessments often unilaterally drive 
instruction and lesson design.

1.4 STANDARDS-BASED EDUCATION
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

13
SAMPLE EVIDENCE

ƒ	 Student scores on standardized tests and assessments are rising, 
particularly among traditionally underperforming subgroups.

ƒ	 There are no significant performance gaps among 
students from different socioeconomic, cultural, or special-
needs backgrounds.

ƒ	 College-remediation rates among recent graduates are low 
and college-persistence rates are high or rising.

ƒ	 Nearly all students are performing at or above grade level 
by the end of tenth grade.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Use curriculum mapping to align coursework not only with state standards, but also with companion 
standards that address local needs, regional issues, college readiness, and preparation for globally 
competitive 21st century careers. Make completed curriculum maps and other course materials 
accessible online.

ƒ	 Develop a communication strategy and related materials that clearly describe the advantages and details 
of your standards-based system for prospective students, parents, colleges, and employers.

ƒ	 Engage the entire faculty in collaboratively creating common rubrics and assessments that promote 
greater coherence and comparability across grade levels and course curricula.

ƒ	 Require teachers to use the same reporting processes and online student-information system to centralize 
and streamline grading and reporting.

ƒ	 Utilize thematic, interdisciplinary instruction built around long-term investigative projects that require 
students to apply knowledge and solve complex, real-world problems.

ƒ	 Ensure that your school’s standards-based reporting system can be readily translated to meet standard 
college-application requirements, including a GPA-conversion formula and materials that explain the 
standards-based reporting system to admissions personnel.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING14
5 PERFORMING

The teaching faculty has embraced assessment as 
a critical component of the learning process. The 
school has created a coherent system of varied, 
curriculum-embedded assessments that are aligned 
with standards and designed to capture a broad 
range of student learning. Teachers have received 
training in using assessments to identify and respond 
to student learning needs and are skilled in the use of 
diagnostic assessment. Formative, performance-based 
assessment strategies are used in every classroom 
throughout the school year to identify emerging 
student needs so that teachers can modify instruction 
and coordinate support before students fall behind. 
Performance assessments and demonstrations of 
learning are challenging, relevant, and model real-life 
situations and applications. Learning expectations are 
clearly communicated to all students at the beginning 
of courses and lessons, and students understand the 
assessment methods used by teachers. Teachers 
provide specific, detailed, and timely oral and written 
feedback to students on their learning strengths and 
weaknesses. Students are provided with differentiated 
assessment opportunities, where appropriate, so that 
they have ample opportunity to exhibit learning using 
multiple approaches. Equitable assessment practices 
ensure that all students have the time, resources, and 
support they need to demonstrate proficiency.

3 DEVELOPING

More teachers are employing multiple assessment 
strategies in the classroom, but these practices 
are unevenly applied across the school and only 
occasionally result in personalized instructional 
modifications. Faculties are supported in increasing their 
understanding of assessment design and in matching 
assessments to specified learning goals. The school has 
started using more innovative assessment strategies—
including exhibitions and portfolios—but many student 
projects display a lack of academic rigor, sophistication, 
or intellectual curiosity. The school has provided a few 
professional development opportunities to improve 
faculty understanding of effective assessment design 
and how assessment strategies can also be a learning 
tool for teachers and students. Assessment data is 
being reviewed and analyzed sporadically to inform 
instructional practices.

1 INITIATING

The school primarily uses a “one-size-fits-all” approach 
to assessment, and most assessments employ fixed-
response, selected-response, and multiple-choice 
questions that primarily measure recall. The assessment 
literacy of teachers is limited, and many are unaware 
of research-based assessment strategies or the impact 
that varied assessment strategies can have on student 
learning. When students struggle to demonstrate 
what they have learned, assessment practices seldom 
change when students are retested. Teacher feedback 
often lacks clear guidance that will help students 
recognize learning needs and progress toward 
proficiency. Student learning is assessed infrequently, 
and assessment data are rarely used to modify 
instructional strategies.

1.5 ASSESSMENT PRACTICES
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

15
SAMPLE EVIDENCE

ƒ	 The administrative team and faculty can cite critical 
student-performance data by content area, grade level, 
and student subgroup.

ƒ	 There are no significant performance gaps among 
students from different socioeconomic, cultural, or special-
needs backgrounds.

ƒ	 Student exhibitions evidence high levels of creativity, 
innovation, intellectual sophistication, and applied skills.

ƒ	 Parents—particularly those from first-generation, low-income, 
and other disadvantaged households—are informed about 
their child’s academic progress, understand the standards and 
methods of assessing mastery of standards, and are engaged 
in helping their children succeed academically.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Employ multiple assessment strategies and sources of evidence throughout the school year, including 
performance-based assessments, selected and constructed responses, questioning strategies, teacher 
observation, personal communication, self-assessments, student portfolios (including Web-based portfolios), 
and public exhibitions of student work. Based on these assessments, teachers provide meaningful, 
actionable feedback to students.

ƒ	 Ensure that formative and summative performance-based assessments utilize open-ended questions and 
multi-step problem solving that require students to analyze problems, apply knowledge, think critically, and 
write extensively. 

ƒ	 Design assessment instruments and tasks so that all students have the opportunity to demonstrate 
proficiency, including English-language learners and students with special needs.

ƒ	 Evaluate assessments to prioritize depth over breadth and determine if assessments are designed to show 
how students have mastered essential knowledge, skills, and habits of mind.

ƒ	 Create opportunities for individual faculty members and professional learning groups to research proven 
assessment strategies, share best practices, and integrate them into practice.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING16
5 PERFORMING

Enhancing student understanding of international 
issues and world cultures is not only an explicitly stated 
goal of the school, but school leaders and staff have 
made a concerted effort to incorporate international 
knowledge, cultural diversity, and global values into 
all programs and learning opportunities. Students 
have access to a variety of world-language learning 
options and experiences. International issues and 
perspectives are emphasized across the content 
areas and embedded in the curriculum and learning 
materials, particularly in world history, geography, 
anthropology, literature, art, culture, economics, 
politics, and current-event lessons. Humanities, history, 
and social studies courses go beyond “flags, fun, food, 
and festivals” to explore the global interconnectedness 
and interdependence of societies, cultures, and 
economies. Learning opportunities designed to foster 
a greater understanding of diverse cultures and belief 
systems are integrated into the school day and into co-
curricular programs. Students, parents, and staff who 
are members of immigrant or minority groups are seen 
as valued community resources and are often called 
upon to share their expertise and experiences.

3 DEVELOPING

School leaders and teachers recognize the importance 
of exposing students to global issues and perspectives, 
and the school’s action plan outlines specific objectives 
for expanding international-learning opportunities 
for students. The school has added new world-
language courses and is working to forge partnerships 
with regional high schools and local colleges to 
enhance world-language opportunities. The school 
offers programs designed to increase multicultural 
understanding among staff and students, but these 
opportunities are often elective, offered after normal 
school hours, or unconnected to curriculum and 
instruction. Teachers make efforts to recognize and 
honor the cultural diversity of their students, and 
lessons are often modified to include material relevant 
to the social and cultural backgrounds represented in 
the class. ELL students, immigrant families, well-traveled 
students, and leaders of local cultural institutions are 
occasionally invited to present their experiences in 
classes. Students increasingly participate in exchange 
programs, travel-abroad opportunities, volunteerism, 
internships, leadership programs, and other 
opportunities that expose them to different societies 
and cultures.

1 INITIATING

Some teachers rely on outdated textbooks and 
learning materials that primarily espouse an American 
or Eurocentric point of view. The school only offers 
instruction in one or two European languages, and 
there are no alternative options for students interested 
in learning other world languages. History and social 
science courses focus primarily on the American 
experience and rarely explore the emerging global 
interconnectedness of societies and cultures. The 
school’s vision and mission do not address international 
learning or multicultural awareness. Students and 
teachers have reported incidences of racial, ethnic, 
and religious slurs being used during or outside of 
school. English-language learners spend most of the 
day in separate classes, and students, parents, and 
community members from other countries are rarely 
invited to share their backgrounds and experiences 
with students.

1.6 INTERNATIONAL + MULTICULTURAL LEARNING
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES
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SAMPLE EVIDENCE

ƒ	 The number of students enrolling in and passing non-
traditional Advanced Placement world-language courses 
(e.g., Chinese, Japanese, Hebrew, and Arabic) has increased.

ƒ	 The engagement, performance, and co-curricular 
participation of the school’s English-language learners 
have increased significantly, as has participation in school 
activities among immigrant or minority families.

ƒ	 There is no evidence of student violence, bullying, or 
behavioral issues stemming from racial, ethnic, cultural, or 
socioeconomic differences among students.

ƒ	 Student coursework and assessments demonstrate a strong 
understanding of local, national, and global issues.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Recognize culturally important themes and events, particularly those that reflect the diversity and interests 
of the student body.

ƒ	 Increase world-language course offerings, and coordinate with other schools, colleges, or cultural 
institutions in the region to share world-language educators and resources, or to provide online and 
distance-learning courses in languages for which a full-time hire may be impractical or infeasible.

ƒ	 Emphasize challenging issues with global ramifications in science courses, such as climate change, 
biodiversity and ecosystem loss, fisheries depletion, deforestation, and food and water shortages.

ƒ	 Make use of visiting lecturers, service-learning projects, sister-school programs, student and faculty 
exchange programs, and virtual exchange programs to expose students to different cultures, increase 
multicultural understanding among students, and internationalize curriculum and instruction.

ƒ	 Ensure that courses and co-curricular programs address problems and challenges that result from racism, 
discrimination, ethnic conflict, and religious intolerance.

OUR STRATEGIES IN THIS DIMENSION
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STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING18
5 PERFORMING

Technology use across the school is transformative, 
changing the way that teachers teach and students 
learn. The school is a one-to-one learning environment, 
and each student has a laptop computer that can 
be used throughout the school day and after school 
hours. Student learning extends beyond the classroom 
to include real-world tasks or communication with 
experts outside of the school. Teachers take advantage 
of course-management software, a common student-
information system, open-source applications, and other 
digital tools to facilitate the planning, organization, 
and communication within and across courses. The 
faculty consciously promotes and models digital 
citizenship and online responsibility, including respect 
for intellectual property, appropriate documentation 
of online sources, and ethical conduct and safety in 
online social interactions. Learning technologies and 
online resources are used on a daily basis in most 
courses, and every teacher has developed strategies to 
effectively integrate digital tools into their pedagogy. 
Technology is used to engage students in sophisticated 
knowledge construction, complex problem solving, peer 
collaboration, and the virtual exploration of global 
issues, and every student is required to demonstrate a 
high level of technological literacy prior to graduation. 
A strategic, long-range technology plan takes into 
account emerging needs and increases technology 
resources over time.

3 DEVELOPING

The school has a computer lab equipped with new 
computers, a variety of learning software, and a full-
time learning-technology specialist, but an insufficient 
supply of computers, scheduling issues, and other minor 
problems limit teacher and student access to technology. 
Teachers are growing increasingly skilled in using 
digital tools and applications, but these practices are 
often limited to online researching, word processing, 
emailing, and other basic strategies. A few teachers 
in the school are highly skilled in using technology to 
increase student engagement and performance, but 
the school does not provide structured opportunities 
for advanced practitioners to model instruction or share 
best practices with their colleagues. Most students take 
at least one general course in digital and online literacy 
prior to graduation, but the school does not offer 
courses in practical technology skills—such as computer 
programming, digital photography, or graphic design—
and computer skills are only occasionally integrated 
into regular courses. A secure, stable network provides 
reliable connectivity throughout the school facility.

1 INITIATING

Access to computers and online resources is limited 
due to scheduling issues, and inadequate supply of 
computers, outdated hardware and software, or a lack 
of skilled technical support. The school is not wireless 
and persistent technical issues occasionally shut down 
or disable the network. The faculty does not use 
common online applications to plan, organize, and 
manage courses, or to track student data related to 
lessons, performance, and demographics. The school 
does not provide professional development in the 
use of new digital learning technologies, and some 
teachers remain uncomfortable using digital learning 
applications in the classroom. The school does not 
have a long-range technology plan.

1.7 TECHNOLOGY INTEGRATION
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

19
SAMPLE EVIDENCE

ƒ	 Student exhibitions display a sophisticated understanding of 
new learning technologies: e.g., students have created films, 
musical compositions, science experiments, and new software 
programs using digital tools.

ƒ	 Students regularly participate in technology-based projects 
outside of the classroom, including high-tech internships, 
online entrepreneurism, and technical-support services for 
the school community and local organizations.

ƒ	 Teachers have an in-depth understanding of student learning 
needs that would not have been possible without the aid of 
databases, online resources, and other digital applications 
that allow them to disaggregate data and communicate 
more effectively with students and parents.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Post all syllabi, assignments, and course materials online.

ƒ	 Require students to maintain online portfolios of their work and use course-management software to stay 
informed about their courses and to communicate electronically with teachers and peers.

ƒ	 Encourage teachers to create and publish online videos, podcasts, slideshows, blogs, and other digital 
resources that help students contextualize content, apply knowledge, and learn more effectively.

ƒ	 Use videoconferencing, chatting, social-networking sites, and other online communication technologies to 
create virtual-exchange experiences that expose students to experts and peers across the country and 
around the world.

ƒ	 Create and online “repository of best practices” to facilitate the sharing of professional literature, effective 
lessons, instructional materials, and teaching strategies across content areas and grade levels.

OUR STRATEGIES IN THIS DIMENSION
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STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING20
5 PERFORMING

Faculty interactions are characterized by the kind 
of collegiality, trust, and respect that result from 
strong personal relationships, professionalism, and 
mutual appreciation. Teachers regularly observe one 
another’s practice and provide constructive feedback 
that is based on a shared understanding of effective 
teaching, learning goals, and student needs. The 
faculty has developed a “shared language” for 
discussing instruction, assessment, and other critical 
elements of teaching and learning. All teachers are 
involved in consistent, group-based professional 
conversations that are well established, organized, 
skillfully facilitated, and goal-driven. Group agendas 
and conversations focus on addressing the specific 
tasks and strategies of student-centered, inquiry-
based teaching and assessment. Faculty meetings 
are characterized by enthusiasm, intellectual curiosity, 
and a sense of collective responsibility for improving 
student learning and outcomes, particularly among 
traditionally underperforming student subgroups.

3 DEVELOPING

Teacher interactions indicate that there is a growing 
sense of trust, appreciation, and mutual respect for 
one another’s contributions to the school community. 
Several teachers have been trained to facilitate 
professional sharing among teachers, and a 
significant percentage of the teaching faculty meets 
every month to discuss student work and instructional 
strategies. The administrative team has taken steps to 
stay informed about current research, analyze student 
data, distribute best-practice literature to the faculty, 
and support the ongoing professional learning of 
every teacher. Time for collaborative preparation 
and planning is provided to teachers during the 
school day, but this time is often unstructured, loosely 
facilitated, or unproductive in terms of improving 
classroom instruction across the school.

1 INITIATING

Teaching practice is largely individualistic and 
uninformed by current research, collegial feedback, 
formative assessments, or student data. Classroom 
doors are generally closed and faculty members 
rarely observe one another teaching or have focused 
discussions about specific instructional strategies or 
student needs. The administrative team is largely 
focused on managerial responsibilities, and only 
a limited amount of time is devoted to investigating 
proven best practices, analyzing student-performance 
trends, and participating in professional learning. 
School policies do not explicitly support ongoing 
professional learning, and teacher schedules and 
workloads do not provide time for collaborative work 
and study. Some tensions among the faculty may go 
unresolved for long periods of time.

1.8 LEARNING COMMUNITIES
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SAMPLE EVIDENCE

ƒ	 Interdisciplinary collaboration and team teaching are 
common, and teachers are knowledgeable about the 
learning expectations of their colleagues’ content areas and 
the instructional practices they use.

ƒ	 The school has lower dropout rates, reduced absenteeism, 
and fewer behavioral issues.

ƒ	 Teachers report a more positive view of their students’ 
abilities, more enthusiasm for teaching, more rewarding 
interactions with colleagues, and a stronger desire to 
continue learning and developing their own skills.

ƒ	 Teachers are not only attending more conferences and 
other local or national learning opportunities, but they 
are also submitting proposals to lead presentations or 
facilitate workshops.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Create a professional development program that balances graduate courses, external workshops, 
conferences, and school visits with job-embedded professional learning, including mentoring, instructional 
coaching, classroom observation, data analysis, and professional learning groups.

ƒ	 Create a centralized online repository of research, best-practice literature, rubrics, scoring guides, 
curriculum maps, and effective lesson plans that can facilitate sharing and ongoing professional learning.

ƒ	 Develop a “shared language” among the faculty for discussing instruction, assessment, and other essential 
elements of teaching and learning.

ƒ	 Require all teachers to participate in a structured professional learning group that meets at least once 
a month for two hours or longer. Ensure that these sessions are well facilitated and follow a purposeful 
agenda focused on instructional improvement and student performance.

ƒ	 Create time in the schedule for professional learning groups to meet regularly during the school day.

OUR STRATEGIES IN THIS DIMENSION
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STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING

2.1 VISION, MISSION + ACTION PLAN
22

5 PERFORMING

In collaboration with staff, students, parents, community 
members, and local policy makers, the school has created 
a bold, student-centered, long-term vision for ongoing 
school improvement and professional growth. The mission 
and vision statements express a unified value system that is 
based on personalizing teaching and learning, promoting 
common high expectations, cultivating student aspirations 
and ambitions, and nurturing the holistic development 
and wellness of every student. The language of the vision 
and mission is clear, understandable, and powerful, and it 
exemplifies the shared principles and ideals of the school 
community. These statements have been formally endorsed 
by the school board, local policy makers, and business 
and community leaders. The vision and mission are used 
to guide all budgetary, staffing, and instructional decisions, 
and to shape annual action plans. The action plan and 
all relevant documents are publicly available online, and 
school and community stakeholders are familiar with its 
major goals and strategies.

3 DEVELOPING

The school has collaboratively developed a public 
vision and mission that reflects the contributions and 
values of diverse stakeholders in the school community, 
although some staff members and parents remain 
critical of the school’s new direction. Despite broad-
based participation in its development, the action 
plan tends to reflect the personal interests and desires 
of a few strong voices. School leaders have discussed 
the action plan with all staff members and some 
community leaders. These communication efforts have 
increased support among parents, the public, and the 
local media. The principal has presented the school’s 
action plan to the school board and received general 
approval of its goals and strategies. Major decisions 
are increasingly aligned with the school’s vision, 
mission, and action plan, and instructional practices 
are being modified to reflect the school’s stated goals 
and values.

1 INITIATING

The school has a public vision and mission, but these 
statements have not been reviewed for many years 
and no longer reflect the needs of the current student 
body or the values and contributions of the current 
staff. The school’s improvement plan does not represent 
a collective commitment or reflect the expressed values 
of the school community. State and federal funds for 
school improvement and professional development 
often go underutilized or unused. Many major 
decisions appear to contradict the school’s mission 
statement, but faculty, students, and parents rarely 
discuss these inconsistencies. Teaching, assessment, 
and reporting practices are inconsistent across grade 
levels, departments, and classrooms.
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

SAMPLE EVIDENCE

ƒ	 All students demonstrate consistently high achievement 
regardless of their gender, cultural background, 
socioeconomic status, or special needs.

ƒ	 The community embraces the school’s mission, values, 
and action plan, as evidenced in surveys of parents and 
other stakeholders.

ƒ	 Local media outlets regularly run stories on the school’s 
improvement work and profile student success stories.

ƒ	 The school board, state representatives, and business and 
community leaders are informed about the school and 
publicly supportive of its goals.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Invite a broad representation of school and community stakeholders to collectively develop a vision and 
mission that are ambitious but feasible, and based on proven, research-based strategies.

ƒ	 Have school leaders and teachers, in collaboration with a school coach or colleagues from other schools, 
meet for several days during the summer to revise the school’s action plan for the coming year based on 
an extensive review of quantitative and qualitative data from the previous year.

ƒ	 Utilize online applications to track progress on action-plan objectives and to enhance transparency, 
accountability, and communication among staff members involved in implementing the action plan.

ƒ	 Align supervision, evaluation, and hiring procedures with the school’s vision, mission, and school-
improvement plan.

ƒ	 Establish trusting relationships with local editors, journalists, and producers, and proactively communicate 
with the media when either difficult issues or success stories arise.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING24
5 PERFORMING

The school’s commitment to equity is not just 
proclaimed in its mission statement, but is evident in 
every program, course, and interaction. Adults in the 
school do not make unconstructive critical statements 
about students, colleagues, or the school itself. School 
leaders and faculty encourage innovation, risk-taking, 
and professionalism in the classroom, and effective 
teaching is recognized and rewarded. The school 
community has collaboratively created and endorsed 
a system of shared beliefs, traditions, and practices 
that celebrate positive values and encourage a safe 
and inclusive school environment. The entire faculty 
feels individually and collectively responsible for the 
academic success, personal growth, and well-being of 
every student. Students feel a sense of pride in their 
school and ownership over their learning. Students 
from diverse social and cultural backgrounds are active 
in school governance and serve as leaders in co-
curricular and extracurricular activities. Administrators 
and faculty actively attempt to resolve any tensions or 
problems that may arise. Co-curricular programs and 
course-embedded lessons address diversity awareness 
and the importance of cultural sensitivity, and students 
are encouraged to explore and question their own 
beliefs about race, ethnicity, sexual orientation, and 
disability. School leaders and staff do not tolerate hurtful 
language, prejudicial behavior, or the perpetuation of 
false stereotypes about other people and cultures. 
Student successes both in and outside of the classroom 
are publicly celebrated.

3 DEVELOPING

The school has formal procedures that allow students, 
staff, and parents to voice concerns directly to the 
administrative and leadership teams. Innovation and 
risk-taking by teachers are accepted, although it is 
seldom encouraged or expected by school leaders. 
Improved collegial relationships are having a noticeable 
impact on staff motivation and morale. Administrators 
and teachers have developed a communication plan 
that is helping to keep parents and community members 
informed about the school and engaged in its activities. 
Student behavioral issues tend to be minor, and there 
is little evidence of bullying or harassment by students. 
Students from diverse backgrounds participate in co-
curricular and extracurricular activities, but the same 
handful of students tend to assume leadership roles.

1 INITIATING

Some efforts have been made by school leaders to 
energize the staff, but general morale and motivation 
remain low. Adult interactions occasionally lapse into 
complaints, gossip, and other negative commentary 
about students, colleagues, or the school itself. Teachers 
unevenly enforce rules about student behavior, and 
persistent classroom-management issues too often 
become the focus of teacher attention and disrupt 
learning for students. Students have few opportunities 
to participate in school governance, and parents and 
community members infrequently or unevenly participate 
in school programs and events. Co-curricular and 
extracurricular activities do not engage students from 
a variety of backgrounds, and exclusionary cliques are 
common across the student body. Staff, students, and 
parents occasionally report incidences of bullying and 
derogatory language by students.

2.2 SCHOOL CULTURE
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

25
SAMPLE EVIDENCE

ƒ	 Teachers, students, and parents are informed about school 
plans and activities, and student and parent participation in 
school decisions and activities is increasing.

ƒ	 Extreme competitive behavior among students is not evident 
in the classroom, in communal spaces, or on the athletic field.

ƒ	 More students are arriving early and staying late to meet 
with teachers and take advantage of learning opportunities.

ƒ	 Discipline referrals have decreased and attendance rates 
are above 95%. Major student problems—such as depression, 
drug abuse, and suicide—are extremely rare.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Ensure that all teachers intentionally model positive behaviors and actively promote positive student self-
images of academic ability, future aspirations, and personal potential in the classroom.

ƒ	 Hold open community forums in which school leaders candidly discuss school matters, and in which 
participants—students, parents, community members—are encouraged to speak up and raise concerns.

ƒ	 Use agendas, protocols, norms, and other strategies to ensure that staff meetings are well organized, 
efficiently run, and focused on improving instructional quality, collegial relationships, and the student 
experience—not just administrative issues.

ƒ	 Make special efforts to reach out to and involve historically disengaged parents in school activities.

ƒ	 Encourage students to assume leadership roles and help promote a positive school culture.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING26
5 PERFORMING

The school and faculty have adopted a general 
pedagogical philosophy that teaching strategies, 
learning environments, and time can be variable, 
but learning standards will remain constant. The 
school provides a variety of learning pathways to 
every student—including classroom-embedded, co-
curricular, and outside-of-school pathways—that 
accommodate different learning styles while applying 
the same universally high academic expectations. 
Students are encouraged to take an active role in 
planning their own education, and opportunities to 
propose and co-design additional projects or courses 
of study are provided. Access to and participation in 
alternative learning options is consistent across all 
student subgroups, and all pathways prepare students 
for success in college and globally competitive 
modern careers. The school’s career and technical 
education program is integrated into and aligned 
with the school’s academic program, and students are 
encouraged to select courses from both programs. 
Vibrant internship and dual enrollment programs 
enroll a significant percentage of the student body.

3 DEVELOPING

Multiple course options are available, although course 
content and sequences are largely predetermined 
and learning expectations are applied unevenly. Most 
courses are still taught in traditional classrooms, but 
teachers are gradually redefining their conceptions of 
what an effective learning environment can or should 
be. Online credit-recovery provides students who have 
failed one or more courses with alternative learning 
options that allow them to catch up to their peers 
and graduate on time. The school is responsive when 
students propose alternative pathways to meeting 
graduation requirements, but the faculty has not 
developed a system to encourage innovative, student-
designed projects. Teachers in the academic program 
are beginning to collaborate with educators from 
the local technical program, and several integrated 
courses expose students to rigorous academic content 
while giving them the opportunity to develop applied 
skills. Partnerships with local business and collegiate 
institutions have led to the development of new 
internship and dual enrollment programs, but only a 
small number of students are taking advantage of 
these opportunities.

1 INITIATING

The curriculum is a series of classroom-based courses 
culminating in a high school diploma, and students 
infrequently engage in learning experiences outside 
the classroom. Interdisciplinary collaboration is rare, 
and teachers infrequently use strategies to make 
content more relevant or to connect students with 
local issues, leaders, organizations, and opportunities. 
Student choice is primarily limited to course selection, 
and most courses do not integrate personalization 
strategies that address different learning styles and 
needs. The school has not taken steps to develop 
partnerships with local businesses or collegiate 
institutions, and it does not have established internship 
or dual enrollment programs. Technical education is 
entirely separate from the academic program. Students 
are given few opportunities to earn academic credit 
outside of classroom-based courses.

2.3 MULTIPLE PATHWAYS
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SAMPLE EVIDENCE

ƒ	 Attendance, graduation, college-enrollment, and internship-
participation rates have increased dramatically, and dropout 
rates are low and decreasing.

ƒ	 A broad variety of students—including higher- and lower-
performing students, male and female students, and students 
from higher- and lower-income households—take advantage 
of the school’s career and technical programs.

ƒ	 A significant number of students are graduating with 
transferable college credits and postsecondary certifications.

ƒ	 Follow-up surveys indicate that dropouts have returned to 
school or completed an adult-education program.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Develop strategic partnerships that provide the kind of intellectually rigorous courses and programs that 
prepare students for college and technology-driven, 21st century workplaces (e.g., career and technical 
centers, community-based education programs, institutions of higher education, etc.).

ƒ	 Forge partnerships with local or state colleges and universities to develop dual-enrollment programs for 
eleventh- and twelfth-grade students. 

ƒ	 Create curriculum-integrated, career-based programs—such as apprenticeships, internships, or job-
shadowing—that enhance student understanding of career paths and strengthen school, community, and 
local business connections. 

ƒ	 Develop new graduation policies that provide more flexibility in meeting learning standards (e.g., a policy 
that requires students to complete a service-learning project before graduation). 

ƒ	 Monitor and track student engagement and dropout rates, and interview dropouts to determine the 
primary reasons why they left school.

ƒ	 Develop alternative programs and adult-education pathways for dropouts to earn a high school diploma.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING28
5 PERFORMING

School leaders and teachers have established strong 
connections between sending and receiving schools 
that focus on both programmatic alignment and 
student-needs issues. Teachers at different grade levels 
routinely discuss individual student learning needs— 
particularly for academically struggling students from 
disadvantaged backgrounds—and school structures 
ensure that every student is known well by at least 
one adult in the school. Courses and curricula have 
been articulated across grade levels, and with sending 
middle schools and postsecondary expectations, 
to mitigate content gaps and ensure a seamless 
continuum of learning. Teachers are knowledgeable 
about all content-area expectations and grade-
level standards, particularly the specific standards 
for students transitioning into and out of their grade 
level. The school gathers and analyzes postsecondary 
data on their graduates and uses that information 
to improve postsecondary-planning programs and 
support systems.

3 DEVELOPING

Better communication with sending and receiving 
schools is beginning to occur, but these strategies tend 
to focus on administrative or logistical issues, not data 
exchange or student needs. The curriculum in most 
courses is aligned with collegiate expectations, although 
some students continue to be enrolled in courses that 
do not result in true college-ready preparation. The 
school has created an advisory structure that pairs 
every incoming student with at least one adult in the 
school, but the purpose of the program has not been 
clearly articulated and some advisories tend to be 
disorganized or unfocused. The school offers a variety 
of extended learning options, internships, and college-
preparation programs to juniors and seniors, but these 
opportunities are largely being utilized by historically 
high-performing students from more advantaged 
households. The school tracks information on graduates, 
but rarely analyzes it to improve programs and support 
strategies for current students.

1 INITIATING

Teachers have little information about the learning 
needs of incoming students, and the school has not 
developed a strategy for keeping parents informed 
about and involved in their children’s education. 
Teachers rarely communicate student-learning needs 
across grade levels, and academic course progressions 
are not always articulated or aligned from one grade 
to the next. The school does not receive student data 
from its sending schools. Although individual teachers 
take a personal interest in their students’ development, 
there is no systemic strategy for helping teachers 
identify student needs as they transition into high school 
or progress from grade to grade. The school has little 
information on student outcomes following graduation, 
such as data on college enrollment, remediation, and 
persistence rates.

2.4 TRANSITIONS
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SAMPLE EVIDENCE

ƒ	 Course failures, absences, behavioral issues, and dropout 
rates are low or decreasing among ninth- and tenth-
grade students.

ƒ	 College enrollment and persistence rates—particularly 
among first-generation, minority, and immigrant families—are 
rising significantly each year.

ƒ	 A significant percentage of juniors and seniors are 
participating in summer learning programs, internships, 
peer tutoring, dual-enrollment courses, volunteerism, political 
campaigns, social-change activism, and other experiences 
that develop leadership skills, maturity, active citizenship, and 
preparation for postsecondary learning and adult life.

ƒ	 The number of students taking standardized college-entrance 
exams, such as the SAT, ACT, and Accuplacer is increasing, 
particularly among student subgroups that have not 
historically aspired to a collegiate education.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Implement teaming (students paired with a consistent group of teachers) during the ninth and tenth grades 
to increase personalization and enhance teacher understanding of individual learning needs.

ƒ	 Align all learning expectations, curriculum, and instruction with the school’s primary sending middle schools 
so that entering ninth-grade students are equipped with the skills needed to succeed.

ƒ	 Create a well-coordinated dual-enrollment program that allows students to take college courses for 
both high school and college credit, and that provides on-campus learning experiences and exposure to 
collegiate life.

ƒ	 Beginning in the ninth grade, offer a comprehensive college- and career-planning program to all 
students and parents that is focused on practical guidance, including selecting a degree program, filling 
out applications, applying for financial aid, budgeting for college expenses, writing a resume, and 
interviewing well.

ƒ	 Adopt a graduation policy that requires students to apply to at least one postsecondary-degree program 
and to complete the Common Application for Undergraduate Admissions and the Free Application for 
Federal Student Aid.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING30
5 PERFORMING

All teachers in the school take professional responsibility 
for student outcomes, including course failures and 
low aspirations, and the school’s accountability and 
support systems ensure that all students receive 
the personalized interventions and instructional 
time they need to achieve high learning standards. 
Teachers across content areas regularly discuss 
the learning needs of their shared students, while 
co-developing personalized support strategies for 
struggling and at-risk students. Academic support is 
focused on acceleration, not traditional remediation, 
and strategies are regularly evaluated to determine 
if student outcomes are improving. All students—both 
high-performing and low-performing—are engaged 
in some form of individualized academic acceleration, 
which has reduced the negative self-images and 
stigma typically associated with support options. 
Incoming ninth-graders are pre-assessed to determine 
learning needs, and interventions are provided at the 
first indication that a student is falling behind.

3 DEVELOPING

Intervention and support strategies are available 
to all students, but they are rarely evaluated for 
effectiveness or modified from year to year in 
response to fluctuations in student performance or 
needs. Academic support is viewed as an “add on,” 
not as an essential component of effective teaching 
and learning that should be integrated into courses to 
accelerate learning for all students. Academic-support 
personnel receive little professional development, 
rarely coordinate with classroom teachers, and often 
employ the same instructional strategies that proved 
ineffective in regular courses. The school is taking steps 
to develop a comprehensive intervention system, but 
support strategies are not systemic, remain insufficiently 
challenging, and are provided too late in the school 
year to have a meaningful influence on performance.

1 INITIATING

Interventions and support strategies are only offered 
occasionally outside of regular courses and school 
hours. When available, academic support is not 
integrated with regular courses and primarily consists 
of repeating material at a slower pace using the same 
general instructional strategies employed in regular 
classes. Special education is a separate academic 
track, and students enrolled in this program not only 
spend a great deal of time isolated from their peers, 
but they experience social stigma related to the label. 
Detailed data on absenteeism, behavioral incidences, 
and course failures are not consistently tracked or 
regularly analyzed to identify potential at-risk or 
underperforming students who may be in danger of 
failing or dropping out. School disciplinary policies 
lead to suspensions and other measures, compounding 
learning deficits for many students.

2.5 INTERVENTIONS + SUPPORT
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SAMPLE EVIDENCE

ƒ	 Academic support is no longer stigmatized within the school 
community, but is viewed as a positive, essential component 
of the learning experience. 

ƒ	 Nearly all students are performing at or above grade level 
by the end of tenth grade.

ƒ	 Graduation and college-going rates have increased 
significantly among traditionally underperforming subgroups.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Use “early warning” strategies such as formative assessment, student-led conferences, and advisories to 
help identify academically struggling and at-risk students before they fall too far behind or drop out.

ƒ	 Develop a comprehensive intervention system that utilizes a variety of integrated, mutually reinforcing 
support strategies, including after-school programs, summer school, co-teaching, peer tutoring, companion 
and bridge classes, and course-embedded supplemental instruction.

ƒ	 Ensure that academic-support and extended-learning options are highly inclusive, offered to all students, 
integrated into all courses, and available to both low-performing and high-performing students, including 
independent studies and honors challenges.

ƒ	 Provide all teachers with professional development focused on classroom-embedded support, personalized 
learning, and academic acceleration.

ƒ	 Have skilled support staff—literacy coaches, special education teachers, guidance counselors, technology 
specialists—work closely with teachers to coordinate and enhance the quality of student interventions.

ƒ	 Provide regularly scheduled planning time for the classroom teachers and interventionists supporting 
common students.

OUR STRATEGIES IN THIS DIMENSION
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STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING32
5 PERFORMING

All teachers ensure that lessons and pedagogy are 
being refined to make efficient and effective use of 
instructional time. Learning time is varied, enabling 
students to master skills and gain knowledge based on 
their unique learning needs rather than an inflexible 
common schedule. The school has redesigned its 
facilities and space to ensure that they are conducive 
to learning, and administrators have identified and 
prioritized needed improvements and upgrades. 
The school has made concerted efforts to become a 
learning center for the community, and school facilities 
are frequently utilized after normal school hours 
and on weekends throughout the year. The weekly 
school schedule includes time for professional sharing, 
collaborative lesson planning, and professional 
development for all teachers. School leaders have 
investigated developmentally appropriate class-
scheduling strategies, longer blocks of time, extended 
school days, off-campus learning, and other flexible 
scheduling strategies that can empower teachers and 
students to work and learn more creatively. The school 
has taken steps to create flexible, multipurpose learning 
spaces that can be used in a variety of innovative and 
non-traditional ways by both students and teachers.

3 DEVELOPING

Teachers have discussed how learning spaces and 
time can be used more efficiently or effectively, 
and the majority of teachers are making efforts to 
incorporate proven practices that make better use 
of instructional time. The school, however, has not 
adopted formal policies to support these innovations. 
School facilities are being used more frequently for 
community activities and extended learning programs, 
but these opportunities are rarely integrated with the 
school’s academic program and student participation 
is sporadic. Extended school hours, a year-round 
calendar, and other flexible scheduling approaches 
are starting to be employed.

1 INITIATING

The instructional strategies employed by teachers are 
often hampered by time constraints and generally 
emphasize content coverage rather than depth of 
student learning. The school calendar, daily schedule, 
and other important information are not consistently 
updated or publicly available online for students and 
parents. School facilities are generally closed to the 
public on evenings, weekends, and during the summer, 
and few community organizations use the school for 
meetings, events, or programs. Outside of lockers, 
students are not given personal space, such as reading 
nooks or workstations. The majority of seniors attend 
school for only a few hours each day, and many of 
these students do not use this extra time to increase 
their readiness for college, work, or adult life.

2.6 TIME + SPACE
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SAMPLE EVIDENCE

ƒ	 More students and teachers are arriving at school early 
or staying late to take advantage of school resources and 
learning opportunities.

ƒ	 Parent involvement in school activities, fundraisers, and 
volunteer opportunities has increased, particularly among 
low-income, first-generation, and immigrant families.

ƒ	 Community members and business leaders regularly provide 
expertise, services, and personal time to the school.

ƒ	 The school facility is increasingly used during evenings and 
weekends to host adult education programs, community 
celebrations, and public forums.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Conduct a “time audit” to identify trends and patterns in how instructional time is being used in every course.

ƒ	 Restructure teacher schedules and workloads to increase the amount of time teachers devote to 
collaborative planning, preparing lessons, curriculum design, evaluating student work, professional 
learning groups, data analysis, instructional refinement, professional development, meeting with students 
and parents, and other responsibilities related to improving pedagogical effectiveness (in some high-
performing countries, for example, teachers often spend less than 50% of their work time in the classroom).

ƒ	 Publish a master schedule online so every member of the community can access information about all 
school and community events for the year.

ƒ	 Involve students in planning the use of existing school facilities and any proposed expansions, 
including projects to develop environmentally sustainable practices and test the facility for 
environmental contamination.

ƒ	 Prioritize all structural improvements, equipment purchases, and staffing decisions to ensure that student-
learning needs are met first.

OUR STRATEGIES IN THIS DIMENSION
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STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING34
5 PERFORMING

Current and historical student data are an integral part 
of the school’s decision-making process and academic 
program. The faculty is trained in how to use data to 
guide program improvements and help personalize 
instruction for all students. The school has a data-
collection system in place that allows the faculty to 
look beyond test results and general percentages to 
identify institutional strengths and weaknesses, as well 
as patterns of performance across courses, content 
areas, grade levels, student subgroups, and individual 
students. The school has clearly defined performance 
objectives, and student data are tracked and reviewed 
to determine progress made toward achieving long-
term goals. Professional learning groups regularly 
use disaggregated student data to guide their own 
professional growth, and teachers regularly make 
data-informed instructional modifications intended to 
address the identified needs of their students. Parents 
have online access to essential information and 
updates about their child’s education. A thoughtful 
communication strategy utilizes online technologies 
to keep parents, local policy makers, and the public 
apprised of school-performance data and ongoing 
efforts to improve student outcomes.

3 DEVELOPING

The school has developed a defined process for 
collecting, archiving, tracking, and analyzing student 
data that uses computers, databases, and other 
relevant digital applications for storing, retrieving, and 
analyzing data. Although the school has converted 
to a centralized data system, historical data remain 
disorganized and have not yet been entered into 
the new system. Data is regularly shared with the 
staff, but it is often confusing or misunderstood and 
only occasionally leads to changes in organizational 
design or instructional practice. School leaders have 
recruited skilled staff members and teachers to ensure 
the integrity, reliability, and utility of the school’s data 
system. All teachers use data systems for grading and 
reporting, but many teachers are not yet using data 
diagnostically to improve instruction and personalize 
learning for students.

1 INITIATING

Annual student data are made available to school 
leaders and teachers, but it is often too late in the 
year to guide action plans, curriculum modifications, or 
professional development. The school uses a largely 
paper-based system for tracking and analyzing 
student data, and information is stored in different 
files and locations, making it difficult to access and 
organize. Frequent errors are uncovered in school and 
student data—even in state and federal reporting—and 
responsibilities for collecting and reporting data are not 
clearly defined. Teachers are unskilled in using data to 
identify student learning needs, and instruction is often 
predetermined and standardized even in courses that 
include a mix of student learning styles, performance 
histories, grade levels, or cultural backgrounds.

2.7 DATA SYSTEMS + APPLICATIONS
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

35
SAMPLE EVIDENCE

ƒ	 Regular upgrades in data technology and ongoing 
refinement of the data-collection process are increasing 
efficiency and minimizing errors.

ƒ	 Surveys of the faculty indicate that data is used to guide both 
programmatic and instructional decisions.

ƒ	 Historically disengaged parents are more informed about 
their children’s academic progress and are taking a more 
active role in their children’s education.

ƒ	 Discussions about student data at the faculty and community 
levels are aligned with the school mission and action plan, 
and are focused on addressing identified student needs.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Make use of a common student-information system and other technological tools to track, disaggregate, 
and analyze student data (include data required for state and federal reporting, but also data that can 
help identify priority areas for instructional improvement, such as course failures, intervention outcomes, 
and postsecondary success data).

ƒ	 Provide parents with online access to up-to-the-minute information on the academic status of their 
children, including information about current and upcoming assignments.

ƒ	 Use the National Student Clearinghouse’s StudentTracker for High Schools system to track the college-
enrollment and -persistence rates of all graduates.

ƒ	 Undertake a comprehensive data review at the end of each year to identify specific strengths and 
weaknesses that can shape the coming year’s action plan. 

ƒ	 Conduct confidential surveys of students, parents, and teachers to collect data on school culture, teacher 
effectiveness, and other important issues.

ƒ	 Utilize professional learning groups and other school-embedded professional development structures 
to ensure that teachers understand the importance of analyzing data, and have time to disaggregate 
student data, discuss their findings with colleagues, and determine research-based solutions to improve 
classroom practice.

OUR STRATEGIES IN THIS DIMENSION

Appendices - Page 164 of 340



GLOBAL BEST PRACTICES
O

RG
A

N
IZ

AT
IO

N
A

L 
D

ES
IG

N
©

2010
 N

EW
 EN

G
LA

N
D

 SEC
O

N
D

A
RY SC

H
O

O
L C

O
N

SO
RTIU

M

STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING36
5 PERFORMING

The school’s action plan is ambitious, but achievable, 
and focused on a relatively limited number of targeted, 
high-priority goals each year. School-wide academic-
improvement goals are based on identified programmatic 
or instructional weaknesses, and specific goals have 
been set for content areas and student subgroups. 
The action plan is driven by multiple measures—not 
just standardized assessment results—including student-
level data and community demographics. School 
goals are clearly and regularly communicated to the 
school community. Progress toward achieving action-
plan objectives is monitored throughout the school 
year, and transparency, collaboration, and consistent 
communication ensure accountability to the vision and 
objectives of the action plan. Disaggregated student 
data and assessment results are used to inform strategic 
planning and professional development, and the 
impact of professional learning is continually monitored 
using teacher surveys, assessment trends, and other 
data. Teachers view themselves not as employees or 
passive recipients of professional development, but as 
a community of leaders, knowledge producers, and 
student mentors. The school budget, grant funding, 
and other resources support the priorities and actions 
outlined in the school’s improvement plan.

3 DEVELOPING

The school has an action plan that is reviewed 
and revised annually, but it is somewhat confusing, 
cumbersome, and overly ambitious. The faculty has 
developed academic-improvement goals, but these 
goals are general and not specific to content areas 
or student subgroups. Teachers are energized to 
improve instruction and learning opportunities for 
students, although new ideas and initiatives are often 
introduced haphazardly, resulting in some inefficiencies, 
confusion, and burdensome workloads. Teachers are 
beginning to see themselves as knowledge workers, 
and a culture of professional inquiry, self-reflection, 
and evidence-based teaching is emerging. Some 
teachers are participating in self-designed study 
groups, but the school has not yet offered the training 
and support necessary to institutionalize professional 
learning groups across the school. Teachers regularly 
participate in conferences and seminars, yet school 
leaders have not developed a coherent professional-
development plan that is based on academic goals 
and identified student-learning needs.

1 INITIATING

Supervision and accountability procedures are largely 
top-down and teachers view efforts to evaluate 
their practice primarily in terms of job security, not 
professional improvement. Professional development 
opportunities are randomly selected, sporadically 
offered, and unconnected to a coherent plan for 
ongoing, school-wide improvement. Very little common-
planning or preparation time is built into the school 
schedule for teachers, and faculty members rarely 
collaborate on curriculum design and interdisciplinary 
lessons. The school offers late-start and early release 
days, but many teachers use these opportunities to catch 
up on personal work or deal with short-term logistical 
issues. Funding streams are generally disconnected and 
available resources are not used to support a strategic, 
long-term school-improvement plan.

2.8 CONTINUAL IMPROVEMENT
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

37
SAMPLE EVIDENCE

ƒ	 Ten percent of teacher work time (or more than a hundred 
hours a year) is devoted to professional development, 
including professional learning groups, instructional coaching, 
and other forms of school-embedded learning. 

ƒ	 At least ten percent of district or school budgets are devoted 
to providing professional development designed to improve 
instructional quality.

ƒ	 Teacher surveys indicate that improvement strategies are 
regularly discussed with colleagues, mentor teachers, and 
school coaches, and a culture of cooperation, collegial, and 
professionalism is evident among the staff.

ƒ	 Classroom observations are used to improve practice and 
not simply for annual performance evaluations.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Provide teachers with time for classroom observation, common planning, and other collaborative strategies 
intended to improving instructional quality.

ƒ	 Ensure that professional development addresses the characteristics of effective instructional improvement 
identified by research: (1) create awareness of weaknesses in individual practice; (2) provide precise 
knowledge of best practice; and (3) motivate teachers to improve.

ƒ	 Foster a pedagogical culture of research and inquiry in which teachers regularly review, discuss, and act 
upon the latest educational, instructional, developmental, and cognitive research.

ƒ	 Examine collective bargaining agreements and look for ways to offer incentives (e.g., public recognition, 
sabbaticals, subsidized graduate study, professional advancement, etc.) to encourage teachers to improve 
classroom practice.

ƒ	 Appoint expert mentor teachers trained in facilitation skills, coaching techniques, and instructional 
modeling to help new or struggling teachers.

ƒ	 Contract a long-term school coach—i.e., a skilled facilitator and school-improvement strategist who 
develops trusting relationships and a strong understanding of the school and its needs—to help guide the 
school-improvement work.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING38
5 PERFORMING

The school has a rigorous, multi-stage teacher-selection 
process that has been collaboratively developed 
with input from staff, students, and representative 
stakeholders within the school community. Every 
prospective teacher is evaluated against a clear, 
concise teacher profile that is aligned with the school 
mission and that outlines expectations for content 
knowledge, pedagogical skill, professional conduct, 
ongoing learning, and other essential attributes of 
highly effective teaching. Background, personality, 
motivation level, and other critical job-performance 
factors are considered during the hiring process to 
help ensure that new teachers are not only qualified, 
but a good fit for the school community and its needs. 
Beginning teachers are paired with an experienced 
mentor teacher who provides regular support, guidance, 
and in-class instructional modeling during the first two 
to three years of practice. Supervision and evaluation 
procedures are differentiated to accommodate the 
strengths and needs of teachers at different stages 
of their careers. Thoughtful professional-advancement 
and performance-recognition procedures motivate 
teachers to increase their professional expertise, pursue 
advanced degrees, assume leadership roles, and make 
valuable contributions to the school community.

3 DEVELOPING

Teachers contribute to the hiring process, including 
participation on interview committees, although the 
school tends to hire the most qualified candidates 
without sufficiently considering whether their 
background, personality, motivation level, and other 
factors are a good fit for the school community or its 
student needs. The school’s induction process creates 
a welcoming environment for new hires by pairing 
new, less-experienced faculty with a veteran mentor 
teacher who provides regular guidance throughout the 
first year. After the initial induction period, structured 
opportunities for ongoing instructional coaching, 
professional learning, collaboration, and career 
growth taper off significantly.

1 INITIATING

Administrators select new teaching hires with little 
input from staff members, students, parents, and other 
stakeholders in the community. Teacher performance is 
not considered in the annual evaluation process, and 
disparities in student outcomes across courses are not 
investigated, discussed, or understood. New teachers 
receive little formal professional support, and the 
official guidance they receive is primarily focused on 
procedural issues, not instructional improvement. The 
school has a difficult time retaining experienced or 
motivated faculty, which has resulted in high turnover 
rates and persistent inconsistencies in programs and 
standards. Nearly all teacher time is spent in the 
classroom, and interdisciplinary collaboration is rare. 
The school does not have a formal professional-
development program, and when professional-
development opportunities are provided they are not 
aligned with the school’s vision, mission, action plan, or 
identified staff needs.

3.1 TEACHER RECRUITMENT + RETENTION
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STEP 3 >> RECORD PERFORMANCE EVIDENCE

39
STEP 2 >> RECORD PERFORMANCE STRATEGIES

SAMPLE EVIDENCE

ƒ	 The faculty is composed of teachers from a broad range of 
backgrounds that bring varied professional skills, talents, and 
experiences to the classroom.

ƒ	 Active engagement in professional learning has increased 
conference attendance, the pursuit of more advanced 
degrees, and other indicators of improved professional 
motivation among the faculty.

ƒ	 Faculty turnover is low or decreasing.

ƒ	 Faculty surveys reflect high or increasing levels of job satisfaction.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Recruit new teachers and administrators who graduated in the top 10%–25% of their class, and offer 
competitive entry-level salaries and other incentives to top candidates.

ƒ	 Develop rigorous criteria and a multistage selection process for new hires that involves diverse 
representation from across the school community.

ƒ	 Look for faculty candidates that embody the qualities of effective teachers as identified by international 
research: (1) strong literacy and numeracy skills, (2) strong communication and interpersonal skills, (3) a 
willingness to learn and grow as a professional, and (4) a strong desire and motivation to teach.

ƒ	 Examine traditional collective bargaining agreements and salary scales and look for ways to restructure 
these processes to encourage teacher leadership, increase scholarly activities, and focus professional 
growth on improved student learning.

ƒ	 Create at least a three-year probationary vetting period for new hires—during which their teaching skills 
are observed and teaching assignments are different than those of veteran teachers—before offering a 
permanent position.

ƒ	 Provide new teachers with ongoing mentoring, practical-skill coaching, guided practice, and extra 
professional development during their first three to five years of teaching, and select mentor teachers and 
instructional specialists based on their proven record of effective teaching and coaching.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING40
5 PERFORMING

The principal is a skilled instructional leader who 
understands teaching, regularly observes classrooms, 
and spends the majority of his or her time trying to 
understand the needs of the student body and develop 
a student-centered academic program that can meet 
those needs. The principal has articulated a bold, clear, 
and compelling vision for the school that is supported 
by a majority of the faculty, students, and parents. 
The principal and administrative team are committed 
to providing high-quality professional development 
to all teachers, and efforts are made to cultivate 
leadership skills, increase professional knowledge, and 
use feedback from teachers and students to improve 
practices and leadership strategies. Administrators 
make teaching assignments based on identified student 
needs and specific academic goals, not on tradition 
or personal preference. Performance data are used 
to make a compelling case for redesigning school 
structures and modifying practices in ways that will 
address student needs more effectively. A commitment 
to transparency and robust communications keeps all 
stakeholders apprised of efforts being made to realize 
the school’s vision and mission. The principal recognizes 
that the school is a public, democratic institution, and 
that faculty, parents, and other stakeholders need to be 
involved in major governance decisions. The principal 
not only honors all voices and listens to concerns, but 
he or she acts responsively and proactively to address 
issues before they become a major problem.

3 DEVELOPING

The principal’s vision for the school has energized some 
faculty members and stakeholders, but a few outspoken 
faculty, student, and parent voices remain opposed to 
the new direction. Despite good intentions, building-
management and budgetary issues continue to absorb 
a significant amount of the principal’s time, which has 
diminished his or her ability to take a stronger leadership 
role in improving instructional quality throughout the 
school. The principal and other administrators regularly 
praise and encourage the teaching staff, but they 
display little actual knowledge about or understanding 
of the teaching and learning taking place throughout 
the school on a daily basis. The principal recognizes 
that a good leader empowers others to assume 
leadership roles and work more effectively, and he or 
she has made a public commitment to promoting more 
shared-leadership opportunities in the school. During 
the summer, school leaders meet with faculty to review 
and refine the school’s action plan, but administrators 
often fail to assess progress throughout the year and 
hold staff members accountable when responsibilities 
and tasks are not completed. The school has created 
a leadership team that includes diverse representation 
from across the school community, but the leadership 
team is not consulted when some major decisions 
related to the school mission, action plan, and academic 
program are being made.

1 INITIATING

School administrators are primarily focused on 
budgetary, building, and behavioral management, and 
relatively little of their time is devoted to instructional 
leadership. Major decisions are made by the 
superintendent or principal with little input from staff 
or students, and these decisions often seem random 
or unconsidered to many members of the school 
community. The principal has not clearly articulated his 
or her vision for the school or its academic program, 
and many administrative decisions are not aligned 
with the school’s stated learning goals, action plan, 
or identified student needs. The principal is largely 
uninformed about the instructional practices being used 
throughout the school, and has not made professional 
development a school or budgetary priority.

3.2 ADMINISTRATIVE LEADERSHIP
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

41
SAMPLE EVIDENCE

ƒ	 The school community—especially the superintendent, school 
board, and faculty—have developed a rigorous selection 
process for new principals to ensure that the qualifications, 
skills, and personalities of candidates fit the school’s vision, 
mission, and values.

ƒ	 The principal and other school leaders regularly visit 
classrooms, meet with individual teachers and students, and 
attend school and community functions.

ƒ	 The principal knows the names of students and staff, and is 
deeply knowledgeable about the school.

ƒ	 Teachers and students regularly bring their concerns to the 
principal and/or leadership team.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Involve faculty and community stakeholders in hiring a principal with a strong classroom-teaching 
background and deep understanding of how to lead systemic school-improvement process.

ƒ	 Devote at least 50% of the principal’s time to school and instructional improvement (i.e., leading curriculum 
discussions, providing formative and summative feedback to teachers on instruction, participating 
alongside teachers in instructionally focused professional development, examining student data with 
teachers, etc.).

ƒ	 Leverage formal leadership roles to foster a student-focused culture in which student needs—both individual 
and collective—take priority over other concerns.

ƒ	 Require the principal to participate regularly in professional learning groups with faculty and with 
principals from other schools to discuss common issues and effective leadership strategies.

ƒ	 Conduct annual whole-school reviews, using multiple measures and data sets, to determine what resources 
and support teachers need to improve student performance and outcomes.

ƒ	 Develop communication processes that ensure the principal regularly and openly discusses the 
school’s work with the staff, community, school board, superintendent, state legislators, and other 
community leaders.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING42
5 PERFORMING

The school has created a leadership committee made 
up of a representative selection of stakeholders 
(administrators, teachers, students, parents) from 
diverse socioeconomic, cultural, and special-needs 
backgrounds. A consistent leadership team—made up 
of skilled, knowledgeable, and motivated faculty—plays 
a major role in leading school-improvement efforts, 
shaping the school’s strategic plan and academic goals, 
advocating for the concerns of staff and students, and 
improving communication and understanding between 
the administration (school board, superintendent, 
school administrators) and all stakeholders in the school 
community. All teachers are held to high expectations, 
but they are also given the decision-making autonomy 
they need to address and remain responsive to student 
needs. The school culture is collaborative, respectful, 
and collegial, and the staff members take pride in 
conducting themselves in a professional and respectful 
manner during interactions with students, parents, and 
the public. The faculty is involved in critical instructional 
decisions, including the selection of instructional 
resources, the design of professional development, and 
the creation of the school’s action plan. Administrators 
and other school leaders listen to and honor all voices 
in the school community, especially voices that have 
traditionally been marginalized or underrepresented. 

3 DEVELOPING

The school has developed a shared governance 
structure, but roles, operational specifics, and 
accountability procedures remain somewhat vague and 
undefined. Teachers and other staff members have a 
greater understanding of the rationale for and intention 
of decisions made by the principal, and efforts to 
improve communication and transparency are fostering 
greater trust and confidence in the administrative 
team. Leadership roles are routinely offered to the staff, 
but decision-making authority is limited and leadership 
responsibilities fall within narrowly defined parameters. 
Teachers do not feel entirely comfortable questioning 
administrative decisions, suggesting alternative 
approaches, or incorporating new strategies into their 
classroom practice. The principal operates under the 
belief that he or she needs to be involved in every 
school decision, which creates a “bottleneck” when it 
comes to implementing and advancing new initiatives.

1 INITIATING

The school’s governance structure and decision-
making process have not been clearly articulated 
or publicly shared, and participation in major school 
decisions remains closed to most stakeholders. Most 
decisions are top-down and made with little input 
from the staff despite some attempts to broaden 
participation in governance. The school has not 
institutionalized processes that encourage and 
support aspiring teacher-leaders, and school-
supported professional development does not 
explicitly address leadership-building skills. School 
priorities have not been clearly articulated or 
communicated, which has created confusion about 
staff responsibilities and led to a general reticence 
about taking risks or trying new approaches.

3.3 SHARED LEADERSHIP
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

43
SAMPLE EVIDENCE

ƒ	 Parent participation in school activities has increased, 
particularly among traditionally underrepresented families.

ƒ	 Student participation in school governance, co-curricular 
activities, community volunteerism, activism, political 
campaigns, voting, and local, state, and national student-
leadership opportunities has increased.

ƒ	 Surveys of teachers, students, and parents indicate a high 
degree of satisfaction with school leadership and support for 
major school decisions.

ƒ	 Parents, community members, and local business leaders 
and policy makers are informed about the school and its 
programs, and the local news media regularly profiles 
positive stories of student success and teacher leadership.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Create a system of communication, transparency, and accountability that ensures fidelity to the school’s 
vision, mission, and action plan.

ƒ	 Examine supervision-and-evaluation procedures and other school-wide decision-making processes for 
ways to encourage greater shared leadership.

ƒ	 Create ad-hoc working groups, coordinated by a consistent school leadership team, to address specific 
issues or achieve specific goals.

ƒ	 Create a process for administrators to regularly meet with individual staff members to discuss job 
satisfaction, career aspirations, and personal and professional growth.

ƒ	 Develop a career pathway, which includes professional support and graduate courses, for 
motivated teachers to assume greater leadership responsibility over time and eventually attain 
administrative certification.

ƒ	 Host public forums in which administrators and other school leaders inform the school community about 
major decisions and strategic plans, and ensure that meeting minutes and other information are distributed 
in a timely fashion and made available online.

OUR STRATEGIES IN THIS DIMENSION
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STEP 1 >> READ THE PERFORMANCE DESCRIPTIONS

STEP 4 >> SCORE YOUR SCHOOL
Place an X on the scale below to indicate your school’s performance in this dimension.

1 2 3 4 5

NOT ADDRESSED INITIATING DEVELOPING PERFORMING44
5 PERFORMING

The principal, administrators, and teacher-leaders 
skillfully handle contentious issues and defend equitable 
ideals and practices—even in the face of actual or 
potential attacks—that promote positive learning 
outcomes for all students. Good intentions and well-
laid plans are not undone by careless words or 
actions, but they are achieved through collaboration, 
professionalism, and goal-driven moral courage. Each 
faculty member assumes personal responsibility for 
addressing interpersonal issues before they turn into 
problems. School leaders are self-reflective, process 
concerns and conflicts openly, and move the collective 
dialogue beyond personal issues and interests. 
School faculty and staff advocate for the school’s 
improvement work within the community, and the 
principal and leadership team work closely with the 
superintendent and school board to advance critical 
policies that support a student-centered academic 
program. When difficult situations arise, the principal 
proactively communicates with staff, students, parents, 
and the larger community to minimize the spread of 
misinformation, including reaching out to school board 
and local media. In general, challenges are not avoided 
or postponed, but embraced by administrators, faculty, 
and staff.

3 DEVELOPING

The superintendent, principal, and leadership team have 
developed a strategic plan for confronting challenges 
that may arise in response to school-improvement 
efforts. Decisions are increasingly guided by identified 
student needs, research on school effectiveness, and 
sound principles—not by a fear of confrontation, 
resistance, or possible failure. The school community is 
no longer making excuses for poor student scores or 
other unfavorable data, but is taking steps to identify 
the root causes and undertake strategic actions to 
address the issues. Administrators, teachers, and other 
staff have collaboratively developed standards and 
norms for professional behavior and interactions, 
although unprofessional behavior by some individuals 
continues to go unacknowledged by administrators 
and colleagues. The school’s action plan is bold and 
ambitious, but the principal and leadership team have 
been unwilling to advocate for key elements with the 
superintendent and school board, even though the 
strategies are in the best interest of their students.

1 INITIATING

The school culture is largely characterized by 
complacency and a “don’t rock the boat” mentality, 
and many important decisions are made in the effort 
to sidestep potential resistance or pushback from 
staff and parents. There are no formal structures or 
processes in place to examine student data at the 
classroom or team level, largely due to a desire to avoid 
singling out a specific teacher, group, or department. 
The principal and other school leaders routinely avoid 
confrontation or discussions about persistent issues, 
and poor student-performance results are not openly 
or honestly discussed with individual teachers. Poor 
scores on state assessments and other unflattering data 
may be hidden, excused, or minimized. Inappropriate 
and unprofessional behavior is often tolerated, which 
has eroded trust and collegiality among the staff. The 
school culture remains largely resistant to self-reflection, 
and the belief that “we’re doing good enough” persists 
despite evidence that too many students are failing to 
succeed or graduate.

3.4 MORAL COURAGE
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STEP 3 >> RECORD PERFORMANCE EVIDENCESTEP 2 >> RECORD PERFORMANCE STRATEGIES

45
SAMPLE EVIDENCE

ƒ	 Criticism and differing opinions are expressed constructively 
and respectfully among staff and within the school 
community generally.

ƒ	 Student interactions reflect the positive behaviors, 
attitudes, and social skills modeled by teachers and other 
staff members.

ƒ	 Administrators and teachers regularly ask students and 
colleagues for feedback on their leadership and pedagogy.

ƒ	 School leaders regularly discuss the school’s efforts with 
the district leadership and, when necessary, advocate for 
changes to district or state policies to create an environment 
that is more supportive of the school action plan.

OUR EVIDENCE IN THIS DIMENSION

SAMPLE STRATEGIES

ƒ	 Openly review the school mission statement with staff, parents, and the community, and compare 
existing practices and organizational structures with the mission statement to ensure that programs are in 
alignment with its expressed principles.

ƒ	 Adopt an “open door” policy so that any staff member, student, or parent with a significant concern about 
the school can meet with the principal and leadership team.

ƒ	 Announce the school’s commitment to equitable practices and outcomes for all students, and have the 
principal publicly outline a clear plan for achieving these goals.

ƒ	 Establish a set of school-wide norms that encourage open conversation within and outside of the school 
regarding student performance results and other data.

ƒ	 Adopt a set of shared expectations and norms—aligned with the school’s vision and mission—for staff 
meetings, professional conduct, and adult-student relationships.

ƒ	 Allow time in faculty meetings for staff members to raise concerns and question decisions in a constructive, 
respectful, and supportive manner.

OUR STRATEGIES IN THIS DIMENSION
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The New England Secondary School Consortium is a 

pioneering regional partnership committed to fostering 

forward-thinking innovations in the design and delivery 

of secondary education across the New England region. 

The five partner states of Connecticut, Maine, New 

Hampshire, Rhode Island, and Vermont believe that 

our bold vision, shared goals, and innovative strategies 

will empower us to close persistent achievement gaps, 

promote greater educational equity and opportunity 

for all students, and lead our educators into a new era 

of secondary schooling. The Consortium’s goal is to 

ensure that every public high school student in our states 

receives an education that prepares them for them for 

success in the colleges, careers, and communities of the 

21st century.

From the schoolhouse to the statehouse, the 

Consortium is working to develop and support 

bold educational strategies that empower the next 

generation of citizens, workers, and leaders to be 

prosperous and knowledgeable participants in our 

global community. The members of the Consortium 

recognize that the traditional ways of educating 

students are no longer aligned with today’s civic and 

professional expectations, and that the time has come 

to rethink the traditional high school experience on a 

regional scale. By building equitable systems of public 

secondary education in each of the five partner states, 

the Consortium plans to make the knowledge, skills, 

and habits of mind that were once the possession 

of a few the universal standard for all. To this end, 

the Consortium will support the development of high-

performing, internationally competitive schools and 

educational experiences that will better mirror the 

lives and learning needs of today’s students. No longer 

limited by building design, geography, or educational 

convention, we envision these high-performing schools 

becoming versatile community learning centers that 

prioritize individual learning needs, blend secondary 

and postsecondary experiences, provide engaging 

educational opportunities both inside and outside the 

classroom, and offer a variety of student-designed 

pathways to graduation—all while emphasizing global 

understanding, multicultural awareness, technological 

literacy, real-world applications, and other challenging 

21st century skills.

The Consortium is funded by the Nellie Mae 

Education Foundation, the largest philanthropy in 

New England focused exclusively on education, in 

partnership with the Bill & Melinda Gates Foundation. 

The Great Schools Partnership, a nonprofit school-

support organization based in Portland, Maine, is the 

Consortium’s lead coordinator.
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Indistar Indicators (Rapid Improvement & Turnaround Principles) 
 

     

  

Indicator Report - School Indicators For Maine Schools 
 

*KEY: Denotes Required Element for Priority and Focus Schools 
 

     

 

 
 

 

     
 

     

 

Student and School Success Principle Indicators 
 

     

   

 Student and School Success Principle 1: Strong leadership - Team structure

ID01  A team structure for schools is officially incorporated into district policy. 
(36) 

ID02  Teams that include family and community members are representative of 
the demographics of the student population. (3060) 

ID03  All teams have written statements of purpose and by-laws for their 
operation. (37) 

ID04  All teams operate with work plans for the year and specific work products 
to produce. (38) 

ID05  All teams prepare agendas for their meetings. (39) 

ID06  All teams maintain official minutes of their meetings. (40) 

ID07  The principal maintains a file of the agendas, work products, and minutes 
of all teams. (41) 

ID08 KEY A Leadership Team consisting of the principal, teachers who lead the 
Instructional Teams, and other key professional staff meets regularly (twice 
a month or more for an hour each meeting). (42) 

ID09 KEY The Leadership Team serves as a conduit of communication to the faculty 
and staff. (43) 

ID10 KEY The school’s Leadership Team regularly looks at school performance data 
(disaggregated by subgroups) and aggregated classroom observation data 
and uses that data to make decisions about school improvement and 
professional development needs. (3061) 

ID11 KEY Teachers are organized into grade-level, grade-level cluster, or subject-area 
Instructional Teams. (46) 

ID12  Instructional Teams meet for blocks of time (4 to 6 hour blocks, once a 
month; whole days before and after the school year) sufficient to develop 
and refine units of instruction and review student learning data. (48) 
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 Student and School Success Principle 1: Strong leadership - Principal's role

IE05  The principal participates actively with the school’s teams.  (56) 

IE06 KEY The principal keeps a focus on instructional improvement and student 
learning outcomes. (57) 

IE07 KEY The principal monitors curriculum and classroom instruction regularly. (58)

IE08  The principal spends at least 50% of his/her time working directly with 
teachers to improve instruction, including classroom observations. (59) 

IE09 KEY The principal challenges and monitors unsound teaching practices and 
supports the correction of them. (60) 

IE10  The principal celebrates individual, team, and school successes, especially 
related to student learning outcomes, and shares the celebration and 
outcomes with families and community members. (3062) 

IE13  The principal offers frequent opportunities for staff and parents (families, 
community members and community organizations) to voice constructive 
critique of the school’s progress and suggestions for improvement. (3063) 

IE14  The principal provides timely, clear, constructive feedback to teachers. 
(1676) 

   

 Student and School Success Principle 2: Staff evaluation and professional 
development - Professional development 

IF01  The principal compiles reports from classroom observations, showing 
aggregate areas of strength and areas that need improvement without 
revealing the identity of individual teachers. (65) 

IF02  The Leadership Team reviews the principal’s summary reports of classroom 
observations and takes them into account in planning professional 
development. (66) 

IF03  Professional development for teachers includes observations by the 
principal related to indicators of effective teaching and classroom 
management. (67) 

IF04  Professional development for teachers includes non-evaluative observations 
by peers related to indicators of effective teaching and classroom 
management. (3082) 

IF05  Professional development for teachers includes self-assessment related to 
indicators of effective teaching and classroom management. (69) 

IF06  Teachers are required to make individual professional development plans 
based on classroom observations. (70) 

IF07 KEY Professional development of individual teachers includes an emphasis on 
indicators of effective teaching. (71) 

IF08 KEY Professional development for the whole faculty includes assessment of 
strengths and areas in need of improvement from classroom observations 
of indicators of effective teaching. (72) 

IF09  Teacher evaluation examines the same indicators used in professional 
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development. (73) 

IF10  The principal plans opportunities for teachers to share their strengths with 
other teachers. (74) 

IF11  Professional development is aligned with identified needs based on staff 
evaluation and student performance. (2879) 

IF12  The school provides all staff high quality, ongoing, job-embedded, and 
differentiated professional development. (2880) 

IF13  The school offers an induction program to support new teachers in their 
first years of teaching. (2881) 

   

 Student and School Success Principle 2: Staff evaluation and professional 
development - Staff Recruitment, Evaluation, Reward, and Replacement 

IG01  The school operates with a system of procedures and protocols for 
recruiting, evaluating, rewarding, and replacing staff. (2882) 

IG02  The school provides non-monetary staff incentives for performance. (2883)

IG03  The school provides several exit points for employees (e.g., voluntary 
departure of those unwilling, unable to meet new goals, address identified 
problems). (2884) 

IG04  The school communicates clear goals and measures for employees’ 
performance that reflect the established evaluation system and provide 
targeted training or assistance for an employee receiving an unsatisfactory 
evaluation or warning. (2885) 

IG06  The principal regularly evaluates a range of teacher skills and knowledge, 
using a variety of valid and reliable tools. (1671) 

IG07  The principal includes evaluation of student outcomes in teacher 
evaluation. (1672) 

   

 Student and School Success Principle 3: Expanded time for student learning 
and teacher collaboration - Expanded time for student learning and teacher 

collaboration 

IVD02 KEY The school provides opportunities for members of the school community 
to meet for purposes related to students' learning. (2887) 

IVD03 KEY The school creates and sustains partnerships to support extended learning. 
(3056) 

IVD04 KEY The school ensures that teachers use extra time effectively when extended 
learning is implemented within the regular school program by providing 
targeted professional development. (3057) 

IVD05 KEY The school monitors progress of the extended learning time programs and 
strategies being implemented, and uses data to inform modifications. (3058)
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 Student and School Success Principle 4: Rigorous, aligned instruction - 
Engaging teachers in aligning instruction with standards and benchmarks

IIA01 KEY Instructional Teams develop standards-aligned units of instruction for each 
subject and grade level. (88) 

IIA02  Units of instruction include standards-based objectives and criteria for 
mastery. (89) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Engaging teachers in assessing and monitoring student mastery 

IIB01  Units of instruction include pre-/post-tests to assess student mastery of 
standards-based objectives. (91) 

IIB02  Unit pre-tests and post-tests are administered to all students in the grade 
level and subject covered by the unit of instruction. (92) 

IIB03  Unit pre-test and post-test results are reviewed by the Instructional Team. 
(93) 

IIB04 KEY Teachers individualize instruction based on pre-test results to provide 
support for some students and enhanced learning opportunities for others. 
(94) 

IIB05 KEY All teachers re-teach based on post-test results. (95) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Engaging teachers in differentiating and aligning learning activities 

IIC01  Units of instruction include specific learning activities aligned to objectives. 
(96) 

IIC02 KEY Instructional Teams develop materials for their standards-aligned learning 
activities and share the materials among themselves. (97) 

IIC03  Materials for standards-aligned learning activities are well-organized, 
labeled, and stored for convenient use by teachers. (98) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes 

IIIA35  Students are engaged and on task. (144) 

IIIA38  All teachers have documentation of the computer program’s alignment with 
standards-based objectives. (147) 

IIIA40  All teachers assess student mastery in ways other than those provided by 
the computer program. (149) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes - 

Preparation 

IIIA01 KEY All teachers are guided by a document that aligns standards, curriculum, 
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instruction, and assessment. (110) 

IIIA02  All teachers develop daily lesson plans based on aligned units of instruction. 
(3083) 

IIIA05  All teachers maintain a record of each student’s mastery of specific learning 
objectives. (114) 

IIIA06  All teachers test frequently using a variety of evaluation methods and 
maintain a record of the results. (115) 

IIIA07 KEY All teachers differentiate assignments (individualize instruction) in response 
to individual student performance on pre-tests and other methods of 
assessment. (116) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes - 

Teacher-Directed Whole-Class or Small Group Instruction - Introduction 

IIIA08  All teachers review the previous lesson. (117) 

IIIA09 KEY All teachers clearly state the lesson’s topic, theme, and learning objectives. 
(3084) 

IIIA10  All teachers stimulate interest in the topics. (119) 

IIIA11  All teachers activate prior knowledge recognizing that due to different 
cultural contexts of students, prior knowledge, interest and experiences of 
students will vary. (3064) 

IIIA12  All teachers use modeling, demonstration, and graphics. (120) 

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes - 

Teacher-Directed Whole-Class or Small Group Instruction - Presentation 

IIIA13 KEY All teachers explain directly and thoroughly. (122) 

IIIA14  All teachers maintain connection and attention to students through eye 
contact, physical proximity, verbal cuing or other culturally appropriate 
behaviors. (3065) 

IIIA15  All teachers speak with expression and use a variety of vocal tones. (124) 

IIIA16 KEY All teachers use prompting/cueing. (125) 

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes - 

Teacher-Directed Whole-Class or Small Group Instruction - Summary and 
Confirmation of Learning 

IIIA17 KEY All teachers re-teach when necessary. (126) 

IIIA18  All teachers review with drilling/class recitation to confirm basic 
proficiency of understanding/skill development (e.g., multiplication tables, 
word pronunciation, etc.). (3085) 

IIIA19 KEY All teachers review with questioning. (128) 

IIIA20 KEY All teachers summarize key concepts. (129) 
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 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes - 

Teacher-Student Interaction 

IIIA21  All teachers re-teach following questioning. (130) 

IIIA22  All teachers use open-ended questioning and encourage elaboration. (131) 

IIIA24 KEY All teachers encourage peer interaction. (133) 

IIIA25 KEY All teachers encourage students to paraphrase, summarize, and relate. (134)

IIIA26  All teachers encourage students to check their own comprehension. (135) 

IIIA27  All teachers verbally praise students. (136) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound instruction in a variety of modes - 

Student-Directed Small-Group and Independent Work 

IIIA28  All teachers travel to all areas in which students are working. (137) 

IIIA31 KEY All teachers interact instructionally with students (explaining, checking, 
giving feedback). (140) 

IIIA32 KEY All teachers interact managerially with students (reinforcing rules, 
procedures). (141) 

IIIA33 KEY All teachers interact socially with students (noticing and attending to an ill 
student, asking about the weekend, inquiring about the family). (142) 

   

 Student and School Success Principle 4: Rigorous, aligned instruction - 
Expecting and monitoring sound homework practices and communication 

with parents 

IIIB01  All teachers maintain a file of communication with parents (families), using 
multiple methods of contact including phone calls, emails, letters home, 
home visits, etc. (3066) 

IIIB02  All teachers regularly assign homework (an average of 4 days a week). 
(3086) 

IIIB03  All teachers check, mark, and return homework. (152) 

IIIB04  All teachers include comments on checked homework. (153) 

IIIB06 KEY All teachers systematically report to parents (families) the student’s mastery 
of specific standards-based objectives (in plain language that allows for 
understanding). (3076) 

   

 Student and School Success Principle 5: Use of data for school improvement 
and instruction - Assessing student learning frequently with standards-

based assessments 

IID01  The school tests every student annually with the same standardized test in 
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basic subject areas so that each student’s year-to-year progress can be 
tracked. (99) 

IID02  Teachers receive timely reports of results from standardized and objectives-
based tests. (101) 

IID03  The school maintains a central database that includes each student’s test 
scores, placement information, demographic information, attendance, 
behavior indicators, and other variables useful to teachers. (102) 

IID04 KEY Teams and teachers receive timely reports from the central database to 
assist in making decisions about each student’s placement and instruction. 
(103) 

IID05  Yearly learning goals are set for the school by the Leadership Team, 
utilizing student learning data. (104) 

IID06 KEY The Leadership Team monitors school-level student learning data 
(disaggregated into appropriate subgroups). (3067) 

IID07  The Leadership Team reviews student data to recommend appropriate 
support for each student’s transition from pre-K to Kindergarten, grade to 
grade, or school to school (e.g., elementary to middle level). (3068) 

IID08 KEY Instructional Teams use student learning data to assess strengths and 
weaknesses of the curriculum and instructional strategies. (106) 

IID09 KEY Instructional Teams use student learning data to plan instruction. (107) 

IID10 KEY Instructional Teams use student learning data to identify students in need of 
instructional support or enhancement. (108) 

IID11  Instructional Teams review the results of unit pre-/post-tests to make 
decisions about the curriculum and instructional plans and to "red flag" 
students in need of intervention (both students in need of tutoring or extra 
help and students needing enhanced learning opportunities because of their 
early mastery of objectives). (109) 

   

 Student and School Success Principle 6: Safety, discipline, and social, 
emotional, and physical health - School and classroom culture 

IIIC01 KEY All school staff demonstrate an understanding of community cultures, 
customs, and values and model a respect for them. (3052) 

IIIC02  All teachers acquire an understanding of each student's background and 
interests as a way to increase motivation to learn. (3053) 

IIIC03  All teachers include social and emotional learning objectives in their 
instructional plans. (3054) 

IIIC04 KEY All teachers model, teach, and reinforce social and emotional competencies. 
(3055) 

IIIC05  When waiting for assistance from the teacher, students are occupied with 
curriculum-related activities provided by the teacher. (156) 

IIIC06  Transitions between instructional modes are brief and orderly. (157) 

IIIC07  Students raise hands or otherwise signal before speaking. (159) 
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IIIC08 KEY All teachers use a variety of instructional modes. (160) 

IIIC09  All teachers maintain well-organized student learning materials in the 
classroom. (161) 

IIIC10  All teachers display completed student work in the classroom. (162) 

IIIC11  All teachers display classroom rules and procedures in the classroom. (163)

IIIC12  All teachers correct students who do not follow classroom rules and 
procedures. (164) 

IIIC13 KEY All teachers reinforce classroom rules and procedures by positively teaching 
them. (165) 

IIIC14  All teachers engage all students (e.g., encourage silent students to 
participate). (167) 

IIIC15  All teachers use a variety of strategies to motivate students that honor their 
cultures, interests, and strengths. (3087) 

   

 Student and School Success Principle 7: Family and community 
engagement - Defining the purpose, policies, and practices of a school 

community 

IVA01 KEY Parent (Family) representatives advise the School Leadership Team on 
matters related to family-school relations. (3069) 

IVA02 KEY The school’s key documents (Parent Involvement Policy, Mission 
Statement, Compact, Homework Guidelines, and Classroom Visit 
Procedures) are annually distributed and frequently communicated to 
teachers, school personnel, parents (families), and students. (3077) 

IVA03  The school’s Parent (Family) Involvement Policy includes a vision 
statement about the importance of family-school partnership in a school 
community. (3070) 

IVA04  The school’s Compact includes responsibilities (expectations) that 
communicate what parents (families) can do to support their students’ 
learning at home (curriculum of the home, with learning opportunities for 
families to develop their curriculum of the home). (3071) 

   

 Student and School Success Principle 7: Family and community 
engagement - Providing two-way, school-home communication linked to 

learning 

IVA05 KEY The school regularly communicates with parents (families) about its 
expectations of them and the importance of the curriculum of the home 
(what parents can do at home to support their children's learning). (3075) 

IVA07  The school's website has a parent (family) section that includes information 
on home support for learning, announcements, parent activities/resources, 
and procedures on how families may post items. (3073) 
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 Student and School Success Principle 7: Family and community 
engagement - Educating parents to support their children's learning and 

teachers to work with parents 

IVA08 KEY Professional development programs for teachers include assistance in 
working effectively with parents (families and communities). (3074) 

IVA09  The school provides parents (families) with practical guidance to maintain 
regular and supportive verbal interactions with their children. (3078) 

IVA10  The school provides parents (families) with practical guidance to establish a 
quiet place for children’s studying at home and consistent discipline for 
studying at home. (3079) 

IVA11  The school provides parents (families) with practical guidance to encourage 
their children’s regular reading habits at home. (3080) 

IVA12  The school provides parents (families) with practical guidance to model and 
encourage respectful and responsible behaviors. (3081) 

   
 

     

     

November 09, 2012
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Appendix VIII 
 

Alignment between Indistar® Indicators and 
ESEA Turnaround Principles 
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This document provides a sampling of how INDISTAR indicators will 
address the requirements for Priority schools outlined in the 
Turnaround principles.   

 

In order for the state to understand the needs of its high-need schools, 
schools will conduct a comprehensive self-assessment. The self-assessment 
instrument will be aligned with the seven ESEA Turnaround Principles by: 
 
1. providing strong leadership by:  

(1) reviewing the performance of the current principal;  
(2) either replacing the principal if such a change is necessary to 
ensure strong and effective leadership, or demonstrating to the SEA 
that the current principal has a track record in improving achievement 
and has the ability to lead the turnaround effort; and  
(3) providing the principal with operational flexibility in the areas of 
scheduling, staff, curriculum, and budget; 

Addressed through Superintendent’s completion and submission of required 
Improvement plan forms by September 1, 2013. 
 
2. ensuring that teachers are effective and able to improve 
instruction by:  

(1) reviewing the quality of all staff and retaining only those who are 
determined to be effective and have the ability to be successful in the 
turnaround effort;  
 (2) preventing ineffective teachers from transferring to these schools; 
and  

Addressed through Superintendent/principal’s completion and submission of 
required Improvement plan forms by September 30 2013. 
 
Indicator IG01   The school operates with a system of procedures and 
protocols for recruiting, evaluating, rewarding, and replacing staff.  
 
Indicator IG03   The school provides several exit points for employees (e.g., 
voluntary departure of those unwilling, unable to meet new goals, address 
identified problems).  
 

(3) providing job embedded, ongoing professional development 
informed by the teacher evaluation and support systems and tied to 
teacher and student needs; 

Indicator IF08     Professional development for the whole faculty includes 
assessment of strengths and areas in need of improvement from classroom 
observations of indicators of effective teaching.  
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Indicator IF12   The school provides all staff high quality, ongoing, job-
embedded, and differentiated professional development.  
 
3. redesigning the school day, week, or year to include additional 
time for student learning and teacher collaboration; 
 
Indicator IVD02   The school provides opportunities for members of the 
school community to meet for purposes related to students' learning.  
 
Indicator IVD03   The school creates and sustains partnerships to support 
extended learning.  
 
Indicator IVD05 The school monitors progress of the extended learning 
time programs and strategies being implemented, and uses data to inform 
modifications.  
 
4. strengthening the school’s instructional program based on 
student needs and ensuring that the instructional program is 
research-based, rigorous, and aligned with State academic content 
standards; 
 
Indicator IIA01   Instructional Teams develop standards-aligned units of 
instruction for each subject and grade level.  
 
Indicator IIB04 Teachers individualize instruction based on pre-test results 
to provide support for some students and enhanced learning opportunities 
for others.  
 
Indicator IIB05    All teachers re-teach based on post-test results.  
 
5. using data to inform instruction and for continuous improvement, 
including by providing time for collaboration on the use of data; 
 
Indicator IID04   Teams and teachers receive timely reports from the 
central database to assist in making decisions about each student’s 
placement and instruction.  
 
Indicator IID06 The Leadership Team monitors school-level student 
learning data (disaggregated into appropriate subgroups).  
 
Indicator IID08 Instructional Teams use student learning data to assess 
strengths and weaknesses of the curriculum and instructional strategies.  
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Indicator IID09   Instructional Teams use student learning data to plan 
instruction.  
 
Indicator IID10 Instructional Teams use student learning data to identify 
students in need of instructional support or enhancement.  
 
6. establishing a school environment that improves school safety 
and discipline and addressing other non-academic factors that 
impact student achievement, such as students’ social, emotional, 
and health needs; and 
 
Indicator IIIC01   All school staff demonstrate an understanding of 
community cultures, customs, and values and model a respect for them. 

Indicator IIIC04   All teachers model, teach, and reinforce social and 
emotional competencies.  
 
Indicator IIIC13 All teachers reinforce classroom rules and procedures by 
positively teaching them. (165) 
 
7. providing ongoing mechanisms for family and community 
engagement.  

Indicator IVA01 Parent (Family) representatives advise the School 
Leadership Team on matters related to family-school relations.  

Indicator IVA02 The school’s key documents (Parent Involvement Policy, 
Mission Statement, Compact, Homework Guidelines, and Classroom Visit 
Procedures) are annually distributed and frequently communicated to 
teachers, school personnel, parents (families), and students.  

Indicator IVA05   The school regularly communicates with parents (families) 
about its expectations of them and the importance of the curriculum of the 
home (what parents can do at home to support their children's learning).  
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PLEASE NOTE: Legislative Information cannot perform research, provide legal advice, or 
interpret Maine law. For legal assistance, please contact a qualified attorney. 

An Act To Ensure Effective Teaching and School Leadership 

Mandate preamble.  This measure requires one or more local units of government to expand 
or modify activities so as to necessitate additional expenditures from local revenues but does not 
provide funding for at least 90% of those expenditures. Pursuant to the Constitution of Maine, Article 
IX, Section 21, 2/3 of all of the members elected to each House have determined it necessary to enact 
this measure. 

Be it enacted by the People of the State of Maine as follows: 

PART A 

Sec. A-1. 20-A MRSA §1055, sub-§10, as amended by PL 2011, c. 172, §1, is further 
amended to read: 
  

10. Supervise school employees.   The superintendent is responsible for the evaluation 
ofimplementing a performance evaluation and professional growth system for all teachers and 
principals pursuant to chapter 508 and an evaluation system for all other employees of the school 
administrative unit. The superintendent shall evaluate probationary teachers during, but not limited to, 
their 2nd year of employment. The method of evaluation must be determined by the school board, be in 
compliance with the requirements of chapter 508 and be implemented by the superintendent. 

Sec. A-2. 20-A MRSA §13201, 5th ¶, as amended by PL 2011, c. 172, §2 and affected by 
§4, is further amended to read: 

The right to terminate a contract, after due notice of 90 days, is reserved to the school board when 
changes in local conditions warrant the elimination of the teaching position for which the contract was 
made. The order of layoff and recall is a negotiable item in accordance with the procedures set forth in 
Title 26, chapter 9-A. In any negotiated agreement, the criteria negotiated by the school board and the 
bargaining agent to establish the order of layoff and recall must include the teacher's effectiveness 
rating pursuant to chapter 508 as a factor and may also include, but may not be limited to, seniority. 

Sec. A-3.  20-A MRSA c. 508  is enacted to read: 

CHAPTER 508 

EDUCATOR EFFECTIVENESS 

§ 13701. Definitions 

As used in this chapter, unless the context otherwise indicates, the following terms have the 
following meanings. 
  

1.  Educator.     "Educator" means a teacher or a principal. 
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2.  Effectiveness rating.     "Effectiveness rating" means the level of effectiveness of an 
educator derived through implementation of a performance evaluation and professional growth system. 
  

3.  Performance evaluation and professional growth system.     "Performance 
evaluation and professional growth system" or "system" means a method developed in compliance with 
this chapter by which educators are evaluated, rated on the basis of effectiveness and provided 
opportunities for professional growth. 
  

4.  Professional improvement plan.     "Professional improvement plan" means a written 
plan developed by a school or district administrator with input from an educator that outlines the steps 
to be taken over the coming year to improve the effectiveness of the educator. The plan must include 
but need not be limited to appropriate professional development opportunities. 
  

5.  Summative effectiveness rating.     "Summative effectiveness rating" means the 
effectiveness rating of an educator that is assigned at the end of an evaluation period. Ratings or 
comments provided to the educator during the evaluation period for the purpose of providing feedback, 
prior to assignment of a final effectiveness rating, are not summative effectiveness ratings. 

§ 13702. Local development and implementation of system 

Each school administrative unit shall develop and implement a performance evaluation and 
professional growth system for educators. The system must meet the criteria set forth in this chapter 
and rules adopted pursuant to this chapter and must be approved by the department. 

§ 13703. Use of effectiveness rating; grievance 

A superintendent shall use effectiveness ratings of educators to inform strategic human capital 
decision making, including, but not limited to, decision making regarding recruitment, selection, 
induction, mentoring, professional development, compensation, assignment and dismissal. 

Receipt of summative effectiveness ratings indicating that a teacher is ineffective for 2 
consecutive years constitutes just cause for nonrenewal of a teacher's contract unless the ratings are the 
result of bad faith. 

Any appeal of, or grievance relating to, an evaluation conducted pursuant to this chapter or an 
effectiveness rating resulting from implementation of a system is limited to matters relating to the 
implementation of the system or the existence of bad faith in an evaluation or the assignment of a 
rating. The professional judgment involved in an evaluation or implementation of the system is not 
subject to appeal or grievance. 

§ 13704. Elements of system 

A performance evaluation and professional growth system consists of the following elements: 
  

1.  Standards of professional practice.     Standards of professional practice by which the 
performance of educators must be evaluated. 
  

A.  The department shall provide, by rule, a set of standards of professional practice or a set of 
criteria for determining acceptable locally determined standards for teachers and a set of standards 
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of professional practice or a set of criteria for determining acceptable locally determined standards 
for principals; 

  
2.  Multiple measures of effectiveness.     Multiple measures of educator effectiveness, 

other than standards of professional practice, including but not limited to student learning and growth; 
  

3.  Rating scale.     A rating scale consisting of 4 levels of effectiveness. 
  

A.  The rating must be based on standards of professional practice and measures of educator 
effectiveness. The proportionate weight of the standards and the measures is a local decision, but 
measurements of student learning and growth must be a significant factor in the determination of 
the rating of an educator. 

  
B.  The rating scale must set forth the professional growth opportunities and the employment 
consequences tied to each level. 

  
C.  At least 2 of the levels must represent effectiveness, and at least one level must represent 
ineffectiveness; 

  
4.  Professional development.     A process for using information from the evaluation 

process to inform professional development; 
  

5.  Implementation procedures.     Implementation procedures that include the following: 
  

A.  Evaluation of educators on a regular basis, performed by one or more trained evaluators. The 
frequency of evaluations may vary depending on the effectiveness level at which the educator is 
performing, but observations of professional practice, formative feedback and continuous 
improvement conversations must occur throughout the year for all educators; 

  
B.  Ongoing training on implementation of the system to ensure that all educators and evaluators 
understand the system and have the knowledge and skills needed to participate in a meaningful 
way; 

  
C.  A peer review component to the evaluation and professional growth system and opportunities 
for educators to share, learn and continually improve their practice; and 

  
D.  Formation of a steering committee composed of teachers, administrators and other school 
administrative unit staff that regularly reviews and refines the performance evaluation and 
professional growth system to ensure that it is aligned with school administrative unit goals and 
priorities; and 

  
6.  Professional improvement plan.     The opportunity for a educator who receives a 

summative effectiveness rating indicating ineffectiveness in any given year to implement a professional 
improvement plan. 

§ 13705. Phase-in of requirements 

The requirements of this chapter apply to all school administrative units beginning in the 2015-
2016 school year. In the 2013-2014 school year, each unit shall develop a system that meets the 
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standards of this chapter, in collaboration with teachers, principals, administrators, school board 
members, parents and other members of the public. In the 2014-2015 school year, each unit shall 
operate as a pilot project the system developed in the prior year by applying it in one or more of the 
schools in the unit or by applying it without using results in any official manner or shall employ other 
means to provide information to enable the unit to adjust the system prior to the first year of full 
implementation. Nothing in this section prohibits a unit from fully implementing the system earlier 
than the 2015-2016 school year. 

§ 13706. Rules 

The department shall adopt rules to implement this chapter, including but not limited to a rule 
relating to the method of identifying the educator or educators whose effectiveness ratings are affected 
by the measurement of learning or growth of a particular student. The department shall also adopt rules 
pertaining to the approval of performance evaluation and professional growth systems pursuant to 
section 13702. Rules adopted pursuant to this section are major substantive rules pursuant to Title 5, 
chapter 375, subchapter 2-A. 

Sec. A-4.  20-A MRSA §15681, sub-§1, ¶D  is enacted to read: 
  

D.  To receive targeted educator evaluation funds, a school administrative unit must have or be in 
the process of developing a performance evaluation and professional growth system pursuant to 
chapter 508 and the rules adopted pursuant to that chapter. 

Sec. A-5.  20-A MRSA §15681, sub-§6  is enacted to read: 
  

6.  Targeted funds for educator evaluation.     For educator evaluation funds beginning 
with the 2013-2014 school year, the commissioner shall calculate the amount available to assist school 
administrative units in developing and implementing performance evaluation and professional growth 
systems pursuant to chapter 508. 

Sec. A-6. Council created. The Maine Educator Effectiveness Council, referred to in this 
section as "the council," is created to make recommendations regarding implementation of the Maine 
Revised Statutes, Title 20-A, chapter 508 to the Commissioner of Education and the Joint Standing 
Committee on Education and Cultural Affairs. 

1. Members. The council consists of the Commissioner of Education or the commissioner's 
designee and the following members, appointed by the Commissioner of Education: 

A. A member of the State Board of Education, nominated by the state board; 
B. Four public school teachers, at least one of whom is a special education teacher, appointed 
from a list of names provided by the Maine Education Association; 
C. A member representing educators in tribal schools in this State, appointed from a list of names 
provided by the respective tribal schools that are affiliated with Maine Indian Education; 
D. Two public school administrators, appointed from a list of names provided by the Maine 
Principals' Association and the Maine School Superintendents Association; 
E. Two members of school boards, appointed from a list of names provided by the Maine School 
Boards Association; 
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F. One faculty member representing approved educator preparation programs; 
G. Two members of the business community; and 
H. Two members of the general public with interest and experience in the education field. 

  
The council must be cochaired by the Commissioner of Education and one other council member 
elected by the full membership of the council. The council may establish subcommittees and may 
appoint persons who are not members of the council to serve on the subcommittees as needed to 
conduct the council's work. 

2. Duties. The council shall recommend standards for implementing a system of evaluation and 
support of teachers and principals consistent with the requirements of Title 20-A, chapter 508. The 
council shall: 

A. Recommend a set of professional practice standards applicable to teachers and a set of 
professional practice standards applicable to principals; 
B. Recommend a 4-level rating scale with clear and distinct definitions applicable to teachers and 
principals; 
C. Recommend potential measures of student learning and growth; 
D. Recommend the major components of an evaluation process, including but not limited to: 
(1) Ongoing training to ensure that evaluators and teachers and principals have a full 
understanding of the evaluation system and its implementation; 
(2) Methods of gathering evidence for the evaluation, which may include observation by 
supervisors and peers, self-reflection, student or parent surveys, analysis of artifacts and evidence 
portfolios; 
(3) Methods of providing feedback to teachers and principals for formative evaluation purposes; 
(4) Weighting of measures used in evaluating teachers and principals, which must provide that 
student learning and growth indicators inform a significant portion of the effectiveness rating; 
(5) Methods for aligning district, school and classroom goals using the evaluation system; and 
(6) Methods for linking summative effectiveness ratings to human capital decisions; and 
E. Recommend a system of supports and professional development linked to effectiveness ratings 
for teachers and principals, including a process for developing and implementing a professional 
improvement plan. 
3. Report. The Commissioner of Education shall submit a report regarding the work of the 

council to the Joint Standing Committee on Education and Cultural Affairs no later than November 1, 
2012. The report must include the council's recommendations regarding implementation of the 
requirements set forth in Title 20-A, chapter 508 and recommendations regarding the continuing work 
of the council. 

4. Staff assistance. The Department of Education shall provide staff assistance to the council. The 
department may seek and employ grant funds to provide additional assistance. 

5. Council continuation. The council is authorized to continue meeting, if it so desires, 90 days 
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after adjournment of the First Regular Session of 126th Legislature. 

PART B 

Sec. B-1.  20-A MRSA §13008  is enacted to read: 

§ 13008. Educator preparation program data 
  

1.  Definitions.      As used in this section, unless the context otherwise indicates, the following 
terms have the following meanings. 
  

A.  "Educator preparation program" means a public or private baccalaureate-level or 
postbaccalaureate-level program approved by the state board to recommend graduates for 
certification pursuant to chapter 502 as prekindergarten to grade 12 teachers, educational 
specialists or school leaders. 

  
B.  "Program completer" means a person who, by successfully completing all of an educator 
preparation program's requirements, has qualified for a recommendation for certification as a 
prekindergarten to grade 12 teacher, an educational specialist or a school leader. 

  
2.  Data collection.      The department shall collect data relating to educator preparation 

programs, including but not limited to the following information with respect to each educator 
preparation program: 
  

A.  The number of program completers; 
  

B.   The number of program completers who pass certification tests and the number of those who 
attain provisional licensure in the State; 

  
C.  The number of program completers who proceed from provisional licensure to professional 
licensure; and 

  
D.  The number of program completers who are teaching in schools in this State 3 and 5 years 
after they complete that educator preparation program. 

  
3.  Report.      The department shall annually report the data collected under this section to the 

Governor, the state board and the joint standing committee of the Legislature having jurisdiction over 
education matters. 

Sec. B-2. 20-A MRSA §13011, sub-§6, as enacted by PL 1989, c. 889, §8, is repealed and 
the following enacted in its place: 
  

6.  Alternative pathways to certification.     The state board shall develop and adopt rules 
providing a method for a person who has not completed an approved educator preparation program as 
defined under section 13008 to obtain provisional educator certification through an alternative pathway 
that: 
  

A.  Is designed for candidates who can demonstrate subject matter competency that is directly 
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related to the certificate endorsement being sought and obtained through prior academic 
achievement or work experience; 

  
B.  May feature an accelerated program of preparation; 

  
C.  Uses mentorship programs that partner teacher candidates with mentor teachers; and 

  
D.  Includes accountability provisions to ensure that teacher candidates demonstrate the 
knowledge and skills established pursuant to section 13012, subsection 2-B prior to issuance of a 
provisional teacher certificate. 

Sec. B-3. 20-A MRSA §13011, sub-§10, as enacted by PL 2003, c. 445, §2, is amended to 
read: 
  

10. Conditional certificate; transitional endorsement; exception.  A conditional 
certificate is a certificate for teachers and educational specialists who have not met all of the 
requirements for a provisional or professional certificate. A school administrative unit may employ a 
conditionally certified teacher or educational specialist who is in the process of becoming 
professionally certified notwithstanding the availability of provisionally or professionally certified 
teachers or educational specialists. Any amendment to the rules adopted pursuant to this chapter that 
revises the qualifications for a conditional certificate or transitional endorsement does not apply to a 
person who was issued a conditional certificate or transitional endorsement prior to or during the 
school year preceding the adoption of revisions to the rules as long as the holder of the conditional 
certificate or transitional endorsement annually completes the required course work and testing as 
determined by the department for the school year preceding the adoption of revised rules. 

Sec. B-4. 20-A MRSA §13012, sub-§2-A, as enacted by PL 2001, c. 534, §2 and amended 
by PL 2005, c. 397, Pt. D, §3, is further amended to read: 
  

2-A. Qualifications.   State board rules governing the qualifications for a provisional teacher 
certificate must require that a certificate may only be issued to an applicant who meets the requirements 
of subsection 2-B, has successfully completed a student teaching experience of at least 15 weeks and: 
  

A. For elementary school, has met academic and preprofessional requirements established by the 
state board for teaching at the elementary school level and has graduated from an accredited, 
degree-granting educational institution upon completion of: 

  
(1) A bachelor's degree from a 4-year accredited college or university; 
  
(2) A 4-year program in liberal arts and sciences; or 
  
(3) An approved 4-year teacher preparation program and has majored in the subject area to be 
taught or an interdisciplinary program in liberal arts; 

  
B. For secondary school, has met academic and preprofessional requirements established by the 
state board for teaching at the secondary school level and has graduated from an accredited, 
degree-granting educational institution upon completion of: 
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(1) A bachelor's degree from a 4-year accredited college or university; 
  
(2) A 4-year program in liberal arts and sciences; or 
  
(3) An approved 4-year teacher preparation program and has majored in the subject area to be 
taught; 

  
C. Is otherwise qualified by having met separate educational criteria for specialized teaching 
areas, including, but not limited to, special education, home economics, agriculture, career and 
technical education, art, music, business education, physical education and industrial arts, as 
established by the state board for teaching in these specialized areas; or 

  
D. Has completed 6 credit hours of approved study within 5 years prior to application, has met 
entry-level standards and has held either a professional teacher certificate that expired more than 5 
years prior to the application date or a provisional teacher certificate issued prior to July 1, 1988 
that expired more than 5 years prior to the application date. 

Sec. B-5.  Certification rules. The State Board of Education shall amend its rules relating to 
certification of educators under the Maine Revised Statutes, Title 20-A, section 13012 to require that 
any person seeking an endorsement to teach kindergarten to grade 8 students must demonstrate 
proficiency in math and reading instruction, including evidence-based reading instruction. For the 
purposes of this section, "evidence-based reading instruction" means instructional practices that have 
been proven by systematic, objective, valid and peer-reviewed research to lead to predictable gains in 
reading achievement. The requirement must apply to all teachers and educational specialists, including 
teachers in special education and teachers of English language learners. 

Sec. B-6. Alternative certification working group. The State Board of Education shall 
establish a working group to develop one or more alternative certification pathways that meet the 
standards set forth in the Maine Revised Statutes, Title 20-A, section 13011, subsection 6. Members of 
the State Board of Education shall participate in the working group, and the State Board of Education 
shall invite the participation of representatives of the Maine Education Association, the Maine School 
Superintendents Association, the Maine Principals' Association, the Maine School Boards Association, 
Maine Administrators of Services for Children with Disabilities and Maine Administrators of Career 
and Technical Education, representatives of approved educator preparation programs, parents and the 
business community and other interested parties. The working group shall submit a report describing 
one or more alternative certification pathways to the State Board of Education and the Commissioner 
of Education. The State Board of Education shall submit the report to the Joint Standing Committee on 
Education and Cultural Affairs no later than November 1, 2012. The report must include pathway 
descriptions, the working group's recommendations and any draft legislation or rules needed to 
implement the recommendations. 
  

Effective 90 days following adjournment of the 125th Legislature, Second Regular Session, unless 
otherwise indicated. 
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Executive Summary 
 

LD 1858  is  the  first  law enacted  in Maine  to  require all  schools  to  implement comprehensive 
systems to review, support and improve the professional practice and effectiveness of teachers 
and  principals.    The  systems  will  combine  evaluation  and  support  and  will  be  called 
“performance evaluation and professional growth systems” or “PE/PG systems.” 
 
The legislation was presented to the Joint Standing Committee on Education and Cultural Affairs 
in  the  Second  Regular  Session  of  the  125th  Maine  Legislature.    After  receiving  unanimous 
approval of  the Education Committee,  the bill was enacted and  signed  into  law as Public Law 
2011, chapter 635.   
 
The new  law  laid out  some basic  requirements  for  the  systems, and established a process by 
which the basic requirements would be fleshed out.  It created a stakeholder group called “the 
Maine  Educator  Effectiveness  Council”  to  develop  recommendations  and  directed  the 
Department  of  Education  to  develop  rules  to  flesh  out  the  law.    The  Legislature’s  Education 
Committee will  review  the  recommendations  of  the  Council  and  the  rules  proposed  by  the 
Department and will be asked to approve or revise the fleshed out requirements during the First 
Regular Session of the 126th Legislative Session beginning in January 2013.    

 
Most states in the country are doing the same work of developing evaluation and support 
systems, and all agree that the work takes time. Many states take two or more years to create 
initial implementation plans for such systems, and find that the work of refining those plans 
continues well beyond that time. The Council has condensed much of the work done by those 
other states into 70 hours of meetings on 12 days over a period of 5 months.  They have reached 
consensus on a number of key issues, but there is more work to do.  Council members are 
committed to continue working toward consensus on additional recommendations regarding 
implementation of PE/PG systems.  An important part of that work is monitoring the 
development and implementation of PE/PG systems in other states, and incorporating 
successful elements of those systems while avoiding the pitfalls identified in other states.   
Consensus recommendations are as follows: 
   

Professional practice standards for teachers 
 

1) The Interstate Teacher Assessment and Support Consortium (InTASC) set of standards is 
the  set  of  professional  practice  standards  for  teachers  that  must  be  used  in  a 
performance evaluation and professional growth system under Title 20‐A, chapter 508, 
except as provided in section 2). 

 
2) As an alternative to using InTASC standards, a school administrative unit (SAU) may use 

one of the following sets of professional practice standards for teachers: 
 

• National Board for Professional Teaching Standards (NBPTS); 
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• Professional Practice standards in the model developed by The Danielson Group; 

• Professional Practice Standards in the model developed by Marzano and Associates; 
and 

• Any set of professional practice standards that are determined by DOE to be aligned 
with InTASC standards [If an SAU chooses to use a set of standards other than those 
listed above,  they must demonstrate and submit evidence  to  the Maine DOE  that 
the  locally  adopted  standards  are  aligned  to  the  InTASC  set  of  standards  of 
professional practice]. 

 
3) A “set of professional practice standards” for teachers includes: 

• Primary standards;  

• Supporting  descriptions  or  indicators  (e.g.,  performance,  knowledge,  dispositions, 
etc)  for  each  standard,  as published  (or  endorsed)  by  the  creator/sponsor of  the 
standards; and 

• Rubrics for each standard that are aligned with the adopted standards.  
 

Professional practice standards for principals  
 

1) The Interstate School Leaders Licensure Consortium (ISLLC) set of standards is the set 
of professional practice standards for principals that must be used in a performance 
evaluation and professional growth system under Title 20‐A, chapter 508, except as 
provided in section 2). 

 
2) As an alternative to using ISLLC standards, a school administrative unit (SAU) may use 

one of the following sets of professional practice standards for principals: 

• National  Board  for  Professional  Teaching  Standards  Principal  Standards  (NBPTS‐
Principal); and 

• Any set of professional practice standards that are determined by DOE to be aligned 
with ISLLC standards [If an SAU chooses to use a set of standards other than those 
listed above,  they must demonstrate and submit evidence  to  the Maine DOE  that 
the  locally  adopted  standards  are  aligned  to  the  ISLLC  set  of  standards  of 
professional practice]. 

 
3) A “set of professional practice standards” for principals includes: 

• Primary standards;  

• Supporting  descriptions  or  indicators  (e.g.,  functions  )  for  each  standard,  as 
published (or endorsed) by the creator/sponsor of the standards; and 

• Rubrics for each standard that are aligned with the adopted standards.  

 
Potential Measures of Student Learning and Growth:  
 
A. Statewide, Standardized Tests (e.g., NECAP and the Smarter Balanced Assessments that will 

replace NECAP  in 2015) are a potential measure of student  learning and growth that may 
be an indicator of educator effectiveness, provided: 
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• Test  results  are  included  in  the  evaluation  of  a  teacher  or  principal  only  if  the  test 
measures growth of a student after having been taught by that teacher, or being led by 
that principal;  

 

• Pre‐ and post‐tests are administered (e.g. fall‐to‐spring, or spring‐to‐spring); 
 

• Results are  included  for a  student only  if  the  student  took both  the pre‐test and  the 
post‐test; 

 

• The test/assessment measures intended curriculum, and measures only things that are 
subject to instructional effectiveness (e.g., not student attendance);  

 

• The  results are used  in a way  that accounts  for differences  in growth at ends of  the 
spectrum  (e.g.,  higher‐achieving  students  shouldn’t  be  expected  to make  the  same 
quantity of growth as lowest‐achieving students); and 

 

• The data used in the evaluation is a statistically reliable sample, which may require 3‐5 
years of data, a power‐analysis, etc. 

 
B. Commercially available tests (other than those described above) are potential measures of 

student  learning and growth  that may be  indicators of educator effectiveness, as  long as 
they meet all the criteria listed in bullets under paragraph A. 

 
C. District or  school‐developed assessments  are potential measures of  student  learning  and 

growth  that may  be  indicators  of  educator  effectiveness,  as  long  as  they meet  all  the 
criteria listed in bullets under paragraph A and: 

 

• They are developed collaboratively (with administrators and/or other teachers); and 

• There is an adequate level of validation 
 

D. For many students, Student Learning Objectives (SLOs) and Individual Education Plan (IEP) 
goals are important tools for individualizing instruction and learning.  As such, they may 
establish an appropriate basis for measuring student growth and educator effectiveness 
provided that progress toward the objective or goal can be, and is, assessed according to 
the criteria set forth in paragraph A.  

 
Council  members  discussed  the  following  items  and  came  to  consensus  that  they  are  not 
measures of student learning and growth:  student, parent and community perception surveys; 
high school graduation rates; the School Accountability  Index, a combination of data elements 
that will be used in Maine’s proposed new federal accountability system; and the Achievement 
Gap  data  also  prepared  for  use  in  the  new  federal  accountability  system.    The  Council will 
include these items in its discussion of potential other measures that may be used in the PE/PG 
system.   
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I. Introduction  
 
This  report  contains  recommendations  and  a description of  the work of  the Maine  Educator 
Effectiveness  Council  (“MEEC,”  or  “the  Council”).    The  Council was  created  by  law  to make 
recommendations regarding  implementation of LD 1858, “An Act  to Ensure Effective Teaching 
and School Leadership.” 
 
LD 1858  is  the  first  law enacted  in Maine  to  require all  schools  to  implement comprehensive 
systems to review, support and improve the professional practice and effectiveness of teachers 
and  principals.    The  systems  will  combine  evaluation  and  support  and  will  be  called 
“performance evaluation and professional growth systems” or “PE/PG systems.” 
 
The legislation was presented to the Joint Standing Committee on Education and Cultural Affairs 
in  the  Second  Regular  Session  of  the  125th  Maine  Legislature.    After  receiving  unanimous 
approval of  the Education Committee,  the bill was enacted and  signed  into  law as Public Law 
2011, chapter 635.   
 
The new  law  laid out  some basic  requirements  for  the  systems, and established a process by 
which the basic  requirements would be fleshed out.  It created a stakeholder group called “the 
Maine  Educator  Effectiveness  Council”  to  develop  recommendations  and  directed  the 
Department  of  Education  to  develop  rules  to  flesh  out  the  law.    The  Legislature’s  Education 
Committee will  review  the  recommendations  of  the  Council  and  the  rules  proposed  by  the 
Department and will be asked to approve or revise the fleshed out requirements during the First 
Regular Session of the 126th Legislative Session beginning in January 2013.    

 
Council members were appointed by the Commissioner of Education, in most cases on the basis 
of  recommendations  from  organizations  representing  stakeholders  –  the  Maine  Education 
Association  (teachers);  the Maine  School  Superintendents  Association;  the Maine  Principals 
Association; the Maine School Boards Association; the State Board of Education; Maine  Indian 
Education;  the  Maine  State  Chamber  of  Commerce  and  EducateMaine  (business 
representatives).   The Commissioner  also  appointed  a  faculty member  representing educator 
preparation programs and two members of the general public.  
 
The Council held  its first meeting on May 29th and held reqular meetings until the date of this 
report, logging a total of 70 hours of meetings on 12 separate days. Members spent many more 
hours  doing  self‐assigned  “homework”  to  prepare  for  meetings.  Much  of  the  homework 
consisted of  studying  laws,  rules  and  reports  from  the many  states  that  are doing  this  same 
work.  The information from other states is a double‐edged sword:  while it provides examples 
of good practice and avoidable pitfalls, it creates mountains of material to read and evaluate.   
 
While this report presents some key recommendations, the work of the Council is not finished.  
As stakeholders in most other states will attest, the work of developing performance evaluation 
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and professional growth systems takes time if it is to be done right, in many cases two or more 
years for initial development and more time to refine the systems during implementation.     

 
Council members have committed to continue working toward consensus on additional 
recommendations regarding implementation of PE/PG systems.  An important part of that work 
is monitoring the development and implementation of PE/PG systems in other states, and 
incorporating successful elements of those systems while avoiding the pitfalls identified in those 
states.   
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II. Background 
 
Many  influences  –  local,  state  and  national  –  have  led  Maine  to  the  work  of  creating 
performance evaluation and professional growth systems.   
 
The Maine  Department  of  Education’s  Strategic  Plan  (released  January  2012)  names  “Great 
Teachers and Leaders” as one of 5 Core Priorities for the work of the Department.  (Appendix C)  
This priority  reflects concerns expressed by  teachers  that  they do not consistently receive  the 
feedback and support that they need in order to grow professionally, and research that suggests 
that no other school‐based factor is more important to learner outcomes than the effectiveness 
of teachers and school  leaders.   The Department’s  introduction of LD 1858  is one piece of the 
work laid out in the Plan to support Great Teachers and Leaders. 
 
This state priority meshes with national priorities.   
 
In  September  2011,  the  Secretary  of  the  U.S.  Department  of  Education  announced  that  he 
would grant waivers from NCLB requirements to states that wanted to create more meaningful 
ways to identify and assist struggling schools (NCLB or ESEA “accountability systems). Among the 
criteria  for gaining  that waiver  is a  requirement  that  the state  require  local school systems  to 
develop and  implement educator effectiveness systems that meet certain federal criteria.  This 
requirement, along with the state policy  interest, reinforced the Department’s  interest  in, and 
the Legislature’s support for, LD 1858.  
 
After achieving passage of LD 1858 and conferring with stakeholders, the Maine Department of 
Education proceeded with development of a waiver application and worked with stakeholders 
to develop a new accountability system  and educator evaluation systems that meet the federal 
criteria.  Four working groups were formed (MEEC and three others) to do the work.  
 
The  Department  submitted  the  federal  waiver  request  on  September  6th,  2012,  including  a 
commitment to develop and implement these systems utilizing guidance from the MEEC and the 
Legislature to ensure stakeholder input. (See Appendix D for Principle 3 submittal).   
 
Maine is not alone in developing a performance evaluation and professional growth system.  As 
described earlier, all  states  that apply  for  flexibility  in  implementing ESEA must develop  such 
systems.    In addition, many states began developing such systems as a result of qualifying  for 
“Race to the Top” funds in 2010 and 2011.  Those Race to the Top states are ahead of Maine in 
their system development and provide some examples of challenges and successes. 
 
The systems being developed vary in terms of the level of state direction of the systems: 
 

 Nine  states  have  state‐level  systems  where  there  is  a  uniform  system  that  all 
districts must implement (e.g., Delaware, Tennessee, Hawaii) 
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 Fourteen states create a state model system, but allow local variation in the system, 
with approval of the state (e.g., Massachusetts, Rhode Island, Ohio) 

 Twelve states require local school districts to create their own systems, but require 
that the systems meet certain criteria (e.g., Florida, New York, Vermont) 

 
More  information  on  the  systems  in  other  states,  and  the  stage  of  development  of  those 
systems can be found at the Website of the National Comprehensive Center on Teacher Quality 
(NCCTQ), http://resource.tqsource.org/stateevaldb/ .   
 
Regardless of the level of state direction, most systems have the same basic elements: 
 

• Measures of educator effectiveness that: 

• Answer the question: What is an effective teacher or principal? and  

• Include  standards  of  professional  practice  and  one  or more measures  of 
student learning or growth 

• Summative rating categories 

• Usually between 3 and 5 categories that indicate varying levels of 
effectiveness (e.g., highly effective, effective, developing and ineffective;  or 
exemplary, proficient, satisfactory, needs improvement) 

• A method of combining the different measures of an educator’s summative 
effectiveness rating 

• Example:   assign numerical values to each of the measures, assign a 
percentage for each measures and combine them to achieve a 
single numerical value 

• Example:  assign a value of high, average and low for each measure;  
create a matrix and assign each block a summative effectiveness 
rating   

• A description of the support, professional development, benefits, employment 
consequences or other results of being placed in a certain summative rating 
category 

• Implementation requirements to ensure fairness and effectiveness of the 
system, including but not limited to: training of evaluators; professional 
development for educators to enable them to meet the standards being applied 
to them; and opportunities to review and revise the system as appropriate.  

 
The following is a graphic representation of the form of many evaluation and growth 
systems: 
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III. Council Process and Guiding 
Principles 

 
Council members collectively brought to the table a great variety of experience and expertise in 
the  field  of  education  –  classroom  experience,  school  leadership,  experience  in  developing 
PE/PG systems, research and data experience and more. That expertise and experience was key 
to  the  Council  process,  as members  relied  on  each  other  to  inform  the  discussion  and  to 
evaluate the readings and information provided to the Council from outside sources. Early in the 
process, Council members committed to “do their homework,” to collect information outside of 
the meetings,  so  that meeting  time  could be  spent  in discussing  ideas  instead of  listening  to 
presentations.     
 
The Council process was led by co‐chairs, Education Commissioner Steve Bowen, as designated 
in the  law as a co‐chair, and Grace Leavitt, who was elected from the membership to serve as 
co‐chair with  the  Commissioner.   Department  of  Education  staff Deb  Friedman  and Meghan 
Southworth  assisted  the  Council,  and Mark  Kostin,  Associate  Director  of  the  Great  Schools 
Partnership, facilitated the meetings of the Council.   
 
The duties assigned to the Council  in LD 1858 guided the meetings.   The group worked from a 
Decision Matrix that set forth the duties of the Council and described how those duties meshed 
with the new state  law and with the requirements of the ESEA waiver.   A copy of the Decision 
Matrix is included in Appendix E. 
 
The Council drew  largely on the expertise of  its own members, supplemented by readings and 
research about the work of other states and advice from colleagues and experts.  Members also 
conducted their work by meeting as a full council, rather than breaking  into subcommittees or 
working  groups.    Staying  together  as  a  committee of  the whole ensured  that decisions were 
made on the basis of common information and shared conversations.  A brief period of time was 
set aside at each Council meeting to receive comment from members of the public, and those 
comments provided additional perspectives to the conversation.  
 
Among the first tasks of the Council was the development of a Decision‐making process.   
Members  decided  that  a  consensus  recommendation  from  the  Council,  although  potentially 
difficult to find, would carry more weight with policy makers than a divided report.   They also 
discussed the difference between their support for the consensus they reach as members of the 
Council, and policy positions that may be taken by the professional associations or organizations 
they  represent.  As  a  statement  of  their  commitments  on  these  issues,  they  approved  the 
following statement:  
 

 We are committed  to reaching consensus regarding decision‐making and we will work 
exhaustively  to  do  so  and,  when  appropriate,  ensure  that  varying  perspectives  and 
concerns are included in our final report. 
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 For us, consensus represents the best of our thinking and our ideas. 

 
 We agree to support the decisions that are reached through consensus;  we recognize, 
however, that while Council members will do their utmost to represent the views of the 
organizations they represent, they ultimately cannot bind those organizations to these 
decisions. 

 
 We will pause if necessary to reflect and return when ready to an issue that requires a 
decision. 

 
 If  necessary,  we  give  ourselves  permission  to  return  to  decisions made  and  to  the 
decision‐making process.    

 
Guiding Principles 
 
To elicit member thinking on general principles to guide the work of the Council, facilitator Mark 
Kostin asked members to describe general principles that they felt should guide the work of the 
Council.    The  Council  did  not  formally  adopt  guiding  principles,  but  offer  the  following  list 
derived  from  some  of  the  brainstorming  about  principles,  as  accurate  statements  of  guiding 
principles: 
 

 The  intent  of  this  work  (creating  and  implementing  a  PE/PG  system)  is  to  improve 
instruction.  

 The work of  creating and  implementing PE/PG  systems must be done  collaboratively, 
involving teachers, principals, administrators and other stakeholders. 

 The  Council  will  take  advantage  of  the  examples  provided  and  the  lessons  learned 
within and outside Maine by schools and districts creating PE/PG systems.  We will not 
“reinvent the wheel.”  

 Guidelines  established  for  the  PE/PG  systems  must  provide  adequate  clarity  and 
adequate flexibility. 

 Consider  implementation  capacity – human and  financial – of  school districts and  the 
Department  of  Education  in  developing  a model  system  or  guidelines  for  a  system. 
There must  be  adequate  amounts  of  time  and  resources  to  implement  the  systems 
successfully. 

 Be aware of, and avoid, unintended consequences. 
 Evaluators must be trained so that they understand the system and to ensure inter‐rater 
reliability. 

 Systems  created  must  be  behaviorally  and  technically  sound;    guidelines  must  be 
research‐based. 

 The evaluation system has to differentiate among teachers based on their assignment. 
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IV . Recommendations 
 

A.  Standards of Professional Practice 
 
Discussion  
 
Maine has adopted standards  for what all students must know and be able  to do:   the Maine 
Learning Results,  including the Common Core Standards  in Mathematics and English Language 
Arts.   The  first step  in creating evaluation systems  for  teachers and principals  is  to determine 
what  teachers and principals  should  know and be able  to do  in  the  classroom and as  school 
leaders.   
 
In setting standards for professional practice, the Council observed that there are a number of 
professional practice standards in use throughout the state and the country, and many of them 
seem to provide meaningful insight into what teachers and principals should know and be able 
to do.  One of the first questions faced by the Council – and one that arises in just about every 
decision – is whether all SAUs should be required to use the same set of standards, or whether 
flexibility should be allowed. 
 
A single set of standards – uniformity throughout the state – would: 
 

• Enable SAUs to share resources for developing and implementing systems (e.g., training 
of evaluators, professional development);   

• Allow  educators  to work  under  the  same  set  of  standards  regardless  of where  they 
work, and allows comparability of ratings of educators from district to district;  

• Enable researchers  to  identify  levels of and changes  in educator effectiveness and  the 
effectiveness of the PE/PG system itself; and  

• Alleviate the workload for the department in approving local plans.  
 
Council members also recognize the value of flexibility: 
 

• Schools  are  currently  using  a  variety  of  professional  practice  standards,  and  Council 
members didn’t want to disrupt the work that’s already been done, as long as it meets 
certain criteria;  

• Flexibility allows schools to adjust systems based on local priorities and circumstances;  

• The process of  creating  a  local  system or  adapting  an existing  system enhances  local 
“buy‐in” compared to using an off‐the‐shelf system; and 

• A variety of models allows for comparison to find the most effective models. 
 
In making  its recommendation, the Council decided to balance the two needs – setting forth a 
set of professional practice standards that describe an effective teacher (InTASC standards) and 
a set of professional practice standards that describe an effective principal (ISLLC standards), but 
allowing districts  to use different models  and descriptions of  standards,  as  long  as  the other 
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standards  align with  the  InTASC  (for  teachers)  and  ISLLC  (for  principals)  standards.    Aligned 
standards should mean that a teacher or principal rated “effective” in the standards would also 
be considered effective under the InTASC and ISLLC standards.  The Council lists specific sets of 
standards  that  it  finds  to  be  aligned,  and  allows  for  the  use  of  other  standards  that  can  be 
shown to be aligned.  This allows for development of new standards. 
 
The  use  of  InTASC  standards  in  teacher  evaluation  will  improve  the  coordination  between 
teacher preparation and teacher evaluation. The State Board of Education recently amended its 
rule regarding educator preparation programs, Rule Chapter 114, to require those programs to 
prepare  teachers  to meet  the  InTASC  standards. General  certification  standards  for  teachers, 
and professional development requirements are not yet aligned with the InTASC standards, but 
future  updates  to  those  requirements  are  likely  to  take  into  consideration  the  alignment 
between teacher preparation and teacher evaluation standards.   
 
The  InTASC  standards  and  the  ISLLC  standards  are  included  in  Appendices  F  and G.    InTASC 
provides  10  key  standards  in  4  groupings  (The  Learner  and  Learning;  Content;  Instructional 
Practice;  and  Professional  Responsibility).  Each  of  the  10  standards  is  further  described  as 
requiring  “Performances,  Essential  Knowledge  and  Critical  Dispositions.”    ISLLC  standards 
contains  6  key  standards  with  a  number  of  “functions”  under  each.    Rubrics  for  rating 
performance against each of the standards must have 4 rating levels and be aligned with the set 
of standards being used. 
 
Among  the  issues  that  the  Council  will  address  in  future  meetings  are  issues  regarding 
implementation  of  the  professional  practice  standards  rating,  including:    how will  evaluators 
determine whether educators meet these standards (e.g. how frequent are observations, what 
other evidence  should be  reviewed);   what  training  is  required of evaluators  to ensure  inter‐
rater  reliability; how will  the  judgment about professional practice be combined with  student 
learning and growth measures to arrive at a summative effectiveness rating;  and what type of 
professional development opportunities must be provided to educators to help them meet the 
professional practice standards.   
 

Recommended:  
 

Teacher professional practice standards 
 

1. The  Interstate  Teacher  Assessment  and  Support  Consortium  (InTASC)  set  of 
standards  is  the  set  of  professional  practice  standards  for  teachers  that must  be 
used in a performance evaluation and professional growth system under Title 20‐A, 
chapter 508, except as provided in section 2. 

 
2. As an alternative to using InTASC standards, a school administrative unit (SAU) may 

use one of the following sets of professional practice standards for teachers: 
 

• National Board for Professional Teaching Standards (NBPTS); 

• Professional  Practice  standards  in  the  model  developed  by  The 
Danielson Group; 

• Professional Practice Standards in the model developed by Marzano and 
Associates; and 
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• Any set of professional practice standards that are determined by DOE 
to be aligned with  InTASC standards [If an SAU chooses to use a set of 
standards  other  than  those  listed  above,  they must  demonstrate  and 
submit evidence  to  the Maine DOE  that  the  locally adopted  standards 
are aligned to the InTASC set of standards of professional practice]. 

 
3. A “set of professional practice standards” for teachers includes: 

• Primary standards;  

• Supporting  descriptions  or  indicators  (e.g.,  performance,  knowledge, 
dispositions, etc)  for each standard, as published  (or endorsed) by  the 
creator/sponsor of the standards;  and 

• Rubrics for each standard that are aligned with the adopted standards.  
 
Principal Standards of Professional Practice 

 
1. The  Interstate School Leaders Licensure Consortium  (ISLLC) set of standards  is  the 

set  of  professional  practice  standards  for  principals  that  must  be  used  in  a 
performance evaluation and professional growth system under Title 20‐A, chapter 
508, except as provided in section 2. 

 
2. As an alternative  to using  ISLLC standards, a school administrative unit  (SAU) may 

use one of the following sets of professional practice standards for principals: 
 

• National Board for Professional Teaching Standards Principal Standards 
(NBPTS‐Principal); and 

• Any set of professional practice standards that are determined by DOE 
to be aligned with  ISLLC  standards  [If an  SAU  chooses  to use a  set of 
standards  other  than  those  listed  above,  they must  demonstrate  and 
submit evidence  to  the Maine DOE  that  the  locally adopted  standards 
are aligned to the ISLLC set of standards of professional practice]. 

 
3. A “set of professional practice standards” for principals includes: 

• Primary standards;  

• Supporting descriptions or indicators (e.g., functions ) for each standard, 
as  published  (or  endorsed)  by  the  creator/sponsor  of  the  standards;  
and 

• Rubrics for each standard that are aligned with the adopted standards.  
 

 

B. Measures of Student Growth and Learning 
 

Discussion 
 
The  requirement  to  use  student  learning  and  growth  outcomes  as  a  factor  in  evaluating 
educators  is  a  key  feature  distinguishing  LD  1858  PE/PG  systems  from  evaluation  systems 
currently  in use  in most Maine  schools.   The  requirement derives  from  the desire  to  include 
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outcomes (student learning and growth) as well as inputs (educator practices) in the evaluation 
process.   
 
While all Council members agree  that  improving  student  learning and growth  is  the ultimate 
goal of the educational system, and agree that student growth should be a part of a complete 
PE/PG  system, many members  are  concerned with  both  the  adequacy  of  the  current  tools 
available  to measure student growth and  the many  factors  that  impact student  learning over 
which educators have  little or no  influence.   The  linkage of  the effectiveness of an  individual 
educator to the educational outcomes of a group of students is a complex task, and one that is 
fairly new in the field of education.  Long‐term research on the efficacy of the linkage is not yet 
available, and short‐term research is inconclusive.   
 
Based on readings, the experience of other states and the experience of  local school districts, 
the Council  identified a set of criteria that should be met by any measure of student  learning 
and  growth  to  be  used  in  PE/PG  systems  under  LD  1858. While  the measures  used  in  each 
system will be a  local decision, each potential measure must meet the criteria set forth  in the 
recommendations below.  
 
While  statewide  standardized  tests  (e.g., NECAP and  the Smarter Balanced Assessments  that 
will  replace  NECAP  in  2015)  provide  a  validated  and  uniform  option,  the  vast majority  of 
teachers do not teach in tested subjects or grades. Alternative commercially‐available tests are 
available for other subject areas and grades and can be used in a fair way.  Finally, assessments 
developed by  teachers,  schools and districts can measure  student achievement, but must be 
validated in some independent way to ensure rigor and validity. 
 
The recommendations below reflect the Council’s consideration of some key questions: 
 

 Which students’  learning and growth measures should be attributed to which teacher 
or principal?  How long must the student have been taught or led by that educator?  

 Do you use growth or absolute achievement?  
 How do you account for different expected growth rates for students at the high and 
low ends of achievement?  

 How much data is enough to make a valid judgment about a teacher or principal? 
 
 

Recommended:  
 

A. Statewide, Standardized Tests (e.g., NECAP and the Smarter Balanced Assessments that 
will replace NECAP in 2015) are a potential measure of student learning and growth that 
may be an indicator of educator effectiveness, provided: 

 
Test  results are  included  in  the evaluation of a  teacher or principal only  if  the 
test measures growth of a student after having been taught by that teacher, or 
being led by that principal;  

 
Pre‐ and post‐tests are administered (e.g. fall‐to‐spring, or spring‐to‐spring); 
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Results are included for a student only if the student took both the pre‐test and 
the post‐test; 

 
The  test/assessment measures  intended curriculum, and measures only  things 
that are subject to instructional effectiveness (e.g., not student attendance  );  

 
The results are used in a way that accounts for differences in growth at ends of 
the  spectrum  (e.g.,  higher‐achieving  students  shouldn’t  be  expected  to make 
the same quantity of growth as lowest‐achieving students); and 

 
The  data  used  in  the  evaluation  is  a  statistically  reliable  sample, which may 
require 3‐5 years of data, a power‐analysis, etc. 

 
B. Commercially available tests (other than those described above) are potential measures 

of student learning and growth that may be indicators of educator effectiveness, as long 
as they meet all the criteria listed in bullets under paragraph A. 

 
C. District or school‐developed assessments are potential measures of student learning and 

growth  that may be  indicators of educator effectiveness, as  long as  they meet all  the 
criteria listed in bullets under paragraph A and: 

 
They are developed collaboratively (with administrators and/or other teachers); 
and 
There is an adequate level of validation 

 
 

D. For many  students,  Student  Learning Objectives  (SLOs)  and  Individual  Education  Plan 
(IEP) goals are important tools for individualizing instruction and learning.  As such, they 
may  establish  an  appropriate  basis  for  measuring  student  growth  and  educator 
effectiveness  provided  that  progress  toward  the  objective  or  goal  can  be,  and  is, 
assessed according to the criteria set forth in paragraph A.  

 
Council  members  discussed  the  following  items  and  came  to  consensus  that  they  are  not 
measures of student learning and growth:  student, parent and community perception surveys; 
high school graduation rates; the School Accountability  Index, a combination of data elements 
that will be used in the new federal accountability system; and the Achievement Gap data also 
prepared for use in the new federal accountability system.  The Council will include these items 
in its discussion of potential other measures that may be used in the PE/PG system.   
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V. Work Remaining; Next Steps 
 
The Council began discussion of other  significant elements of  the PE/PG  system, but had not 
reached consensus on those elements at the time of this report.  Those elements include: 
 

• The definition of teacher and principal – these terms, which determine who  is covered 
by the law, are not defined in the law.   

• The  Council  early  in  discussions  had  endorsed  a  broad  definition  of  each 
(including, e.g., educational  specialists and other non‐classroom  teachers), 
but expressed the need to reexamine the decision as their work continued; 

 

• Names and descriptions  for  the  required 4  summative effectiveness  rating categories, 
and  recommended ways  to  combine  the quantitative and qualitative measures  into a 
single rating; and 

• Council members were exploring the advantages of a matrix system, such as 
the  one  used  in  the  New  Haven,  Connecticut  and Massachusetts model 
systems.  

• The meaning and implications of the term “significant factor” as it relates to the use of 
student learning and growth measures in PE/PG systems. 

 
The submittal of this report, as required in the Public Law is not the end of the Council’s work.  
Given  the  knowledge  and  the  relationships  they developed  throughout  the  summer  and  fall, 
Council  members  felt  that  they  would  be  the  appropriate  group  to  continue  developing 
recommendations, even as the Department of Education and the Legislature delve into the work 
of shaping the guidelines for PE/PG systems.    
 
Among the issues that the Council will address are the following:  

• The connection between evaluation system and professional growth opportunities;  

• Employment consequences of the ratings;  

• Other potential measures of educator effectiveness; and 

• General  implementation  requirements  including  training  requirements,  methods  of 
gathering  evidence,  peer  review  components,  and  steering  committees  to  monitor, 
review and revise systems during implementation. 

 
At the same time, the Department of Education will begin a rulemaking process addressing the 
same  issues that the Council  is addressing  in  its work.   While  it might have been preferable to 
wait until  the Council  completed  its work,  the Department must begin  this process  so  that a 
provisionally  adopted  rule will  be  ready  for  presentation  to  the  Legislature  by  the  deadline 
established by  that body, which based on past practice,  is  likely  to be  in early  January.   The 
Council  fully  intends  to make  its  recommendations  known  to  policymakers  throughout  the 
department’s  rulemaking  process  and  the  Legislature’s  process  of  reviewing,  revising  and/or 
approving the rule throughout the first half of 2013.   
 

Appendices - Page 222 of 340



 

Maine Educator Effectiveness Council Report                                                                                                Page 14 
November, 2012 

Council members have stressed the  importance of ongoing  involvement of stakeholders  in the 
development,  piloting,  implementation  and  evaluation  of  the  PE/PG  systems.   Whether  the 
Council  is  the  appropriate  entity  to  do  that work  over  the  next  several  years,  or whether  a 
different stakeholder entity should be formed is an issue that will be discussed at future Council 
meetings.  However, the Council believes that it is important to state at this time that the work 
of  implementing  successful  performance  evaluation  and  professional  growth  systems  is  an 
ongoing process, not a one‐time project.  
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MEMBERS OF THE 

MAINE EDUCATOR 

EFFECTIVENESS COUNCIL 

 

First Last Role School / Organization Constituency 

Linda Bleile Principal Wiscasset Middle 
School 

Maine Principal’s 
Association 

Steve Bowen Commissioner Maine DOE Commissioner 

James Cote President & CEO Associated Builders & 
Contractors 

Business 
representative 

Kenneth Coville Superintendent RSU #74 (Anson) Maine School 
Superintendents 
Association** 

Brian Doore Asst Research 
Professor 

UMaine Faculty of an 
approved educator 
prep program 

Becky Fles School Board Chair RSU #11 (Gardiner) Maine School Boards 
Association 

Susan Grondin English Language Arts 
Teacher 

Lewiston Middle 
School 

Maine Education 
Association 

Chris Hall VP, Govt Relations Portland Regional 
Chamber 

Business 
Representative 

Scott Harrison Project Director Maine Schools for 
Excellence 

Public Member 

Maureen King School Board Member RSU #21 Maine School Boards 
Association 

Grace Leavitt Foreign Language & 
Literature Teacher 

Greely HS Maine Education 
Association 

Linda McLeod Principal Indian Island School Maine Indian 
Education 
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First Last Role School / Organization Constituency 

Barbara Moody Director of Teacher 
Education 

Husson University Public Member 

Mary Paine English Language Arts 
Teacher 

Messalonskee HS Maine Education 
Association 

Nancy Perkins Chair, certification 
committee 

Maine State Board of 
Education 

Maine State Board of 
Education 

John Soifer Special Education 
Teacher 

Skowhegan HS Maine Education 
Association 

** Superintendent Coville replaced Superintendent Sylvia Pease as MSSA Representative in October 

 

Staff Resources (non-members) 

Deb Friedman Director, Policy and 
Programs 

Maine DOE  

Meghan Southworth ESEA Title II Teacher 
Quality 

Maine DOE  

Mark Kostin Associate Director Great Schools 
Partnership  
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PUBLIC LAW 2011, Chapter 635 

An Act To Ensure Effective Teaching and School Leadership 

 

Mandate preamble.  This measure requires one or more local units of government to expand 

or modify activities so as to necessitate additional expenditures from local revenues but does not 

provide funding for at least 90% of those expenditures. Pursuant to the Constitution of Maine, Article 

IX, Section 21, 2/3 of all of the members elected to each House have determined it necessary to enact 

this measure. 

Be it enacted by the People of the State of Maine as follows: 

PART A 

Sec. A-1. 20-A MRSA §1055, sub-§10, as amended by PL 2011, c. 172, §1, is further 

amended to read: 
  

10. Supervise school employees.   The superintendent is responsible for the evaluation 

ofimplementing a performance evaluation and professional growth system for all teachers and 

principals pursuant to chapter 508 and an evaluation system for all other employees of the school 

administrative unit. The superintendent shall evaluate probationary teachers during, but not limited to, 

their 2nd year of employment. The method of evaluation must be determined by the school board, be in 

compliance with the requirements of chapter 508 and be implemented by the superintendent. 

 

Sec. A-2. 20-A MRSA §13201, 5th ¶, as amended by PL 2011, c. 172, §2 and affected by 

§4, is further amended to read: 

The right to terminate a contract, after due notice of 90 days, is reserved to the school board when 

changes in local conditions warrant the elimination of the teaching position for which the contract was 

made. The order of layoff and recall is a negotiable item in accordance with the procedures set forth in 

Title 26, chapter 9-A. In any negotiated agreement, the criteria negotiated by the school board and the 

bargaining agent to establish the order of layoff and recall must include the teacher's effectiveness 

rating pursuant to chapter 508 as a factor and may also include, but may not be limited to, seniority. 

 

Sec. A-3.  20-A MRSA c. 508  is enacted to read: 

CHAPTER 508 

EDUCATOR EFFECTIVENESS 

§ 13701. Definitions 

As used in this chapter, unless the context otherwise indicates, the following terms have the 
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following meanings. 

  

1.  Educator.     "Educator" means a teacher or a principal. 
  

2.  Effectiveness rating.     "Effectiveness rating" means the level of effectiveness of an 

educator derived through implementation of a performance evaluation and professional growth system. 
  

3.  Performance evaluation and professional growth system.     "Performance 

evaluation and professional growth system" or "system" means a method developed in compliance with 

this chapter by which educators are evaluated, rated on the basis of effectiveness and provided 

opportunities for professional growth. 
  

4.  Professional improvement plan.     "Professional improvement plan" means a written 

plan developed by a school or district administrator with input from an educator that outlines the steps 

to be taken over the coming year to improve the effectiveness of the educator. The plan must include 

but need not be limited to appropriate professional development opportunities. 
  

5.  Summative effectiveness rating.     "Summative effectiveness rating" means the 

effectiveness rating of an educator that is assigned at the end of an evaluation period. Ratings or 

comments provided to the educator during the evaluation period for the purpose of providing feedback, 

prior to assignment of a final effectiveness rating, are not summative effectiveness ratings. 

 

§ 13702. Local development and implementation of system 

Each school administrative unit shall develop and implement a performance evaluation and 

professional growth system for educators. The system must meet the criteria set forth in this chapter 

and rules adopted pursuant to this chapter and must be approved by the department. 

 

§ 13703. Use of effectiveness rating; grievance 

A superintendent shall use effectiveness ratings of educators to inform strategic human capital 

decision making, including, but not limited to, decision making regarding recruitment, selection, 

induction, mentoring, professional development, compensation, assignment and dismissal. 

Receipt of summative effectiveness ratings indicating that a teacher is ineffective for 2 

consecutive years constitutes just cause for nonrenewal of a teacher's contract unless the ratings are the 

result of bad faith. 

Any appeal of, or grievance relating to, an evaluation conducted pursuant to this chapter or an 

effectiveness rating resulting from implementation of a system is limited to matters relating to the 

implementation of the system or the existence of bad faith in an evaluation or the assignment of a 

rating. The professional judgment involved in an evaluation or implementation of the system is not 

subject to appeal or grievance. 
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§ 13704. Elements of system 

A performance evaluation and professional growth system consists of the following elements: 

  

1.  Standards of professional practice.     Standards of professional practice by which the 

performance of educators must be evaluated. 
  

A.  The department shall provide, by rule, a set of standards of professional practice or a set of 

criteria for determining acceptable locally determined standards for teachers and a set of standards 

of professional practice or a set of criteria for determining acceptable locally determined standards 

for principals; 
  

2.  Multiple measures of effectiveness.     Multiple measures of educator effectiveness, 

other than standards of professional practice, including but not limited to student learning and growth; 
  

3.  Rating scale.     A rating scale consisting of 4 levels of effectiveness. 
  

A.  The rating must be based on standards of professional practice and measures of educator 

effectiveness. The proportionate weight of the standards and the measures is a local decision, but 

measurements of student learning and growth must be a significant factor in the determination of 

the rating of an educator. 
  

B.  The rating scale must set forth the professional growth opportunities and the employment 

consequences tied to each level. 
  

C.  At least 2 of the levels must represent effectiveness, and at least one level must represent 

ineffectiveness; 
  

4.  Professional development.     A process for using information from the evaluation 

process to inform professional development; 
  

5.  Implementation procedures.     Implementation procedures that include the following: 
  

A.  Evaluation of educators on a regular basis, performed by one or more trained evaluators. The 

frequency of evaluations may vary depending on the effectiveness level at which the educator is 

performing, but observations of professional practice, formative feedback and continuous 

improvement conversations must occur throughout the year for all educators; 
  

B.  Ongoing training on implementation of the system to ensure that all educators and evaluators 

understand the system and have the knowledge and skills needed to participate in a meaningful 

way; 
  

C.  A peer review component to the evaluation and professional growth system and opportunities 

for educators to share, learn and continually improve their practice; and 
  

D.  Formation of a steering committee composed of teachers, administrators and other school 

administrative unit staff that regularly reviews and refines the performance evaluation and 

professional growth system to ensure that it is aligned with school administrative unit goals and 

priorities; and 
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6.  Professional improvement plan.     The opportunity for a educator who receives a 

summative effectiveness rating indicating ineffectiveness in any given year to implement a professional 

improvement plan. 

 

§ 13705. Phase-in of requirements 

The requirements of this chapter apply to all school administrative units beginning in the 2015-

2016 school year. In the 2013-2014 school year, each unit shall develop a system that meets the 

standards of this chapter, in collaboration with teachers, principals, administrators, school board 

members, parents and other members of the public. In the 2014-2015 school year, each unit shall 

operate as a pilot project the system developed in the prior year by applying it in one or more of the 

schools in the unit or by applying it without using results in any official manner or shall employ other 

means to provide information to enable the unit to adjust the system prior to the first year of full 

implementation. Nothing in this section prohibits a unit from fully implementing the system earlier 

than the 2015-2016 school year. 

 

§ 13706. Rules 

The department shall adopt rules to implement this chapter, including but not limited to a rule 

relating to the method of identifying the educator or educators whose effectiveness ratings are affected 

by the measurement of learning or growth of a particular student. The department shall also adopt rules 

pertaining to the approval of performance evaluation and professional growth systems pursuant to 

section 13702. Rules adopted pursuant to this section are major substantive rules pursuant to Title 5, 

chapter 375, subchapter 2-A. 

 

Sec. A-4.  20-A MRSA §15681, sub-§1, ¶D  is enacted to read: 
  

D.  To receive targeted educator evaluation funds, a school administrative unit must have or be in 

the process of developing a performance evaluation and professional growth system pursuant to 

chapter 508 and the rules adopted pursuant to that chapter. 

 

Sec. A-5.  20-A MRSA §15681, sub-§6  is enacted to read: 
  

6.  Targeted funds for educator evaluation.     For educator evaluation funds beginning 

with the 2013-2014 school year, the commissioner shall calculate the amount available to assist school 

administrative units in developing and implementing performance evaluation and professional growth 

systems pursuant to chapter 508. 
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Sec. A-6. Council created. The Maine Educator Effectiveness Council, referred to in this 

section as "the council," is created to make recommendations regarding implementation of the Maine 

Revised Statutes, Title 20-A, chapter 508 to the Commissioner of Education and the Joint Standing 

Committee on Education and Cultural Affairs. 

 

1. Members. The council consists of the Commissioner of Education or the commissioner's 

designee and the following members, appointed by the Commissioner of Education: 

A. A member of the State Board of Education, nominated by the state board; 

B. Four public school teachers, at least one of whom is a special education teacher, appointed 

from a list of names provided by the Maine Education Association; 

C. A member representing educators in tribal schools in this State, appointed from a list of names 

provided by the respective tribal schools that are affiliated with Maine Indian Education; 

D. Two public school administrators, appointed from a list of names provided by the Maine 

Principals' Association and the Maine School Superintendents Association; 

E. Two members of school boards, appointed from a list of names provided by the Maine School 

Boards Association; 

F. One faculty member representing approved educator preparation programs; 

G. Two members of the business community; and 

H. Two members of the general public with interest and experience in the education field. 

  
The council must be cochaired by the Commissioner of Education and one other council member 

elected by the full membership of the council. The council may establish subcommittees and may 

appoint persons who are not members of the council to serve on the subcommittees as needed to 

conduct the council's work. 

 

2. Duties. The council shall recommend standards for implementing a system of evaluation and 

support of teachers and principals consistent with the requirements of Title 20-A, chapter 508. The 

council shall: 

A. Recommend a set of professional practice standards applicable to teachers and a set of 

professional practice standards applicable to principals; 

B. Recommend a 4-level rating scale with clear and distinct definitions applicable to teachers and 

principals; 

C. Recommend potential measures of student learning and growth; 

D. Recommend the major components of an evaluation process, including but not limited to: 

(1) Ongoing training to ensure that evaluators and teachers and principals have a full 

understanding of the evaluation system and its implementation; 

(2) Methods of gathering evidence for the evaluation, which may include observation by 
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supervisors and peers, self-reflection, student or parent surveys, analysis of artifacts and evidence 

portfolios; 

(3) Methods of providing feedback to teachers and principals for formative evaluation purposes; 

(4) Weighting of measures used in evaluating teachers and principals, which must provide that 

student learning and growth indicators inform a significant portion of the effectiveness rating; 

(5) Methods for aligning district, school and classroom goals using the evaluation system; and 

(6) Methods for linking summative effectiveness ratings to human capital decisions; and 

E. Recommend a system of supports and professional development linked to effectiveness ratings 

for teachers and principals, including a process for developing and implementing a professional 

improvement plan. 

 

3. Report. The Commissioner of Education shall submit a report regarding the work of the 

council to the Joint Standing Committee on Education and Cultural Affairs no later than November 1, 

2012. The report must include the council's recommendations regarding implementation of the 

requirements set forth in Title 20-A, chapter 508 and recommendations regarding the continuing work 

of the council. 

 

4. Staff assistance. The Department of Education shall provide staff assistance to the council. The 

department may seek and employ grant funds to provide additional assistance. 

 

5. Council continuation. The council is authorized to continue meeting, if it so desires, 90 days 

after adjournment of the First Regular Session of 126th Legislature. 

 

PART B 

Sec. B-1.  20-A MRSA §13008  is enacted to read: 

§ 13008. Educator preparation program data 

  

1.  Definitions.      As used in this section, unless the context otherwise indicates, the following 

terms have the following meanings. 
  

A.  "Educator preparation program" means a public or private baccalaureate-level or 

postbaccalaureate-level program approved by the state board to recommend graduates for 

certification pursuant to chapter 502 as prekindergarten to grade 12 teachers, educational 

specialists or school leaders. 
  

B.  "Program completer" means a person who, by successfully completing all of an educator 

preparation program's requirements, has qualified for a recommendation for certification as a 

Appendices - Page 237 of 340



 

Appendix B 
Page 7  

 

prekindergarten to grade 12 teacher, an educational specialist or a school leader. 
  

2.  Data collection.      The department shall collect data relating to educator preparation 

programs, including but not limited to the following information with respect to each educator 

preparation program: 
  

A.  The number of program completers; 
  

B.   The number of program completers who pass certification tests and the number of those who 

attain provisional licensure in the State; 
  

C.  The number of program completers who proceed from provisional licensure to professional 

licensure; and 
  

D.  The number of program completers who are teaching in schools in this State 3 and 5 years 

after they complete that educator preparation program. 
  

3.  Report.      The department shall annually report the data collected under this section to the 

Governor, the state board and the joint standing committee of the Legislature having jurisdiction over 

education matters. 

 

Sec. B-2. 20-A MRSA §13011, sub-§6, as enacted by PL 1989, c. 889, §8, is repealed and 

the following enacted in its place: 
  

6.  Alternative pathways to certification.     The state board shall develop and adopt rules 

providing a method for a person who has not completed an approved educator preparation program as 

defined under section 13008 to obtain provisional educator certification through an alternative pathway 

that: 
  

A.  Is designed for candidates who can demonstrate subject matter competency that is directly 

related to the certificate endorsement being sought and obtained through prior academic 

achievement or work experience; 
  

B.  May feature an accelerated program of preparation; 
  

C.  Uses mentorship programs that partner teacher candidates with mentor teachers; and 
  

D.  Includes accountability provisions to ensure that teacher candidates demonstrate the 

knowledge and skills established pursuant to section 13012, subsection 2-B prior to issuance of a 

provisional teacher certificate. 

 

Sec. B-3. 20-A MRSA §13011, sub-§10, as enacted by PL 2003, c. 445, §2, is amended to 

read: 
  

10. Conditional certificate; transitional endorsement; exception.  A conditional 

certificate is a certificate for teachers and educational specialists who have not met all of the 
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requirements for a provisional or professional certificate. A school administrative unit may employ a 

conditionally certified teacher or educational specialist who is in the process of becoming 

professionally certified notwithstanding the availability of provisionally or professionally certified 

teachers or educational specialists. Any amendment to the rules adopted pursuant to this chapter that 

revises the qualifications for a conditional certificate or transitional endorsement does not apply to a 

person who was issued a conditional certificate or transitional endorsement prior to or during the 

school year preceding the adoption of revisions to the rules as long as the holder of the conditional 

certificate or transitional endorsement annually completes the required course work and testing as 

determined by the department for the school year preceding the adoption of revised rules. 

 

Sec. B-4. 20-A MRSA §13012, sub-§2-A, as enacted by PL 2001, c. 534, §2 and amended 

by PL 2005, c. 397, Pt. D, §3, is further amended to read: 
  

2-A. Qualifications.   State board rules governing the qualifications for a provisional teacher 

certificate must require that a certificate may only be issued to an applicant who meets the requirements 

of subsection 2-B, has successfully completed a student teaching experience of at least 15 weeks and: 
  

A. For elementary school, has met academic and preprofessional requirements established by the 

state board for teaching at the elementary school level and has graduated from an accredited, 

degree-granting educational institution upon completion of: 
  

(1) A bachelor's degree from a 4-year accredited college or university; 
  

(2) A 4-year program in liberal arts and sciences; or 
  

(3) An approved 4-year teacher preparation program and has majored in the subject area to be 

taught or an interdisciplinary program in liberal arts; 

  
B. For secondary school, has met academic and preprofessional requirements established by the 

state board for teaching at the secondary school level and has graduated from an accredited, 

degree-granting educational institution upon completion of: 
  

(1) A bachelor's degree from a 4-year accredited college or university; 
  

(2) A 4-year program in liberal arts and sciences; or 
  

(3) An approved 4-year teacher preparation program and has majored in the subject area to be 

taught; 

  
C. Is otherwise qualified by having met separate educational criteria for specialized teaching 

areas, including, but not limited to, special education, home economics, agriculture, career and 

technical education, art, music, business education, physical education and industrial arts, as 

established by the state board for teaching in these specialized areas; or 
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D. Has completed 6 credit hours of approved study within 5 years prior to application, has met 

entry-level standards and has held either a professional teacher certificate that expired more than 5 

years prior to the application date or a provisional teacher certificate issued prior to July 1, 1988 

that expired more than 5 years prior to the application date. 

 

Sec. B-5.  Certification rules. The State Board of Education shall amend its rules relating to 

certification of educators under the Maine Revised Statutes, Title 20-A, section 13012 to require that 

any person seeking an endorsement to teach kindergarten to grade 8 students must demonstrate 

proficiency in math and reading instruction, including evidence-based reading instruction. For the 

purposes of this section, "evidence-based reading instruction" means instructional practices that have 

been proven by systematic, objective, valid and peer-reviewed research to lead to predictable gains in 

reading achievement. The requirement must apply to all teachers and educational specialists, including 

teachers in special education and teachers of English language learners. 

 

Sec. B-6. Alternative certification working group. The State Board of Education shall 

establish a working group to develop one or more alternative certification pathways that meet the 

standards set forth in the Maine Revised Statutes, Title 20-A, section 13011, subsection 6. Members of 

the State Board of Education shall participate in the working group, and the State Board of Education 

shall invite the participation of representatives of the Maine Education Association, the Maine School 

Superintendents Association, the Maine Principals' Association, the Maine School Boards Association, 

Maine Administrators of Services for Children with Disabilities and Maine Administrators of Career 

and Technical Education, representatives of approved educator preparation programs, parents and the 

business community and other interested parties. The working group shall submit a report describing 

one or more alternative certification pathways to the State Board of Education and the Commissioner 

of Education. The State Board of Education shall submit the report to the Joint Standing Committee on 

Education and Cultural Affairs no later than November 1, 2012. The report must include pathway 

descriptions, the working group's recommendations and any draft legislation or rules needed to 

implement the recommendations. 

  

Effective 90 days following adjournment of the 125th Legislature, Second Regular Session, unless 

otherwise indicated. 
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Key Elements of LD 1858 (Part A), Public Law 2011, Chapter 635 
Title 20-A chapter 508 

 
1.  Each school administrative unit must develop and implement a performance evaluation and professional 
growth system for educators. 
   

 Prior law did not require evaluations for any staff other than probationary teachers.  

 As under prior law, the school board determines the “method” of evaluation and the superintendent is 
responsible for implementing the school-board-adopted evaluation method.   

 
2.  The performance evaluation and professional growth system developed and implemented by SAUs must:  

 
A. Comply with criteria set forth in Maine law, Title 20-A chapter 508;  
B. Comply with department rules to be developed over the next year;  and 
C. Be approved by the Maine Department of Education. 

 
3. Under Title 20-A, chapter 508, the elements of an evaluation and growth system include: 

 
A.  Standards of professional practice by which teachers and principals are evaluated; 
B.  Multiple measures of effectiveness, including student learning and growth; 
C.  Four-level rating system that differentiates among educators based on standards of professional 
practice (A) and multiple measures (B), and attaches consequences to each level; 
D.  A process for using information from the evaluations to inform professional development;   
E.  Implementation procedures that ensure fairness, including a requirement for regular evaluations, 
ongoing training, peer review components and a local steering committee to review and refine the 
system; and 
F.  The opportunity for an educator rated “ineffective” to implement a professional improvement plan. 
 

4.  Connection to professional development and to personnel decisions 
 

 Information from the evaluations must be used to inform professional development 

 An educator rated Ineffective must have an opportunity to develop and implement a professional 
improvement plan 

 Two consecutive years of an ineffective rating constitutes “just cause” for nonrenewal of a teacher’s 
contract, unless the ratings are the result of bad faith 

 Grievances regarding an evaluation are limited to the process used in the evaluation (whether it was 
implemented in a manner consistent with the evaluation system) and the existence of bad faith on the 
part of the evaluator. Professional judgment of the evaluator cannot be grieved.  

 A teacher’s summary effectiveness rating must be one of the factors taken into account in determining 
the order of layoff and recall of teachers.  

 
5.  There is a 4-year phase-in for the requirement: 
 

 During the 2012-13 school year, the Department, in collaboration with stakeholders and the 
Legislature, will flesh out the requirements for the systems, and will collect and/or create model 
systems 
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 During the 2013-14 school year, each SAU will develop and adopt their locally-determined evaluation 
systems, and seek approval of the system from the Maine Department of Education.  

 During the 2014-15 school year, each SAU will pilot its evaluation system, and adjust if needed based 
on the pilots 

 During the 2015-16 school year, all educators must be evaluated and provide professional growth 
opportunities under a system that meets the criteria set forth in the statute and the rule, and that is 
approved by the Department of Education 

 
6.  Criteria will be fleshed out by Department of Education rules.  The rules will be proposed by the 
Department, and will be based on recommendations from a 15-member stakeholder group, the Maine 
Educator Effectiveness Council (Council or “MEEC”).  The Council is created in LD 1858.  
 

 The Council is appointed by the Commissioner of Education and includes 4 teachers, 2 administrators, 2 
school board members, a member of the State Board of Education, a representative of the tribal 
schools, an educator preparation program faculty member, 2 business members and 2 members of the 
general public 

 The Council must submit a report to the Commissioner by November 1, 2012. The report will include 
recommendations regarding the required elements of an evaluation and professional growth system.  
For example, the Council will recommend either a single named set of professional practice standards 
(e.g., InTASC or ValEd), a list of specific standards from which SAUs may choose, or a set of standards 
that could be incorporated into a locally-developed or an established set of standards. 

 The Department will begin a rulemaking process based on the recommendations (although the 
proposed rule may differ in some aspects from the recommendation).  The public will have an 
opportunity to comment on the proposed rule in the Administrative Procedures Act (APA) process 
within the Department. 

 After considering public comments and amending the rule, if needed, the Department will submit the 
rule to the Legislature, early in the next legislative session.  The Legislature’s Education Committee will 
then hold a public hearing on the rule and determine whether to allow the department to finally adopt 
the rule 

 
7.  The Essential Programs and Services (education funding) law is amended to create a targeted fund category 
entitled “Targeted funds for educator evaluation.” 
 

 The Department will determine an amount available to assist SAUs in developing and implementing 
performance evaluation and professional growth systems that comply with Title 20-A, chapter 508 

 
8.  The Department will adopt rules relating to determination of a “teacher of record” for each student, as 
required to be able to link student achievement or growth to a specific teacher or teachers.  
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PART B: Educator Preparation 
 

1. The Department of Education will collect data and report it to the public, regarding educator preparation 
programs. The data will indicate, for each program, student:  

 Program completion rates; 

 Certification status; and  

 Rates of 3-year and 5-year retention in the teaching profession.  

2. Alternative certification pathways will be developed for persons who do not complete an educator 
preparation program.  

 

 The State Board will adopt rules allowing a person to obtain certification through a method 
other than completion of an educator preparation program.  

 

 The Board must establish a stakeholder working group to develop alternative certification 
pathways, and to make recommendations to the Board and the Commissioner of Education.  
 

 The State Board must submit a report to the Legislature’s Education Committee by November 1, 
2012 including pathway descriptions, recommendations and draft legislation or rules needed to 
implement the recommendations  

3. School administrative units may employ a conditionally certified teacher or educational specialist who is in 
the process of becoming certified, regardless of the availability of certified teachers or educational specialists  

 Prior law allowed employment of conditionally certified teachers or educational specialists only if 
certified teachers or educational specialists were not available.  

4. Fifteen weeks of student teaching will be required, by statute, as a condition of provisional licensure for a 
teacher.  That requirement was required in rule, but not in statute.  

5. A person seeking a certification endorsement to teach kindergarten through grade 8 students will be 
required to demonstrate proficiency in math and reading instruction.  

 This requirement takes effect when the State Board of Education amends its rules to incorporate 
this requirement  

 The requirement applies to all teachers and educational specialists  
 

Appendices - Page 243 of 340



 
 
 
 
 
 

APPENDIX C 
Department of Education Strategic Plan 

Core Priority 2 
“Great Teachers and Leaders” 

 
   

Appendices - Page 244 of 340



 
   

Appendices - Page 245 of 340



 

Appendix C 
Page 1  

 

 
Core Priority Area 2: Great Teachers and Leaders  

Systemic changes to standards, curricula, instructional practices and assessment will achieve little if efforts 
are not made to ensure that every learner has access to highly effective teachers and school leaders.  

Research from around the globe makes clear that educator effectiveness has a profound effect on 
achievement. Indeed, the findings suggest that no other school-based factor is more important to learner 
outcomes than the effectiveness of teachers and school leaders. In a recent report, the Washington-based 
Center for American Progress found that “effective teachers are critical to raising achievement and closing 

longstanding gaps among student subgroups. Indeed, the research on this point has become absolutely clear: 
Students who have three or four strong teachers in a row will soar academically, regardless of their racial or 
economic background, while those who have a sequence of weak teachers will fall further and further behind.” 

The impact of effective school leaders is just as profound.  

As a consequence of these findings, teacher and leader effectiveness have become a central focus of federal 
education policy in recent years. At the center of the Obama administration’s Race to the Top initiative was a 

significant emphasis on policy related to teacher and leader effectiveness. States wishing to take advantage of 
the flexibility the administration is now offering around some key aspects of the federal Elementary and 
Secondary Education Act will be required to develop detailed guidelines related to teacher and leader 
evaluation and require that local districts adopt evaluation systems consistent with state guidelines.  

Improving teacher and leader effectiveness will require the development of a comprehensive system of 
training and support that begins with rigorous preparation programs and follows teachers and leaders 
throughout their careers.  

Within this core priority area are four subcategories related to different aspects of teacher and leader 
effectiveness:  

 
n and professional development programs that are rigorous, relevant, and data driven  

-generation evaluation systems for teachers and leaders  
 

Great Teachers and Leaders  

1. Common standards for teacher and leader effectiveness  

Advancing the cause of teacher and leader effectiveness means first defining what effective teaching and school 
leadership looks like. Through our Learning Results, Maine set standards for what its students should know and 
be able to do. It has not, however, established in law what its teachers and school leaders should know and be 
able to do.  

Fortunately, educators across the nation have done a significant amount of work in this area, and several Maine 
school districts are piloting efforts to define performance expectations for their educators. In 2011, the Council of 
Chief State School Officers released an updated version of the core teaching standards adopted by the 
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Interstate Teacher Assessment and Support Consortium (InTASC). This effort comes on the heels of the 
release, in 2008, of an updated version of the Interstate School Leaders Licensure Consortium standards for 
school leaders (ISLLC). Other national organizations, such as the National Board for Professional Teaching 
Standards, have developed and released standards of their own.  

Maine should take advantage of these efforts and join the community of states that have adopted clear 
standards for teacher and school leader effectiveness. Next, efforts should be undertaken to use these 
standards as the basis for aligning the state’s policies regarding approval of teacher preparation programs, 

teacher and leader certification and recertification, the employment of educational personnel and their 
evaluation, mentoring, and ongoing professional development. This work should be done in close 
collaboration with stakeholder groups, especially those representing teachers and school leaders.  

Goal: Educator preparation, training and evaluation are informed by a common understanding of 

effective teaching and leadership.  

Objective: Adopt state standards for teacher and leader effectiveness and align state statute and 

rules accordingly.  

Action Steps: 
Strategy  Action Step  Responsible party  Deadline:  

Policy  Develop state standards for teacher and leader 
effectiveness for adoption by the Maine Legislature.  

Maine DOE, in 
collaboration with 
stakeholders  

By completion of 
2012 legislative 
session  

Policy  

Establish plan to update related rule chapters in 
order to ensure that effectiveness standards are 
fully implemented in rule and policy. Goal to have all 
rules and policy updated within five years.  

Maine DOE, State 
Board of Education, 
stakeholders  

Implementation 
plan due 
September 1, 
2012  

Collaboration 
and 
Communication  

Develop plan to publicize effectiveness standards; 
feature examples of effective teaching and school 
leadership in online Communities of Practice.  

Maine DOE 
communications 
team to develop 
publicity plan  

Plan due 
September 1, 
2012  

 

Great Teachers and Leaders  

2. Initial preparation and ongoing professional development programs that are rigorous, relevant, and 

data-driven  

Today, the availability and effectiveness of both initial preparation and professional development programs for 
teachers and leaders vary dramatically. The goal should be to have high-quality initial preparation programs 
that are research-driven and classroom-based, as well as ongoing professional development opportunities for 
in-service educators that are rigorous, relevant, and directed, as much as possible, by real-time data on the 
needs of both learners and educators. The state’s recent struggles with learner outcomes in reading, for 

example, might be addressed by strengthening pre-service and in-service educator training in evidence-based 
reading instruction and implementing the other recommendations of Maine’s forthcoming comprehensive state 

literacy plan.  

Such training opportunities should take place, as often as is practical, in the schools where educators do their 
work. Effective preparation and ongoing training for Maine’s early childhood educators are especially critical 

needs.  
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Providing leadership training and development has been a challenge as well. While preparation programs for 
school leaders tend to focus on administration and management, a more pressing need in an era of real change 
is training and support related to leadership in executing transformations. Moving from a century-old model of 
schooling to a proficiency-based, learner-centered model of education will require fundamental change, and 
such change will require training in change leadership.  

Making high-quality training and support for teachers and leaders more readily available will almost certainly 
require building some regional capacity to deliver it. The state should pursue the creation of regional teacher 
development centers as a means of maximizing training and professional development resources, while still 
connecting such opportunities to the specific instructional needs of local teachers and school leaders.  

Goal: Maine educators are consistently supported through high-quality training and 

professional development.  

Objective: Expand access to high-quality initial and ongoing training and professional 

development for teachers and school leaders, with a specific emphasis on transformation 

leadership and on effectively and efficiently meeting the training and support needs of all 

educators.  

Action Steps: 
Strategy  Action Step  Responsible party  Deadline:  

Policy  

Amend the Chapter 114 rules governing state 
approval of teacher preparation programs, with the 
goal of improving the rigor and relevance of such 
programs.  

Chapter 114 
stakeholder group, 
Maine DOE, State 
Board of Education  

By completion of 
2012 legislative 
session  

Planning and 
Implementation  

Complete Maine’s comprehensive state literacy plan 
and implement its recommendations.  

Maine DOE, in 
cooperation with 
stakeholders  

Plan under 
development; 
implementation 
to begin fall of 
2012  

Regionalization  

Develop and provide support for regional teacher 
development centers to coordinate and conduct 
regional professional development opportunities for 
teachers and school leaders.  

Development 
supported through 
Fund for Efficient 
Delivery of 
Education Services  

Upon budget 
approval, state 
funding 
available 
beginning July 
1, 2012  

DOE Initiative  
Develop an annual state-level “leadership academy” 
for school and district leaders, with a specific focus 
on change leadership.  

Maine DOE, in 
collaboration with 
stakeholders, 
business leaders  

Initial leadership 
academy to take 
place summer, 
2012  

 
Great Teachers and Leaders  

3. Next-generation evaluation systems for teachers and leaders  

In its landmark 2009 study of educator evaluation systems, The Widget Effect, The New Teacher Project 
concluded that current educator evaluation systems “fail to differentiate performance among teachers,” with the 

result that “a teacher’s effectiveness—the most important factor for schools in improving student 
achievement—is not measured, recorded, or used to inform decision-making in any meaningful way.” The 

same could be said for the evaluation of school and district leaders.  
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Effective teaching and school leadership require meaningful evaluation of teachers and school leaders. This in 
turn requires high-quality evaluation systems, administered by trained evaluators, that are fair and that provide 
clear and constructive feedback, which is then used to improve professional practice. Consistent with the 
principles outlined in the U.S. Department of Education’s ESEA waiver framework, the State should adopt a 
common set of guidelines that inform the development, at the district level, of teacher and leader evaluation 
systems.  

The state should also work with districts to develop regional teacher development centers that not only support 
the training of the evaluators themselves, but make use of evaluation data to design and implement targeted 
professional development.  

Goal: Highly effective educator evaluation systems are in place in every Maine school district.  

Objective: Adopt statewide guidelines for locally developed teacher and leader evaluation systems, 

and support the development of a network of trained evaluators based in regional teacher development 

centers.  

Action Steps: 
Strategy  Action Step  Responsible party  Deadline:  

Policy  

In consultation with stakeholders, adopt statewide 
guidelines for teacher and leader evaluation 
systems, consistent with ESEA flexibility guidance 
from USDOE.  

Maine DOE, in 
cooperation with 
stakeholders, Maine 
Legislature  

Statutory 
changes made 
by completion of 
2012 legislative 
session; 
stakeholder 
panel to develop 
detailed 
guidelines; 
guidelines in 
place by 
January 1, 2013  

Collaboration 
and 
Communication  

Develop teacher and principal evaluation models 
consistent with adopted state guidelines and post to 
Maine DOE website.  

Maine DOE, in 
cooperation with 
stakeholders  

Evaluation 
models posted 
to web by April 
1, 2013  

Regionalization  

Develop and provide support for regional teacher 
development centers to coordinate and conduct 
training of teacher and leader evaluators, and to 
design and implement training and professional 
development activities.  

Development 
supported through 
Fund for Efficient 
Delivery of 
Education Services  

Upon budget 
approval, state 
funding 
available 
beginning July 
1, 2012  

 
 
Great Teachers and Leaders  

4. Communities of practice designed to foster continuous improvement  

As Harvard’s Tony Wagner argues in his book The Global Achievement Gap, teaching has been and continues 
to be a largely solitary practice providing few opportunities for collaboration and sharing of best practices. With 
the advent of the Internet, the sharing of new ideas and new approaches to teaching can be far more readily 
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facilitated. Instructional materials, research on best practices, and even videos of effective instructional methods 
can be shared instantly across the state and around the world. Today, though, no single statewide library of such 
materials exists. At the same time, large volumes of materials are available, but the absence of “curation,” 

context and discussion make it extremely challenging to professionals seeking the right resource.  

The Department is already at work developing an online “Communities of Practice” collaboration platform that 

will allow the state’s educators to post instructional resources of various kinds, indexed to the state’s Learning 

Results, and available anytime, day or night. The online collaboration platform will allow visitors to browse the 
work of various practice groups, participate in conversations about the materials and educational practice 
challenges, and join practice groups where they can more actively participate in ongoing development of 
education solutions. The platform could facilitate the development of a resource directory of best practices and 
become home to a collection of webinars and videos on effective instructional practices, while also connecting 
educators to like sites and resources centers in other states and around the globe. While in development at the 
moment, an early version of the site should be developed and deployed soon. Growing the platform to allow an 
unlimited number of self-formed and managed practice groups is the goal of this effort.  

Additionally, the state should pursue development of “best practice schools” that can be centers both for 
research on best practices and for the sharing of effective instructional practices with visiting educators.  

Goal: Maine’s educators participate easily and often in statewide sharing of instructional best practices 
and professional development opportunities. 
 

Objective: Develop a state-level, online resource center devoted to the sharing of effective educational 

practices and professional development resources. Form a network of regional “best practice” schools 

that develop, implement and promote effective practices.  

Action Steps: 
Strategy  Action Step  Responsible party  Deadline:  

Collaboration 
and 
Communication  

Use the online Communities of Practice to facilitate 
the development of a resource directory for 
instructional resources and professional 
development materials.  

Maine DOE 
communications 
team, in cooperation 
with the state’s 
educators  

Initial launch of 
resource 
directory by April 
1, 2012  

Best Practices  
Develop a “Best Practice School” designation for 
schools undertaking research and development on 
effective instructional practices.  

Maine DOE, in 
collaboration with 
stakeholders  

Implementation 
plan to be 
developed by 
September, 
2012  
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PRINCIPLE 3:    SUPPORTING EFFECTIVE INSTRUCTION AND LEADERSHIP  

 

3.A      DEVELOP AND ADOPT GUIDELINES FOR LOCAL TEACHER AND 
PRINCIPAL EVALUATION AND SUPPORT SYSTEMS 

Select the option that pertains to the SEA and provide the corresponding description and evidence, as 
appropriate, for the option selected. 
 

Option A 
  If the SEA has not already developed and 
adopted all of the guidelines consistent with 
Principle 3, provide: 

 
i. the SEA’s plan to develop and adopt 

guidelines for local teacher and principal 
evaluation and support systems by the 
end of the 2012–2013 school year; 

 
ii. a description of the process the SEA will 

use to involve teachers and principals in 
the development of these guidelines; and 

 
iii. an assurance that the SEA will submit to 

the Department a copy of the guidelines 
that it will adopt by the end of the 2012–
2013 school year (see Assurance 14). 

 

Option B 
  If the SEA has developed and adopted all of 
the guidelines consistent with Principle 3, 
provide: 

  
i. a copy of the guidelines the SEA has 

adopted (Attachment 10) and an 
explanation of how these guidelines are 
likely to lead to the development of 
evaluation and support systems that 
improve student achievement and the 
quality of instruction for students; 

 
ii. evidence of the adoption of the guidelines 

(Attachment 11); and  
 

iii. a description of the process the SEA used 
to involve teachers and principals in the 
development of these guidelines.   

 
 

 
 
 
Maine policymakers this year took great strides toward measuring and improving the effectiveness of 
teachers and school leaders, with passage of LD 1858, “An Act to Ensure Effective Teaching and School 
Leadership” (Appendix XX). That legislation lays the groundwork for Maine’s plan to meet the 
requirements of and develop a high-quality plan for Principle 3 of the ESEA Flexibility Request. 
 
Prior to passage of LD 1858, “local control” of most education matters meant that there was little 
coordinated, clear policy regarding educator effectiveness. While state law provided that superintendents 
were responsible for evaluating staff, there was no specific requirement for evaluation of all teachers or 
school leaders, much less standards for doing so. The state’s only “definition” of an effective teacher was 
laid out in the “Ten Initial Standards for Educator Certification,” the minimal requirements to become a 
teacher. Past the stage where a teacher earned professional licensure, there were no statewide policies or 
efforts to ensure effective teachers or administrators. 
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LD 1858 enacted a new chapter in Maine’s Education Law, Title 20-A of the Maine Revised Statutes. This 
new chapter, “Chapter 508, Educator Effectiveness,” requires each of the State’s school administrative 
units (SAUs) to develop and implement a “performance evaluation and professional growth (PE/PG) 
system” for all teachers and principals. Each “system” must meet state standards and be approved by the 
state Department of Education. This system requires: 

 A clear set of professional practice standards that educators will be expected to meet 

 Multiple ways of measuring an educator’s effectiveness, including evaluation of professional 
practices and a look at the educator’s impact on student achievement  

 Opportunities for educators to improve their effectiveness by understanding where they fall short 
of expectations, and a clearly spelled-out professional improvement plan designed to enable them 
to meet expectations  

LD 1858 lays out the basic structure of the PE/PG system, creates a process for fleshing out the details of 
the state standards and sets forth a timeline for development and implementation of systems on the local 
level.  
 
Key Elements of the System 
The basic structure of the new Maine PE/PG system is set forth in Chapter 508 of Title 20-A. Under 
Chapter 508, a PE/PG system consists of the following elements: 

1. Standards of professional practice by which the performance of educators must be evaluated; 
2. Multiple measures of educator effectiveness (in addition to professional practice evaluations) 

including but not limited to student learning and growth; 
3. A rating scale consisting of 4 levels of effectiveness (at least 2 levels for “effective” educators and 

one level for “ineffective” educators), based on multiple measures, with the professional growth 
opportunities and employment consequences tied to each level; 

4. A process for using information from the evaluation process to inform professional development;  
5. Implementation standards that include trained evaluators, evaluation on a regular basis, training of 

educators to enable them to participate in the system in a meaningful way, peer review 
components and a local steering committee to review and refine the local system; and 

6. Opportunities for educators rated as “ineffective” to implement a professional improvement plan. 
 
These basic structural components are designed to ensure that systems are transparent, fair and 
meaningful, and to ensure that the PE/PG systems meet the criteria for ESEA Flexibility requests.    
 
Timeline for Implementation 
LD 1858 lays out a process for developing and implementing PE/PG systems over a four-year period. 
This period complies with the ESEA flexibility request requirements, as well as providing a reasonable 
length of time for further state policymaking as well as local adoption, piloting and adjustment. 

 In the first year following passage of LD 1858 (2012-2013), stakeholders and policymakers at the 
State level will work together to flesh out details of the required systems. 

 In the second year, 2013-2014, local SAUs must develop local systems that comply with the state 
requirements. There is likely to be some flexibility within the state standards, to allow variations 
among SAUs, so this year would be the time for local policymakers, parents, administrators and 
educators to create the best system for local conditions. 

 In school year 2014-15, local SAUs will pilot their systems, either by using them only in certain 
schools, with a portion of educators or with all educators but without “counting” the results. The 
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pilot allows people to see how the system works, and make adjustments to ensure that it meets 
expectations. 

 In school year, 2015-16, local systems must be fully implemented.   
 
The Statute  
LD 1858, which enacted Chapter 508 into law, earned a unanimous favorable vote of the Legislature’s 
Joint Standing Committee on Education and Cultural Affairs, and was ultimately passed by unanimous 
vote of both houses of Maine’s legislature, demonstrating that key state policymakers understand the need 
to for the state to address educator effectiveness in a comprehensive way. LD 1858 also directed the 
Department to create a stakeholder group to recommend ways to identify the details of the system, and to 
work with the Department and the Legislature to put the finishing touches on the system over the 
upcoming year.  
 
The Maine Educator Effectiveness Council (MEEC) is the 16-member stakeholder group created in LD 
1858. It includes teachers, administrators, state policymakers, school board members and representatives of 
the business community, the general public, and teacher preparation programs. Members were nominated 
by professional associations and other stakeholder groups and appointed by the Commissioner of 
Education. 
 
MEEC was assigned the general task of recommending standards for implementing a system of evaluation 
and support of teachers and principals consistent with the requirements of Title 20-A, chapter 508.  MEEC 
recommendations will be sent to the Joint Standing Committee on Education and Cultural Affairs by 
November 1, 2012. Based on those recommendations, the Department of Education will also begin a 
rulemaking process to place the details of the new systems into Department rule. The proposed rule, and 
the MEEC recommendations will be reviewed by the Legislature in the First Regular Session of the 126th 
Legislature, beginning in January, 2013. The Department will work diligently to have final legislative 
approval of the rule before the end of the 2012-2013 school year.  
 
MEEC Discussions to Date 
The Council has met several times regularly since the end of May, formulating its governing structure and 
work plan, and making some significant decisions about the structure of the developing systems. More 
work is ahead, but the group has demonstrated its commitment to work hard, to productively address 
concerns and to work toward consensus on all issues. 
 
One over-arching issue that the Council will continue to struggle with is the need to find the right balance 
between uniformity and flexibility. With its history of local control of education matters, Maine leans 
toward supporting local flexibility. An additional concern leaning toward flexibility is that many SAUs, 
including those participating in the State’s Maine Schools for Excellence initiative, have already spent 
significant resources creating robust evaluation and support systems, and the Council is reluctant to force 
them to throw out the work already done. But with the desire for greater coordination and equity across 
the state, there is also a desire for creating more uniformity of PE/PG systems.  
One of the Council’s earliest decisions concerns the set of professional practice standards for both teachers 
and principals. The Council acknowledged that many districts already have systems in place or in 
development which may or may not share common features. While aware and supportive of local 
governance and the valuable work underway, the Council also seeks to encourage greater uniformity. For 
example, the Council will recommend that districts use one particular set of the professional practice 
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standards along with a related set of observation rubrics.  However, because there are a handful of such 
standards currently in use with sufficient level of alignment between them, districts will also be able to 
select from among a small set of other standards as long as they are closely aligned with those 
recommended by the Council. 
 
Further work will be done by MEEC during the coming months. Their meetings are open to public and 
there will be opportunities to comment through the rulemaking Legislative processes.  
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Maine Educator Effectiveness Council Decision Matrix -- November 1, 2012   
 

ISSUE:  General; Coverage of the Law 
 
Statutes, Title 20-A 

§13702: 
“Each school administrative unit shall develop and implement a performance evaluation and professional growth 
system for educators.” 

§13701: 
‘Educator’ means a teacher or a principal. 

Charge to the Council: 
The Council shall recommend standards for implementing a system of evaluation and support of teachers and 
principals consistent with the requirements of Title 20-A, chapter 508. 

ESEA Waiver Requirement: 
To receive flexibility, an SEA and each LEA must commit to develop, adopt, pilot and implement, with the 
involvement of teachers and principals, teacher and principal evaluation and support systems that: …   
The terms “teacher” and “principal” are not defined 

 

 
Key Questions 

 
Working Definitions (July 9, 2012) 

 
How should we define “Teacher” and “Principal” as used in 
Title 20-A, 13702? 
 
In addition to classroom teachers (regular education and 
special education), what other certified or licensed 
educational personnel, if any, should be covered?  

 Literacy Specialists? Guidance Counselors?   

 Assistant principals, teaching principals? 

 Other administrators – curriculum coordinator? 
Special education administrators? 

What guiding criteria should be used to determine who is 
covered? 
 

 
MEEC will proceed for now with a broad definition of both 
terms – and consider excluding types of staff if their 
inclusion seems inappropriate or unworkable as MEEC 
develops the system 
  
“Teacher” includes all teachers and educational specialists 
listed in sections 1, 2 and 3 of DOE Certification Rule, 
Chapter 115, Part II 
 
“Principal” includes all administrators in Section 4 of DOE 
Rule Chapter 115, Part II, EXCEPT superintendents and 
assistant superintendents 

 
 

ISSUE:  Professional Practice Standards 
 
Statutes, Title 20-A 

§13704(1):  A PE/PG system consists of… 
1.  Standards of professional practice by which the performance of educators must be evaluated. 

A.  The department shall provide, by rule, a set of standards of professional practice or a set of criteria 
for determining acceptable locally determined standards for teachers and a set of standards of 
professional practice or a set of criteria for determining acceptable locally determined standards for 
principals. 

Charge to the Council: 
The Council shall … recommend a set of professional practice standards applicable to teachers and a set of 
professional practice standards applicable to principals; 
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ESEA Waiver Requirement: 
The evaluation and support system must (3) use multiple valid measures in determining performance levels, 
including … measures of professional practice (which may be gathered through multiple formats and sources, 
such as observations based on rigorous teacher performance standards, teacher portfolios and student and 
parent surveys) 

 
 
Key Questions 

 
Consensus Recommendation 

 
Should there be a single set of 
“Professional Practice 
Standards” for teachers and a 
single set for principals, or 
should there be some level of 
local flexibility?  
 
What should the professional 
practice standards be?  If 
nationally recognized standards 
are allowed, which ones?  If 
state-developed standards, 
what should they be? 
 

 

Consensus on use of InTASC standards for teachers and ISLLC standards for principals, 
plus standards that are aligned with InTASC and ISLLC -- NBPTS, Marzano, Danielson, 
NBPTS-principals,  
 
Consensus on the use of associated descriptors for the standards and rubrics for each 
standard that are aligned with the adopted standard. 
 
Consensus that any SAU may use any set of standards that is aligned with InTASC 
(teachers) or ISLLC (principals), as demonstrated to Maine DOE by the SAU 
 
Need to discuss further the questions: 

 What forms of evidence can/must be used in measuring performance against 
the standards? 

 

 

 

ISSUE:  Measures of Student Learning and Growth 

 
Statutes, Title 20-A 

§13704(2). A PE/PG system consists of … 
2.  Multiple measures of educator effectiveness, other than standards of professional practice, including but not 
limited to student learning and growth; 

Charge to the Council: 
The Council shall … 
Recommend potential measures of student learning and growth; 

ESEA Waiver Requirement: 
The evaluation and support system must (3) use multiple valid measures in determining performance levels, 
including as a significant factor data on student growth for all students (including English learners and students 
with disabilities)  …  

 
 
Key Questions 

 
Consensus Recommendation (October 12, 2012) 

 
What measures of 
student learning and 
growth should be 
allowed or required to 
be used in determining 
teacher and principal 
ratings? 

Statewide, Standardized Tests (NECAP, SBAC) and other commercially available tests (e.g., 
NWEA) are a potential measure of student learning and growth that may be an indicator of 
educator effectiveness, provided: 

 Test results are included in the evaluation of a teacher or principal only if the test 
measures growth of a student after having been taught by that teacher, or being led 
by that principal;  

 Pre- and post-tests are administered (e.g. fall-to-spring, or spring-to-spring); 

 Results are included for a student only if the student took both the pre-test and the 
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 post-test; 

 The test/assessment measures intended curriculum, and measures only things that 
are subject to instructional effectiveness (e.g., not student attendance);  

 The results are used in a way that accounts for differences in growth at ends of the 
spectrum (e.g., higher-achieving students shouldn’t be expected to make the same 
quantity of growth as lowest-achieving students); and 

 The data used in the evaluation is a statistically reliable sample, (which may require 
3-5 years of data, a power-analysis, etc). 

District and school-developed assessments may also be potential measures of student learning 
and growth that may be indicators of student learning and growth provided they meet the 
bulleted criteria above and  

 They are developed collaboratively (with administrators and/or other teachers); and 

 There is an adequate level of validation 
 

Student learning objectives (SLOs) and Individual Education Plan (IEP) goals may establish an 
appropriate basis for measuring student growth and educator effectiveness, provided that 
program toward the objective or goal can be, and is assessed according to the criteria set forth 
above for standardized, commercially available or district-developed assessments.  
 
The following are not potential measures of student learning and growth:  high school 
graduation rates; student, parent or community perception surveys.  
 
The following are not potential measures of student learning and growth for teachers:  the 
“School Accountability Index” and the “Achievement Gap Measure,” which are two school-
wide measures proposed as part of Maine’s ESEA/NCLB accountability system. 
 
The Council divided evenly (5-5 vote) on the question of whether the School Accountability 
Index is a potential measure of student learning and growth that might be an indicator of 
effectiveness for principals, and did not fully discuss the use of an Achievement Gap Measure 
as a potential measure of student learning and growth with regard to principals.  
 
 

 

 

ISSUE:  Levels of Effectiveness/ Rating Scale 

 
Statutes, Title 20-A 

§13704 (3). A PE/PG system consists of … 
3.  A rating scale consisting of 4 levels of effectiveness. 

A.  The rating must be based on standards of professional practice and measures of educator effectiveness.  The 
proportionate weight of the standards and the measures is a local decision, but measurements of student 
learning and growth must be a significant factor in the determination of the rating of an educator. 
B. The rating scale must set forth the professional growth opportunities and the employment consequences tied 
to each level. 
C.  At least 2 of the levels must represent effectiveness, and at least one level must represent ineffectiveness; 

Charge to the Council: 
The Council shall … 

 Recommend a 4-level rating scale with clear and distinct definitions applicable to teachers and principals 

 Recommend major components of an evaluation process, including: 
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(4)Weighting of measures used in evaluating teachers and principals, which must provide that student 
learning and growth indicators inform a significant portion of the effectiveness rating. 

ESEA Waiver Requirements: 
The evaluation and support system must (2) meaningfully differentiate performance using at least 3 performance 
levels; and  (3) use multiple valid measures in determining performance levels … including student growth and 
other measures of professional  (see above sections) 

 
 
Key Questions 

Initial thoughts; 
Clarifying 
questions; pros 
and cons of 
options 

Information 
Needs/ 
Models 

Decisions:  
Tentative/ 
Final 

 
What should the levels be called?  How does one determine what level a 
teacher or principal is assigned to?    What weight should be assigned to 
the measures used in the evaluation? 
 
What are the implications of being in each of the levels?   
 
What other measures of educator effectiveness should systems be able 
to use, or required to use (in addition to professional practice standards 
and measures of  student learning and growth) 

 
  

  

 
 

ISSUE:  Implementation, including Evaluation frequency; training; evidence; peer review and 
collaboration; Steering Committee   
 
Statutes, Title 20-A 

§13704(5). A PE/PG system consists of … 
5.  Implementation procedures that include the following: 

A.  Evaluation of educators on a regular basis, performed by one or more trained evaluators.  The 
frequency of evaluations may vary depending on the effectiveness level at which the educator is 
performing, but observations of professional practice, formative feedback and continuous improvement 
conversations must occur throughout the year for all educators; 
B. Ongoing training on implementation of the system to ensure that all educators and evaluators 
understand the system and have the knowledge and skills needed to participate in a meaningful way; 
C.  A peer review component to the evaluation and professional growth system and opportunities for 
educators to share, learn and continually improve their practice;  and 
D.  Formation of a steering committee composed of teachers, administrators and other school 
administrative unit staff that regularly reviews and refines the PE/PG system to ensure that it is aligned 
with school administrative unit goals and priorities; 

Charge to the Council: 
The council shall: 
D. Recommend the major components of an evaluation process, including but not limited to: 

(1) Ongoing training to ensure that evaluators and teachers and principals have a full understanding of the 
evaluation system and its implementation; 
(2) Methods of gathering evidence for the evaluation, which may include observation by supervisors and 
peers, self-reflection, student or parent surveys, analysis of artifacts and evidence portfolios; 
(3) Methods of providing feedback to teachers and principals for formative evaluation purposes; 

ESEA Waiver Requirements: 
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The evaluation and support system must (4) evaluate teacher and principals on a regular basis; (5) provide clear, 
timely and useful feedback , including feedback that identifies needs and guides professional development 

 
 
Key Questions 

Initial thoughts; 
Clarifying Q’s; pros 
and cons of options 

Info 
Needs/ 
Models 

Decisions 
Tentative/Final 

 
What is the frequency of evaluation?  The frequency of different 
components, e.g., observations? 
 
What type of training is required for evaluators?  For evaluated 
staff? 
 
How should evidence be gathered for an evaluation – e.g., 
portfolio, peer observations, surveys, etc? 
 
How can feedback be provided for formative purposes? 
 
How will steering committees be formed and what is their role?   
What role does peer review play? 
 
How will educators be provided opportunities to share, learn 
and continually improve their practice?  

   

 

 

ISSUE:  Link between effectiveness ratings and professional growth  

 
Statutes, Title 20-A 

§13703 
A superintendent shall use effectiveness rating of educators to inform strategic human capital decision making, 
including … induction, mentoring, professional development… 
§ 13704(4) and (6) 
A PE/PG system consists of the following elements: 

4.  A process for using information from the evaluation process to inform professional development. 
6.  The opportunity for an educator who receives a summative effectiveness rating indicating ineffectiveness in 
any given year to implement a professional improvement plan. 

§13701(4) defines professional improvement plans as a written plan developed by a school or district 
administrator with input from an educator that outlines the steps to be taken over the coming year to 
improve the effectiveness of the educator.  The plan must include but need not be limited to 
appropriate professional development opportunities.  

Charge to the Council: 
The Council shall: 
E.  Recommend a system of supports and professional development linked to effectiveness ratings for teachers 
and principals, including a process for developing and implementing a professional improvement plan. 

ESEA Waiver Requirement: 
The evaluation and support system must (1) be used for continual improvement of instruction; (5) provide clear, 
timely and useful feedback , including feedback that identifies needs and guides professional development 

 
 
Key Questions 

Initial thoughts; 
Clarifying Q’s; pros 

Info 
Needs/Models 

Decisions: 
Tentative/ Final 
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and cons of options 

 
What system of supports and professional 
development should be linked to the system?   
 
How should a professional improvement plan be 
developed and implemented? 

   

 

ISSUE:  Link between effectiveness ratings and human capital decisions 
 
Statutes, Title 20-A 

§13201: 
In any negotiated agreement, the criteria negotiated by the school board and the bargaining agent to establish 
the order of layoff and recall must include the teacher’s effectiveness rating pursuant to chapter 508 as a factor 
and may also include, but not be limited to, seniority. 

§13703 
A superintendent shall use effectiveness ratings of educators to inform strategic human capital decision making, 
including but not limited to decision making regarding recruitment, selection, induction, mentoring, professional 
development, compensation, assignment and dismissal. 
Receipt of summative effectiveness ratings indicating that a teacher is ineffective for 2 consecutive years 
constitutes just cause for nonrenewal of a teacher’s contract unless the ratings are the result of bad faith. 

Charge to the Council: 
The Council shall… 
E. Recommend the major components of an evaluation process, including but not limited to  
(6) Methods for linking summative effectiveness ratings to human capital decisions 

ESEA Waiver Requirement: 
The evaluation and support system must (6) be used to inform personnel decisions. 

 
 
Key Questions 

Initial thoughts; Clarifying 
questions; pros and cons of 
options 

 
Information Needs/ 
Models 

Decisions: 
Tentative/ Final 

 
 

   

 

 

ISSUE: Link between evaluation and support system and other goals 

  
Charge to the Council: 
The Council shall… 
D.  Recommend the major components of an evaluation process, including but not limited to: 
(5) Methods for aligning district, school and classroom goals using the evaluation system 

 
 
Key Questions 

Decision 
Process 

Initial thoughts; Clarifying 
questions; pros and cons of options 

 
Information Needs/ Models 

Decisions: 
Tentative/ Final  
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Additional Issues Raised at Council Meetings,  
But Not Included in the Statute or Charge to the Council  

 

ISSUE: Status of ratings as public documents or confidential personnel records 
  
Key Questions 

Initial thoughts; 
Clarifying questions; 
pros and cons of 
options 

 
Information 
Needs/ Models 

Decisions: 
Tentative/ Final  

 
Are ratings of teachers and principals under a 
PE/PG system public information – permitted 
to be released, required to be released, or 
prohibited from being released? 
 

   

 

ISSUE: Monitoring of Local Implementation 
  
Key Questions 

Initial thoughts; 
Clarifying questions; 
pros and cons of 
options 

 
Information 
Needs/ Models 

Decisions: 
Tentative/ Final  

 
How will local implementation of PE/PG 
systems be monitored to ensure compliance 
with requirements and fidelity to the system? 
 

   

 

ISSUE: Evaluating the Effectiveness of the PE/PG System  
  
Key Questions 

Initial thoughts; 
Clarifying questions; 
pros and cons of 
options 

 
Information 
Needs/ Models 

Decisions: 
Tentative/ Final  

 
How will we evaluate whether the PE/PG 
system is effective at fulfilling its purposes – 
e.g., improving instruction, and 
differentiating between effective and 
ineffective educators? How do we know if we 
are looking at the right factors? 
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InTASC Model Core Teaching Standards 
April 2011  

 

Standard #1: Learner Development 

The teacher understands how learners grow and develop, recognizing that patterns of learning 

and development vary individually within and across the cognitive, linguistic, social, emotional, 

and physical areas, and designs and implements developmentally appropriate and challenging 

learning experiences. 

PERFORMANCES 

1(a) The teacher regularly assesses individual and group performance in order to design and modify 
instruction to meet learners’ needs in each area of development (cognitive, linguistic, social, emotional, 
and physical) and scaffolds the next level of development. 
 
1(b) The teacher creates developmentally appropriate instruction that takes into account individual 
learners’ strengths, interests, and needs and that enables each learner to advance and accelerate his/her 
learning. 
 
1(c) The teacher collaborates with families, communities, colleagues, and other professionals to promote 

learner growth and development. 

ESSENTIAL KNOWLEDGE 

1(d) The teacher understands how learning occurs--how learners construct knowledge, acquire skills, and 
develop disciplined thinking processes--and knows how to use instructional strategies that promote 
student learning. 
 
1(e) The teacher understands that each learner’s cognitive, linguistic, social, emotional, and physical 
development influences learning and knows how to make instructional decisions that build on learners’ 
strengths and needs. 
 
1(f) The teacher identifies readiness for learning, and understands how development in any one area may 
affect performance in others. 
 
1(g) The teacher understands the role of language and culture in learning and knows how to modify 

instruction to make language comprehensible and instruction relevant, accessible, and challenging. 

CRITICAL DISPOSITIONS 

1(h) The teacher respects learners’ differing strengths and needs and is committed to using this 
information to further each learner’s development. 
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1(i) The teacher is committed to using learners’ strengths as a basis for growth, and their misconceptions 
as opportunities for learning. 
 
1(j) The teacher takes responsibility for promoting learners’ growth and development. 
 
1(k) The teacher values the input and contributions of families, colleagues, and other professionals in 

understanding and supporting each learner’s development. 

 

Standard #2: Learning Differences 

The teacher uses understanding of individual differences and diverse cultures and communities to 

ensure inclusive learning environments that enable each learner to meet high standards. 

 

PERFORMANCES 

 

2(a) The teacher designs, adapts, and delivers instruction to address each student’s diverse learning 
strengths and needs and creates opportunities for students to demonstrate their learning in different 
ways. 
 
2(b) The teacher makes appropriate and timely provisions (e.g., pacing for individual rates of growth, task 
demands, communication, assessment, and response modes) for individual students with particular 
learning differences or needs. 
 
2(c) The teacher designs instruction to build on learners’ prior knowledge and experiences, allowing 
learners to accelerate as they demonstrate their understandings. 
 
2(d) The teacher brings multiple perspectives to the discussion of content, including attention to learners’ 
personal, family, and community experiences and cultural norms. 
 
2(e) The teacher incorporates tools of language development into planning and instruction, including 
strategies for making content accessible to English language learners and for evaluating and supporting 
their development of English proficiency. 
 

2(f) The teacher accesses resources, supports, and specialized assistance and services to meet particular 

learning differences or needs. 

 

ESSENTIAL KNOWLEDGE 

 

2(g) The teacher understands and identifies differences in approaches to learning and performance and 
knows how to design instruction that uses each learner’s strengths to promote growth. 
 
2(h) The teacher understands students with exceptional needs, including those associated with 
disabilities and giftedness, and knows how to use strategies and resources to address these needs.  
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2(i) The teacher knows about second language acquisition processes and knows how to incorporate 
instructional strategies and resources to support language acquisition. 
 
2(j) The teacher understands that learners bring assets for learning based on their individual experiences, 
abilities, talents, prior learning, and peer and social group interactions, as well as language, culture, family, 
and community values. 
 
2(k) The teacher knows how to access information about the values of diverse cultures and communities 

and how to incorporate learners’ experiences, cultures, and community resources into instruction. 

 

CRITICAL DISPOSITIONS 

 
2(l) The teacher believes that all learners can achieve at high levels and persists in helping each learner 
reach his/her full potential. 
 
2(m) The teacher respects learners as individuals with differing personal and family backgrounds and 
various skills, abilities, perspectives, talents, and interests. 
 
2(n) The teacher makes learners feel valued and helps them learn to value each other. 
 
2(o) The teacher values diverse languages and dialects and seeks to integrate them into his/her 

instructional practice to engage students in learning. 

 

 
Standard #3: Learning Environments 

 

The teacher works with others to create environments that support individual and collaborative 

learning, and that encourage positive social interaction, active engagement in learning, and self 

motivation. 

 

PERFORMANCES 

 

3(a) The teacher collaborates with learners, families, and colleagues to build a safe, positive learning 

climate of openness, mutual respect, support, and inquiry. 

 

3(b) The teacher develops learning experiences that engage learners in collaborative and self-directed 
learning and that extend learner interaction with ideas and people locally and globally. 
 
3(c) The teacher collaborates with learners and colleagues to develop shared values and expectations for 
respectful interactions, rigorous academic discussions, and individual and group responsibility  
for quality work. 
 
3(d) The teacher manages the learning environment to actively and equitably engage learners by 
organizing, allocating, and coordinating the resources of time, space, and learners’ attention. 
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3(e) The teacher uses a variety of methods to engage learners in evaluating the learning environment and 
collaborates with learners to make appropriate adjustments. 
 
3(f) The teacher communicates verbally and nonverbally in ways that demonstrate respect for and 

responsiveness to the cultural backgrounds and differing perspectives learners bring to the learning 

environment. 

 

3(g) The teacher promotes responsible learner use of interactive technologies to extend the possibilities 

for learning locally and globally. 

 
3(h) The teacher intentionally builds learner capacity to collaborate in face-to-face and virtual 
environments through applying effective interpersonal communication skills. 
 
ESSENTIAL KNOWLEDGE 
 
3(i) The teacher understands the relationship between motivation and engagement and knows how to 
design learning experiences using strategies that build learner self-direction and ownership of learning. 
 
3(j) The teacher knows how to help learners work productively and cooperatively with each other to 
achieve learning goals. 
 
3(k) The teacher knows how to collaborate with learners to establish and monitor elements of a safe and 
productive learning environment including norms, expectations, routines, and organizational structures. 
 
3(l) The teacher understands how learner diversity can affect communication and knows how to 
communicate effectively in differing environments. 
 

3(m) The teacher knows how to use technologies and how to guide learners to apply them in appropriate, 

safe, and effective ways. 

 

CRITICAL DISPOSITIONS 
 
3(n) The teacher is committed to working with learners, colleagues, families, and communities to 
establish positive and supportive learning environments.  
 
3(o) The teacher values the role of learners in promoting each other’s learning and recognizes the 
importance of peer relationships in establishing a climate of learning. 
 
3(p) The teacher is committed to supporting learners as they participate in decision-making, engage in 
exploration and invention, work collaboratively and independently, and engage in purposeful learning. 
 
3(q) The teacher seeks to foster respectful communication among all members of the learning community. 
 
3(r) The teacher is a thoughtful and responsive listener and observer. 

 

 
Standard #4: Content Knowledge 
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The teacher understands the central concepts, tools of inquiry, and structures of the discipline(s) 

he or she teaches and creates learning experiences that make these aspects of the discipline 

accessible and meaningful for learners to assure mastery of the content. 

 

PERFORMANCES 

 

4(a) The teacher effectively uses multiple representations and explanations that capture key ideas in the 
discipline, guide learners through learning progressions, and promote each learner’s achievement of 
content standards. 
 
4(b) The teacher engages students in learning experiences in the discipline(s) that encourage learners to 
understand, question, and analyze ideas from diverse perspectives so that they master the content. 
 
4(c) The teacher engages learners in applying methods of inquiry and standards of evidence used in the 
discipline. 
 
4(d) The teacher stimulates learner reflection on prior content knowledge, links new concepts to familiar 
concepts, and makes connections to learners’ experiences. 
 
4(e) The teacher recognizes learner misconceptions in a discipline that interfere with learning, and 
creates experiences to build accurate conceptual understanding. 
 
4(f) The teacher evaluates and modifies instructional resources and curriculum materials for their 
comprehensiveness, accuracy for representing particular concepts in the discipline, and appropriateness 
for his/her learners. 
 
4(g) The teacher uses supplementary resources and technologies effectively to ensure accessibility and 
relevance for all learners. 
 
4(h) The teacher creates opportunities for students to learn, practice, and master academic language in 

their content.  

 

4(i) The teacher accesses school and/or district-based resources to evaluate the learner’s content 

knowledge in their primary language.    

 

ESSENTIAL KNOWLEDGE 

 

4(j) The teacher understands major concepts, assumptions, debates, processes of inquiry, and ways of 
knowing that are central to the discipline(s) s/he teaches. 
 
4(k) The teacher understands common misconceptions in learning the discipline and how to guide 
learners to accurate conceptual understanding.  
 
4(l) The teacher knows and uses the academic language of the discipline and knows how to make it 
accessible to learners. 
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4(m) The teacher knows how to integrate culturally relevant content to build on learners’ background 
knowledge. 
 
4(n) The teacher has a deep knowledge of student content standards and learning progressions in the 

discipline(s) s/he teaches. 

 

CRITICAL DISPOSITIONS 

 

4(o) The teacher realizes that content knowledge is not a fixed body of facts but is complex, culturally 
situated, and ever evolving. S/he keeps abreast of new ideas and understandings in the field. 
 
4(p) The teacher appreciates multiple perspectives within the discipline and facilitates learners’ critical 
analysis of these perspectives. 
 
4(q) The teacher recognizes the potential of bias in his/her representation of the discipline and seeks to 

appropriately address problems of bias. 

 

4 (r) The teacher is committed to work toward each learner’s mastery of disciplinary content and skills. 

 

 

Standard #5: Application of Content 
 

The teacher understands how to connect concepts and use differing perspectives to engage 

learners in critical thinking, creativity, and collaborative problem solving related to authentic 

local and global issues. 

 

PERFORMANCES 

 

5(a) The teacher develops and implements projects that guide learners in analyzing the complexities of an 
issue or question using perspectives from varied disciplines and cross-disciplinary skills (e.g., a water 
quality study that draws upon biology and chemistry to look at factual information and social studies to 
examine policy implications). 
 
5(b) The teacher engages learners in applying content knowledge to real world problems through the lens 
of interdisciplinary themes (e.g., financial literacy, environmental literacy). 
 
5(c) The teacher facilitates learners’ use of current tools and resources to maximize content learning in 
varied contexts. 
 
5(d) The teacher engages learners in questioning and challenging assumptions and approaches in order to 
foster innovation and problem solving in local and global contexts.  
 
5(e) The teacher develops learners’ communication skills in disciplinary and interdisciplinary contexts by 
creating meaningful opportunities to employ a variety of forms of communication that address varied 
audiences and purposes. 
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5(f) The teacher engages learners in generating and evaluating new ideas and novel approaches, seeking 
inventive solutions to problems, and developing original work. 
 
5(g) The teacher facilitates learners’ ability to develop diverse social and cultural perspectives that 
expand their understanding of local and global issues and create novel approaches to solving problems. 
 
5(h) The teacher develops and implements supports for learner literacy development across content 

areas. 

 

ESSENTIAL KNOWLEDGE 

 
5(i) The teacher understands the ways of knowing in his/her discipline, how it relates to other 
disciplinary approaches to inquiry, and the strengths and limitations of each approach in addressing 
problems, issues, and concerns. 
 
5(j) The teacher understands how current interdisciplinary themes (e.g., civic literacy, health literacy, 
global awareness) connect to the core subjects and knows how to weave those themes into meaningful 
learning experiences.  
 
5(k) The teacher understands the demands of accessing and managing information as well as how to 
evaluate issues of ethics and quality related to information and its use. 
 
5(l) The teacher understands how to use digital and interactive technologies for efficiently and effectively 
achieving specific learning goals. 
 
5(m) The teacher understands critical thinking processes and knows how to help learners develop high 
level questioning skills to promote their independent learning. 
 
5(n) The teacher understands communication modes and skills as vehicles for learning (e.g., information 
gathering and processing) across disciplines as well as vehicles for expressing learning. 
 
5(o) The teacher understands creative thinking processes and how to engage learners in producing 
original work. 
  

5(p) The teacher knows where and how to access resources to build global awareness and understanding, 

and how to integrate them into the curriculum. 

 

CRITICAL DISPOSITIONS 

 

5(q) The teacher is constantly exploring how to use disciplinary knowledge as a lens to address local and 

global issues. 

 

5(r) The teacher values knowledge outside his/her own content area and how such knowledge enhances 

student learning. 
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5(s) The teacher values flexible learning environments that encourage learner exploration, discovery, and 

expression across content areas. 

 

 

Standard #6: Assessment 
 

The teacher understands and uses multiple methods of assessment to engage learners in their own 

growth, to monitor learner progress, and to guide the teacher’s and learner’s decision making. 

 

PERFORMANCES 

 

6(a) The teacher balances the use of formative and summative assessment as appropriate to support, 
verify, and document learning. 
 
6(b) The teacher designs assessments that match learning objectives with assessment methods and 
minimizes sources of bias that can distort assessment results. 
 
6(c) The teacher works independently and collaboratively to examine test and other performance data to 
understand each learner’s progress and to guide planning. 
 
6(d) The teacher engages learners in understanding and identifying quality work and provides them with 
effective descriptive feedback to guide their progress toward that work. 
 
6(e) The teacher engages learners in multiple ways of demonstrating knowledge and skill as part of the 

assessment process. 

 
6(f) The teacher models and structures processes that guide learners in examining their own thinking and 
learning as well as the performance of others. 
 
6(g) The teacher effectively uses multiple and appropriate types of assessment data to identify each 
student’s learning needs and to develop differentiated learning experiences. 
 
6(h) The teacher prepares all learners for the demands of particular assessment formats and makes 
appropriate modifications in assessments or testing conditions especially for learners with disabilities 
and language learning needs. 
 
6(i) The teacher continually seeks appropriate ways to employ technology to support assessment practice 

both to engage learners more fully and to assess and address learner needs. 

 

ESSENTIAL KNOWLEDGE 

 
6(j) The teacher understands the differences between formative and summative applications of 
assessment and knows how and when to use each.  
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6(k) The teacher understands the range of types and multiple purposes of assessment and how to design, 
adapt, or select appropriate assessments to address specific learning goals and individual differences, and 
to minimize sources of bias. 
 
6(l) The teacher knows how to analyze assessment data to understand patterns and gaps in learning, to 
guide planning and instruction, and to provide meaningful feedback to all learners. 
 
6(m) The teacher knows when and how to engage learners in analyzing their own assessment results and 
in helping to set goals for their own learning. 
 
6(n) The teacher understands the positive impact of effective descriptive feedback for learners and knows 
a variety of strategies for communicating this feedback. 
 
6(o) The teacher knows when and how to evaluate and report learner progress against standards. 
 
6(p) The teacher understands how to prepare learners for assessments and how to make 

accommodations in assessments and testing conditions, especially for learners with disabilities and 

language learning needs. 

 

CRITICAL DISPOSITIONS  

 
6(q) The teacher is committed to engaging learners actively in assessment processes and to developing 
each learner’s capacity to review and communicate about their own progress and learning.  
 
6(r) The teacher takes responsibility for aligning instruction and assessment with learning goals. 
 
6(s) The teacher is committed to providing timely and effective descriptive feedback to learners on their 
progress. 
 
6(t) The teacher is committed to using multiple types of assessment processes to support, verify, and 
document learning. 
 
6(u) The teacher is committed to making accommodations in assessments and testing conditions 
especially for learners with disabilities and language learning needs. 
 
6(v) The teacher is committed to the ethical use of various assessments and assessment data to identify 

learner strengths and needs to promote learner growth. 

 

 

Standard #7: Planning for Instruction 
 

The teacher plans instruction that supports every student in meeting rigorous learning goals by 

drawing upon knowledge of content areas, curriculum, cross-disciplinary skills, and pedagogy, as 

well as knowledge of learners and the community context.  

 

PERFORMANCES 
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7(a) The teacher individually and collaboratively selects and creates learning experiences that are 
appropriate for curriculum goals and content standards, and are relevant to learners. 
 
7(b) The teacher plans how to achieve each student’s learning goals, choosing appropriate strategies and 
accommodations, resources, and materials to differentiate instruction for individuals and groups of 
learners. 
 
7(c) The teacher develops appropriate sequencing of learning experiences and provides multiple ways to 
demonstrate knowledge and skill. 
 
7(d) The teacher plans for instruction based on formative and summative assessment data, prior learner 
knowledge, and learner interest. 
 

7(e) The teacher plans collaboratively with professionals who have specialized expertise (e.g., special 

educators, related service providers, language learning specialists, librarians, media specialists) to design 

and jointly deliver as appropriate effective learning experiences to meet unique learning needs. 

 
7(f) The teacher evaluates plans in relation to short- and long-range goals and systematically adjusts plans 

to meet each student’s learning needs and enhance learning. 

 

ESSENTIAL KNOWLEDGE 

 

7(g) The teacher understands content and content standards and how these are organized in the 
curriculum. 
 
7(h) The teacher understands how integrating cross-disciplinary skills in instruction engages learners 
purposefully in applying content knowledge. 
 
7(i) The teacher understands learning theory, human development, cultural diversity, and individual 
differences and how these impact ongoing planning. 
 
7(j) The teacher understands the strengths and needs of individual learners and how to plan instruction 
that is responsive to these strengths and needs. 
 
7(k) The teacher knows a range of evidence-based instructional strategies, resources, and technological 
tools and how to use them effectively to plan instruction that meets diverse learning needs. 
 
7(l) The teacher knows when and how to adjust plans based on assessment information and learner 
responses. 
 
7(m) The teacher knows when and how to access resources and collaborate with others to support 

student learning (e.g., special educators, related service providers, language learner specialists, librarians, 

media specialists, community organizations). 

 

CRITICAL DISPOSITIONS 
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7(n) The teacher respects learners’ diverse strengths and needs and is committed to using this 
information to plan effective instruction. 
 
7(o) The teacher values planning as a collegial activity that takes into consideration the input of learners, 
colleagues, families, and the larger community. 
 
7(p) The teacher takes professional responsibility to use short- and long-term planning as a means of 
assuring student learning. 

 
7(q) The teacher believes that plans must always be open to adjustment and revision based on learner 

needs and changing circumstances. 

 

 

Standard #8: Instructional Strategies 
 

The teacher understands and uses a variety of instructional strategies to encourage learners to 

develop deep understanding of content areas and their connections, and to build skills to apply 

knowledge in meaningful ways. 

 
PERFORMANCES 
 
8(a) The teacher uses appropriate strategies and resources to adapt instruction to the needs of individuals 
and groups of learners. 
 
8(b) The teacher continuously monitors student learning, engages learners in assessing their progress, 
and adjusts instruction in response to student learning needs. 
 
8(c) The teacher collaborates with learners to design and implement relevant learning experiences, 
identify their strengths, and access family and community resources to develop their areas of interest.    
 
8(d) The teacher varies his/her role in the instructional process (e.g., instructor, facilitator, coach, 
audience) in relation to the content and purposes of instruction and the needs of learners. 
 
8(e) The teacher provides multiple models and representations of concepts and skills with opportunities 
for learners to demonstrate their knowledge through a variety of products and performances. 
 
8(f) The teacher engages all learners in developing higher order questioning skills and metacognitive 
processes. 
 
8(g) The teacher engages learners in using a range of learning skills and technology tools to access, 
interpret, evaluate, and apply information. 
 
8(h) The teacher uses a variety of instructional strategies to support and expand learners’ communication 
through speaking, listening, reading, writing, and other modes. 
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8(i) The teacher asks questions to stimulate discussion that serves different purposes (e.g., probing for 

learner understanding, helping learners articulate their ideas and thinking processes, stimulating 

curiosity, and helping learners to question). 

 

ESSENTIAL KNOWLEDGE 

 

8(j) The teacher understands the cognitive processes associated with various kinds of learning (e.g., 

critical and creative thinking, problem framing and problem solving, invention, memorization and recall) 

and how these processes can be stimulated. 

 

8(k) The teacher knows how to apply a range of developmentally, culturally, and linguistically appropriate 
instructional strategies to achieve learning goals. 
 

8(l) The teacher knows when and how to use appropriate strategies to differentiate instruction and 

engage all learners in complex thinking and meaningful tasks. 

 

8(m) The teacher understands how multiple forms of communication (oral, written, nonverbal, digital, 

visual) convey ideas, foster self expression, and build relationships. 

 

8(n) The teacher knows how to use a wide variety of resources, including human and technological, to 

engage students in learning. 

 

8(o) The teacher understands how content and skill development can be supported by media and 

technology and knows how to evaluate these resources for quality, accuracy, and effectiveness. 

 

CRITICAL DISPOSITIONS 

 

8(p) The teacher is committed to deepening awareness and understanding the strengths and needs of 

diverse learners when planning and adjusting instruction. 

 

8(q) The teacher values the variety of ways people communicate and encourages learners to develop and 

use multiple forms of communication. 

 

8(r) The teacher is committed to exploring how the use of new and emerging technologies can support 

and promote student learning. 

 

8(s) The teacher values flexibility and reciprocity in the teaching process as necessary for adapting 

instruction to learner responses, ideas, and needs. 

 
 

Standard #9: Professional Learning and Ethical Practice 
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The teacher engages in ongoing professional learning and uses evidence to continually evaluate 

his/her practice, particularly the effects of his/her choices and actions on others (learners, 

families, other professionals, and the community), and adapts practice to meet the needs of each 

learner. 

 

PERFORMANCES 

 
9(a) The teacher engages in ongoing learning opportunities to develop knowledge and skills in order to 
provide all learners with engaging curriculum and learning experiences based on local and state 
standards. 
 

9(b) The teacher engages in meaningful and appropriate professional learning experiences aligned with 

his/her own needs and the needs of the learners, school, and system. 

 

9(c) Independently and in collaboration with colleagues, the teacher uses a variety of data (e.g., systematic 
observation, information about learners, research) to evaluate the outcomes of teaching and learning and 
to adapt planning and practice. 
 
9(d) The teacher actively seeks professional, community, and technological resources, within and outside 
the school, as supports for analysis, reflection, and problem-solving. 
 
9(e) The teacher reflects on his/her personal biases and accesses resources to deepen his/her own 
understanding of cultural, ethnic, gender, and learning differences to build stronger relationships and 
create more relevant learning experiences. 
 
9(f) The teacher advocates, models, and teaches safe, legal, and ethical use of information and technology 
including appropriate documentation of sources and respect for others in the use of social media.   
 

ESSENTIAL KNOWLEDGE 

 
9(g) The teacher understands and knows how to use a variety of self-assessment and problem-solving 
strategies to analyze and reflect on his/her practice and to plan for adaptations/adjustments. 
 
9(h) The teacher knows how to use learner data to analyze practice and differentiate instruction 
accordingly. 
 
9(i) The teacher understands how personal identity, worldview, and prior experience affect perceptions 
and expectations, and recognizes how they may bias behaviors and interactions with others. 
 
9(j) The teacher understands laws related to learners’ rights and teacher responsibilities (e.g., for 
educational equity, appropriate education for learners with disabilities, confidentiality, privacy, 
appropriate treatment of learners, reporting in situations related to possible child abuse). 
 
9(k) The teacher knows how to build and implement a plan for professional growth directly aligned with 
his/her needs as a growing professional using feedback from teacher evaluations and observations, data 
on learner performance, and school- and system-wide priorities. 
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CRITICAL DISPOSITIONS 
 
9(l) The teacher takes responsibility for student learning and uses ongoing analysis and reflection to 
improve planning and practice. 
 
9(m) The teacher is committed to deepening understanding of his/her own frames of reference (e.g., 
culture, gender, language, abilities, ways of knowing), the potential biases in these frames, and their 
impact on expectations for and relationships with learners and their families. 
 
9(n) The teacher sees him/herself as a learner, continuously seeking opportunities to draw upon current 

education policy and research as sources of analysis and reflection to improve practice. 

 
9(o) The teacher understands the expectations of the profession including codes of ethics, professional 

standards of practice, and relevant law and policy. 

 

 
Standard #10: Leadership and Collaboration 

 

The teacher seeks appropriate leadership roles and opportunities to take responsibility for 

student learning, to collaborate with learners, families, colleagues, other school professionals, and 

community members to ensure learner growth, and to advance the profession. 

PERFORMANCES 

 
10(a) The teacher takes an active role on the instructional team, giving and receiving feedback on practice, 
examining learner work, analyzing data from multiple sources, and sharing responsibility for decision 
making and accountability for each student’s learning. 
 
10(b) The teacher works with other school professionals to plan and jointly facilitate learning on how to 

meet diverse needs of learners. 

 
10(c) The teacher engages collaboratively in the school-wide effort to build a shared vision and 
supportive culture, identify common goals, and monitor and evaluate progress toward those goals. 
 
10(d) The teacher works collaboratively with learners and their families to establish mutual expectations 
and ongoing communication to support learner development and achievement. 
 
10(e) Working with school colleagues, the teacher builds ongoing connections with community resources 
to enhance student learning and well being.  
 
10(f) The teacher engages in professional learning, contributes to the knowledge and skill of others, and 
works collaboratively to advance professional practice. 
 
10(g) The teacher uses technological tools and a variety of communication strategies to build local and 

global learning communities that engage learners, families, and colleagues. 
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10(h) The teacher uses and generates meaningful research on education issues and policies. 

 

10(i) The teacher seeks appropriate opportunities to model effective practice for colleagues, to lead 

professional learning activities, and to serve in other leadership roles. 

 

10(j) The teacher advocates to meet the needs of learners, to strengthen the learning environment, and to 

enact system change. 

 
10(k) The teacher takes on leadership roles at the school, district, state, and/or national level and 

advocates for learners, the school, the community, and the profession. 

 

ESSENTIAL KNOWLEDGE 

 

10(l) The teacher understands schools as organizations within a historical, cultural, political, and social 
context and knows how to work with others across the system to support learners. 
 
10(m) The teacher understands that alignment of family, school, and community spheres of influence 
enhances student learning and that discontinuity in these spheres of influence interferes with learning. 
 
10(n) The teacher knows how to work with other adults and has developed skills in collaborative 
interaction appropriate for both face-to-face and virtual contexts. 
 
10(o) The teacher knows how to contribute to a common culture that supports high expectations for 

student learning. 

 

CRITICAL DISPOSITIONS 

 

10(p) The teacher actively shares responsibility for shaping and supporting the mission of his/her school 
as one of advocacy for learners and accountability for their success. 
 
10(q) The teacher respects families’ beliefs, norms, and expectations and seeks to work collaboratively 
with learners and families in setting and meeting challenging goals. 
 
10(r) The teacher takes initiative to grow and develop with colleagues through interactions that enhance 
practice and support student learning. 
 
10(s) The teacher takes responsibility for contributing to and advancing the profession. 

 

10(t) The teacher embraces the challenge of continuous improvement and change. 
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Educational Leadership 
Policy Standards: ISLLC 2008 
as Adopted by  
the National Policy Board for Educational Administration 
Copyright © 2008 by the Council of Chief State School Officers, Washington, DC 

Contributions made by the National Policy Board for Educational Administration 

All rights reserved. 

 

Standard 1 

An education leader promotes the success of every student by facilitating the development, articulation, 

implementation, and stewardship of a vision of learning that is shared and supported by all 

stakeholders. 

 

Functions: 

A. Collaboratively develop and implement a shared vision and mission 

B. Collect and use data to identify goals, assess organizational effectiveness, and promote 

organizational learning 

C. Create and implement plans to achieve goals 

D. Promote continuous and sustainable improvement 

E. Monitor and evaluate progress and revise plans 

 

 

Standard 2 

An education leader promotes the success of every student by advocating, nurturing, and sustaining a 

school culture and instructional program conducive to student learning and staff professional growth. 

 

Functions: 

A. Nurture and sustain a culture of collaboration, trust, learning, and high expectations 

B. Create a comprehensive, rigorous, and coherent curricular program 

C. Create a personalized and motivating learning environment for students 

D. Supervise instruction 

E. Develop assessment and accountability systems to monitor student progress 

F. Develop the instructional and leadership capacity of staff 

G. Maximize time spent on quality instruction 

H. Promote the use of the most effective and appropriate technologies to support teaching and 

learning 

I. Monitor and evaluate the impact of the instructional program 

 

 

Standard 3 

An education leader promotes the success of every student by ensuring management of the 

organization, operation, and resources for a safe, efficient, and effective learning environment. 
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Functions: 

A. Monitor and evaluate the management and operational systems 

B. Obtain, allocate, align, and efficiently utilize human, fiscal, and technological resources 

C. Promote and protect the welfare and safety of students and staff 

D. Develop the capacity for distributed leadership 

E. Ensure teacher and organizational time is focused to support quality instruction and student 

learning 

 

 

Standard 4 

An education leader promotes the success of every student by collaborating with faculty and 

community members, responding to diverse community interests and needs, and mobilizing community 

resources. 

 

Functions: 

A. Collect and analyze data and information pertinent to the educational environment 

B. Promote understanding, appreciation, and use of the community’s diverse cultural, social, and 

intellectual resources 

C. Build and sustain positive relationships with families and caregivers 

D. Build and sustain productive relationships with community partners 

 

 

Standard 5 

An education leader promotes the success of every student by acting with integrity, fairness, and in an 

ethical manner. 

 

Functions: 

A. Ensure a system of accountability for every student’s academic and social success 

B. Model principles of self-awareness, reflective practice, transparency, and ethical behavior 

C. Safeguard the values of democracy, equity, and diversity 

D. Consider and evaluate the potential moral and legal consequences of decision-making 

E. Promote social justice and ensure that individual student needs inform all aspects of schooling 

 

 

Standard 6 

An education leader promotes the success of every student by understanding, responding to, and 

influencing the political, social, economic, legal, and cultural context. 

 

Functions: 

A. Advocate for children, families, and caregivers 

B. Act to influence local, district, state, and national decisions affecting student learning 

C. Assess, analyze, and anticipate emerging trends and initiatives in order to adapt leadership 

strategies 
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Maine Educator Effectiveness Council Readings 
 

 

A comprehensive list of materials distributed to Maine Educator Effectiveness Council members is 

provided on the Council’s Website, at www.maine.gov/doe/accountability/meec.  Internet links to the 

materials are also provided. 

 

Among the material provided to the Council members is the following: 

 

 Teacher & Leader Evaluation Framework, CCSSO   

 State-by-state breakdown of Flexibility plans, Center on Education Policy.  

 Summary of Round-One Flexibility Requests   

 CCSSO Round-One Summaries   

 Creating a Comprehensive System for Evaluating and Supporting Effective Teaching.   

 Some of the nationally-recognized professional practice standards for teachers and for 

principals:  

 Teachers 

 National Board for Professional Teaching Standards (NBPTS)   

 InTASC standards  

 Danielson Framework   

 Multiple models and other materials can be reviewed at the National Comprehensive Center for 

Teacher Quality.   

 Principals 

 ISLLC Standards  

 National Board Certification for Educational Leaders  

  

 

Other Materials  

 

 Lewiston Public Schools - Teacher Evaluation and Professional Growth Program and MEEC 

Presentation    

 Connecticut Performance Evaluation Advisory Council (PEAC) Recommendation   

 InTASC Draft Learning Progressions for Teachers 1.0   

 Kansas Educator Evaluation Protocol (KEEP)   

 Wisconsin Educator Effectiveness Preliminary Report   

 Danielson Framework Correlation with InTASC   

 VAL-ED and ISLLC Alignment   

 What Teachers Should Know and Be Able to Do - National Board for Professional Teaching 

Standards   

 The Framework for Teaching Evaluation Instrument (Charlotte Danielson)  

 System Level Names, Examples   

 Final Rating, Examples   

 Indicators, Examples   

 Name of Level, Examples  
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 Maine DOE data collection (MEDMS) standards for teacher and principal evaluation   

 Measures of Indirect Effects of Principal Performance, Examples   

 Additional Measures of Teacher Performance, Examples  

 CO and CT Comprehensive, Comparison of Educator Evaluation Systems 

 DE and GA Comprehensive Comparison of Educator Evaluation Systems 

 MA and NJ Comprehensive Comparison of Educator Evaluation Systems 
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        May 13, 2013 

 
Senator Rebecca Millett, Senate Chair 
Representative Bruce MacDonald, House Chair 
Joint Committee on Education & Cultural Affairs 
 
Senator Millett, Representative MacDonald and Members of the Committee, 
 
On behalf of the Maine Educator Effectiveness Council, we are submitting an Addendum to the 
November 2012 report we submitted to the committee pursuant to Public Law 2011, chapter 635.  
This Addendum presents an additional set of recommendations that has emerged since November 
2012, as a result of the MEEC’s ongoing work relating to implementation of Performance Evaluation 
and Professional Growth (PE/PG) systems under Title 20‐A, chapter 508 of the Maine Revised Statutes. 

While we still have work to do, what follows are additional recommendations organized by the duties 
as outlined in the statute. It is our hope that you take these into consideration as you review the 
Department of Education’s proposed rule and any legislation related the development of Performance 
Evaluation and Professional Growth Systems. 

 

Respectfully submitted 

 

 

 

Stephen L. Bowen 
Commissioner, Department of Education 
MEEC Co‐Chair 

Grace Leavitt 
Teacher, Greely High School 
MEEC Co‐Chair 
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What follows are recommendations reached by consensus of the members of the MEEC since 
November 1, 2012. 
 
The single most critical factor for the success of the PE/PG system is the access by SAU’s to a 
designated source of expertise and guidance in an evolving field. 
 
The MEEC has come to understand the high degree of complexity involved in creating and 
maintaining a successful PE/PG system. As we have worked diligently to answer our charge, making 
recommendations in the best interests of our unique state, we have learned much from ongoing 
trials and errors in other states, and information is continuing to emerge as systems are 
implemented nationwide. In order to have a viable system in Maine, the MEEC recognizes the need 
for continuing its work as a permanent entity. Not only is there still work to be done in providing 
informed guidance in the design of the system, as indicated on page 5, but also, as systems are 
developed, piloted, and implemented, many questions, some unforeseen, will arise. The answers 
to these questions must rely upon the expertise of those who have studied and considered the 
various components of a PE/PG system, who understand the implications of the law itself, and who 
are abreast of current research. 
 
Thus, the MEEC strongly recommends: 
 

 Creation of a full‐time educator effectiveness coordinator position within Maine DOE; and   

 Continuation of the Educator Effectiveness Council with representation from the various 
stakeholder groups.  

 
The coordinator will be responsible for making provisions for technical assistance and ongoing 
support to school administrative units in developing, piloting, and implementing PE/PG systems, 
including but not limited to: maintaining an online bank of approved PE/PG systems and system 
tools; facilitating training, and providing resources for use in developing, piloting, and 
implementing the components of a PE/PG system, such as providing frameworks for developing 
valid and reliable student learning and growth measures. In order to ensure that local SAU’s are 
provided with informed, accurate guidance in the development of and maintenance of their 
systems, the Educator Effectiveness Council will serve as an advisory committee to the coordinator. 
 
The following additional recommendations of the MEEC are organized by duties assigned to the 
Council by Public Law 2011, Chapter 635—An Act to Ensure Effective Teaching and School 
Leadership. 

 
“The Maine Educator Effectiveness Council (MEEC) shall … 

D. Recommend the major components of an evaluation process, including but not 
limited to:” 
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D(1) Ongoing training to ensure that evaluators and teachers and principals have a full 
understanding of the evaluation system and its implementation; 

 
A. School Administrative Unit Steering Committee develops, designs, implements , reviews, 

and refines the initial and ongoing training for the locally developed Performance 
Evaluation/Professional Growth (PE/PG) system 

o The training program should clearly indicate the goal and the purpose of the 
training 

o The training program should follow best practice guidelines regarding professional 
development and adult learning 

o The training program should also clarify whose responsibility it is to carry out the 
various components of the training 
 

B. The role of the Maine DOE should be to provide model training programs that are 
consistent with the overall protocol for training and with the guidelines described within 
these recommendations.  The model training programs should be posted on a website 
 

C. SAUs are strongly urged to develop their local training program in collaboration with other 
SAUs. This has the benefit of: 

o Potentially lowering costs of developing training programs 
o Potentially reducing training cost and time when teachers/principals change 

employment within the collaborative group 
o Increasing local and regional capacity to sustain the ongoing training programs  
o Supporting higher levels of inter‐rater and system reliability 

 
D. As part of the ongoing training, each SAU must provide an initial overview of the PE/PG 

system 
o This must include a description of the system and the expectations for educators 

affected 
o This initial orientation must be held annually, at the beginning of the school year 

and must be treated as a priority 
o A suggested amount of time for the orientation – as well as the other components 

of the training program – should be provided for SAUs 
o The following elements of the PE/PG system must be addressed during the 

overview: 
 The Standards of Professional Practice for teachers and principals in 

use in the SAU 
 The measures of student learning and growth in use in the SAU 
 The method the SAU will use to combine these two elements into an 

overall rating 
 A description of the four overall levels of performance along with the 

implications associated with each level 
 The relationship between the PE/PG system and professional 

development 
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 The role and composition of the SAU Steering Committee as 
delineated in proposed rule for implementing chapter 508 

 
E. Evaluator Training 

o Evaluators must be trained in, and have a comprehensive understanding of, the 
Standards of Professional Practice selected by the SAU 

o Evaluators must demonstrate competence in the following activities: 
 Conducting a pre‐observation conference 
 Observing the professional practices of teachers and/or principals  
 Conducting a post‐observation conference 
 Developing and guiding professional growth plans 
 Completing the necessary steps in an evidence‐based manner, 

without bias  
o Evaluators must have adequate time to practice and become familiar with the 

model during their training 
o Evaluator training must include opportunities to work with peers (e.g., observe 

other educators) 
o Evaluators must be trained in assessing evidence of performance not directly 

observed in classroom observations or direct observations of principals and in 
incorporating that evidence into the summative evaluation 

o Evaluators must meet an identified minimum threshold of inter‐rater reliability 
during their initial training 

o Evaluators must also maintain an identified minimum threshold of inter‐rater 
reliability as part of ongoing training 
 

F. The SAU training program must ensure that evaluators new to the SAU meet the same 
minimum requirements prior to evaluating educators in their new district 
 
 

D (2) Methods of gathering evidence for the evaluation, which may include 
 observation by supervisors and peers, self‐reflection, student or parent surveys,  

analysis of artifacts and evidence portfolios; 

 
According to the statute, methods must be developed in the first two categories listed below 
(Standards of Professional Practice and Measures of Student Learning and Growth). The third 
category – other measures – is a local option and not currently required under the statute. What 
follows is a list of potential sources and methods of gathering evidence for each of these three 
categories. The list is not intended to be exclusive.  Sufficient evidence must be gathered (for 
example, three years of running data) as determined by the local steering committee. 
 
A. Regarding evaluation of professional practice standards: 
 

o Observations 
 multiple observations 
 multiple observers 
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 length of observation cycle may vary 
 

o Artifacts (for example): 
 Samples of student work with accompanying criteria 
 Educator work, accomplishments (e.g., portfolios, digital portfolios, video, lesson 

plans/units, transcripts, CEUs, awards, etc.) 
 Log or journal (reflection) 
 Evidence of communications with parents, students, colleagues, and community 

(e.g., emails, phone records, letters, website, other electronic media, etc.) 
 

o Formal self‐assessment using the same standards of professional practice in  place in the 
district 

 
o Pre‐/post‐conference between observer and the educator observed  

 
o Peer observation with pre‐/post‐conference  

 
B.  Regarding student learning and growth 
 
The following are acceptable measures of student learning and growth; these measures must meet 
the criteria for reliability and validity established in recommendations of the initial report (Section 
IV, Part B, Subsection A): 
 

o Statewide standardized tests 
 

o Commercially available tests 
 

o District or school developed assessments 
 

C.  Other evidence‐based methods/sources 
 
Other evidence‐based methods/sources as identified by the local Steering Committee may be used 
to gather additional measures of educator effectiveness. 
 

D(3) Methods of providing feedback to teachers and principals 
for formative evaluation purposes; 

 
The following are methods by which teachers and principals can receive feedback for formative 
evaluation purposes: 
 

o Supervisor or Peer Observation report 
o Post‐observation conference 
o Sharing of comments/notes following (unscheduled) ”walk throughs” 
o Sharing of comments/notes following (unscheduled) ”drop‐ins” (for principals, when 

superintendent comes to staff meetings, etc.) 
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o Self‐reflection and/or feedback from colleagues, following viewing of videotaped classroom 
instruction 

o Analysis of student and/or parent survey results 
o Analysis of staff survey results (for principals) 
o Feedback from Professional Learning Communities (PLCs) / Critical Friends Groups (CFGs) 

and other collaborative, collegial, groups 
o Collaborative (educator and evaluator/supervisor) setting and review of professional goals 

 

D (4)  Weighting of measures used in evaluating teachers and principals, 
which must provide that student learning and growth indicators inform a 

significant portion of the effectiveness rating; 

 
The council does not deem it appropriate at this time to recommend a single method of combining 
measures to be used by all SAU’s. Our study and discussion of the models referenced in our 
November report for weighting the factors of a summative rating has revealed complexities, 
implications, and consequences, which need to be carefully considered by local Steering 
Committees. In order to ensure that the manner in which each local Steering Committee 
determines the method of combining measures is thoughtful and informed, the MEEC 
recommends that the DOE provide comprehensive training and resources concerning the 
referenced models as well as others that may emerge. The training and resources that will be 
provided by the coordinator must include, for the various models, full descriptions, benefits and 
limitations, and comparative illustrations of data configurations.  
 

 
Work Remaining; Next Steps 

 
The  Council  began  discussion  of  other  significant  elements  of  the  PE/PG  system,  but  had  not  reached 
consensus on those elements at the time of this report.  Those elements include: 
 

 The definition of teacher and principal – these terms, which determine who is covered by the law, 
are not defined in the law.   

 The Council early in discussions had endorsed a broad definition of each (including, e.g., 
educational specialists and other non‐classroom teachers), but expressed the need to 
reexamine the decision as their work continued; 

 Names and descriptions for the required 4 summative effectiveness rating categories; and 

 The meaning and  implications of  the  term  “significant  factor” as  it  relates  to  the use of  student 
learning and growth measures in PE/PG systems. 

 
Among the issues remaining for the Council to address are the following:  

 The connection between evaluation system and professional growth opportunities;  

 Employment consequences of the ratings;  and 

 General implementation requirements including peer review components, and steering committees 
to monitor, review and revise systems during implementation. 
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Teacher 
Evaluation and 

Professional Growth 
Program 

Proposed for School Year 2012-13 

 

“The primary purpose of an effective teacher evaluation system is to foster 
improvement in teaching practice and student growth.  The best system includes 
rubrics that clearly communicate exemplary teaching practice.  Such a system 

supports and promotes teacher reflection, professional development and 
collaboration.  It is equitable and able to differentiate among various teaching 

positions.” 
 

‐ Lewiston Steering Committee 
February, 2011 

Appendices - Page 309 of 340



Draft as of May 31, 2012   Page 2 
 

Table of Contents 
 
 

 
DESCRIPTION PAGE 

  
Introduction 3 
  
Program Purpose 5 
  
National Board for Professional Teaching Standards 6 
    Core Propositions:  
 1. Teachers are committed to students and their learning. 
 2. Teachers know the subjects they teach and how to teach those subjects to students. 
 3. Teachers are responsible for managing and monitoring student learning. 
 4. Teachers think systematically about their practice and learn from experience. 
 5. Teachers are members of learning communities. 

Teacher Evaluation and Professional Growth (TEPG) 8 
     Components:  
 1. Orientation 
 2. Teacher Self-Assessment and Goal Setting 
 3. Fall Conference 
 4. Administrator Observations and Post Observation Conference(s) 
 5. Peer Review 
 6. Teacher Self-Assessment 
 7. Summary Evaluation Conference 

     Use of TEPG Summary Rating 12 
  
     Rubric 15 
  
Forms  
 Teacher Evaluation Summary Rating  22 
 Goal Setting Form – Student Learning 25 
 Goal Setting Form – Professional Development 26 
 Peer Observation Summary 27 
 Pilot Peer Observation Summary for Spring 2012 28 
  

 

Appendices - Page 310 of 340



Draft as of May 31, 2012   Page 3 
 

 
 

Introduction 
 
 

In February 2011, the Lewiston School Committee accepted a Teacher Incentive Fund (TIF) Grant 

centered on improving educator effectiveness and student learning.  The grant is overseen by our 25-member 

District Steering Committee (DSC) made up of teachers, administrators and a community member.   The DSC 

has worked on improvements in many areas including the development of a new teacher evaluation system. 

The present teacher evaluation tool used in Lewiston Public Schools was developed prior to 1995.    The 

current model was not meeting the needs for desired professional development on instructional practice and 

student outcomes. In addition, our present system falls far short of meeting either Federal and State mandates or 

public expectations that teacher evaluation include consideration of student achievement data. 

The Steering Committee has developed a new model, the Teacher Evaluation and Professional Growth 

(TEPG) program that address the shortfalls above.   Specifically, the evaluation tool will consider student 

growth and teacher performance related to the Five Core Propositions of the National Board for Professional 

Teaching Standards (NBPTS).  The National Board was founded by teachers in 1985 in response to the 

educational shortcomings identified in the now well-known report, A Nation at Risk, published by the U.S. 

Department of Education in 1984.  The Board wrote the Core Propositions and 17 related standards and 

developed a national teacher certification process commonly referred to as National Board teacher certification.   

Lewiston teachers are learning about the Core Propositions (see Figure 1, next page) and related 

standards through our 2011-2012 professional development focus called the Take One! process. This 

professional development will continue in 2012-13 through the introduction and training in the new TEPG 

program.  The program development and refinement will take time, and will continue throughout the 5-year 

grant period.  Teacher input and feedback will be crucial – and asked for – in order to fine-tune the tool and the 

overall system and assure that it is meeting its intended purposes. 
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The goals of the TEPG program and the process used in its design align directly with the 

recommendations of national education groups such as the National Comprehensive Center for Teacher Quality.  

The Center recommends that “To further the development of direct links between teacher evaluation and 

instructional improvement, states and districts need to nurture an educational climate in which evaluation is not 

seen as punitive and teachers are highly invested in the process.  The core of evaluation reform efforts should be 

human capacity building at all levels so that states, districts, and schools can identify and learn from top-

performing teachers, support discouraged and less successful teachers, and continue to develop all teachers 

toward their full potential.” 

Figure 1 

NBPTS Core Propositions 
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Program Purpose 

 

The overarching purpose of the TEPG program is to improve instruction and student learning growth 

by:  

 Serving as a measurement of performance of individual teachers; 

 Clarifying expectations and serving as a guide for teachers as they reflect upon and improve their 
effectiveness; 

 Facilitating collaboration by providing a common language to discuss performance; 

 Serving as a basis for identifying areas where professional development can improve instructional 
effectiveness; 

 Focusing the goals and objectives of schools and districts as they support, monitor, and evaluate their 
teachers; and 

 Serving as a tool in developing coaching and mentoring programs for teachers. 

 

The program includes the following key features: 

 Allows administrators to provide on-going, concrete feedback to teachers about their performance 
against a clear, detailed NBPTS-anchored performance rubric through classroom observations and 
review of student data and teacher performance; 

 Utilizes a performance rubric that includes multiple rating options and level-cutting language that 
enables administrators to clearly identify and describe differences in instructional performance; 

 Incorporates student growth as measured by objective assessments as a significant factor in evaluations, 
with a plan to be able to collect such data for the vast majority of classroom teachers within the next 3 
years; 

 Provides support for teachers who fall below performance standards; 

 Includes a pilot peer review process that will be continually refined over the course of the grant to 
ensure optimal benefit to teachers as a formative assessment tool;  

 Incorporates a process of on-going self-reflection, goal setting and evaluation to drive continuous 
performance improvement and professional growth; and 

 Provides regular training to teachers and administrators in the TEPG process, opportunities and proper 
use of the observation tool. 
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National Board for Professional Teaching Standards 

 

The foundation for the TEPG program are the following National Board’s Five Core Propositions 

and 17 standards that specify the knowledge, skills, abilities, and commitments required for accomplished 

teaching.  (Our TEPG program also includes performance on two goals, one for student growth and one 

for professional growth, both discussed in the next section.)   

 Core Proposition #1: Teachers are committed to students and their learning.  
 

1.1 Teacher recognizes individual differences in their students and adjusts their practice 
accordingly. 

1.2 Teacher has an understanding of how students develop and learn and know the backgrounds, 
abilities, and interests of students. 

1.3 Teacher treats students equitably and fosters a stimulating and collaborative environment where 
all students are encouraged to participate. 

1.4 Teacher’s mission extends beyond the cognitive capacity of their students. 

 
 Core Proposition #2: Teachers know the subjects they teach and how to teach those subjects to 

students. 
 

2.1 Teacher appreciates how knowledge in their subject is created, organized, and linked to other 
disciplines. 

2.2 Teacher commands specialized knowledge of how to convey a subject to students. 

2.3 Teacher generates multiple paths to knowledge. 

 
 Core Proposition #3: Teachers are responsible for managing and monitoring student learning.  

 

3.1 Teacher calls on multiple methods to meet their goals. 

3.2 Teacher orchestrates learning in group settings. 

3.3 Teacher places a premium on student engagement. 

3.4 Teacher regularly assesses student progress. 
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 Core Proposition #4: Teachers think systematically about their practice and learn from 
experience.   

4.1 Teacher is continually making difficult choices that test their judgment. 

4.2 Teacher seeks the advice of others and draws upon education research and scholarship to improve 
their practice. 

 
 Core Proposition #5: Teachers are members of learning communities.  

 

5.1 Teacher contributes to school effectiveness by collaborating with other professionals. 

5.2 Teacher works collaboratively with parents. 

5.3 Teacher takes advantage of community resources. 

5.4 Teacher considers their professional ethics in all interactions. 

 

 The 2011-2012 professional development focus on the National Board’s Take One! is at the heart of 

accomplished teaching, e.g., evidence-based teaching.  Quoting the National Board, evidence-based teaching is 

“a way of structuring classroom planning and instruction that allows teachers to continuously collect, interpret 

and use evidence of student learning to make 

appropriate decisions that guide future instruction.  

Evidence-based teaching is the process of 

continually using data (e.g., observations, student 

work, assessments, responses to questions) to 

ensure teaching is tightly aligned to individual 

student needs and to ensure high levels of 

learning…”   As illustrated in Figure 2 below, for 

student learning to occur, there must be a strong 

connection between what teachers know and are 

able to do to facilitate student learning, and what 

students do that optimize their learning.  
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Teacher Evaluation and Professional Growth 

 

Key Components 
Before participating in the evaluation process, all teachers and administrators will be trained on the 

TEPG program.  TEPG training for teachers will include work on the National Board’s Core Propositions and 

standards, the evaluation process, support for teachers on growth plans, student growth measures to be used, 

goal setting, deadlines and accountabilities.  Administrators will be trained on skill development in the effective 

use of the evaluation instrument to ensure inter-rater reliability.  Our goal is to involve all teachers in all 

components during the 2012-13 school year while realizing that additional administrator support may be 

necessary for this to be accomplished. 

The seven key components and annual timeline of the TEPG program are illustrated in Figure 3 and 

described beginning on the next page: 
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Component 1: Orientation  

At the beginning of each school year, the administrator will provide the teacher with this TEPG handbook, 

which will include the:   

 TEPG Rubric including student growth measures to be used, if applicable; 

 TEPG goal setting form and completed example;  

 Lesson Description template for use with planned observation; 

 Evidence Portfolio template; and 

 A schedule for completing all components of the performance evaluation process. 

Copies may be provided by electronic means. 

The administrator will briefly review the overall intent of the TEPG program as well as the National Board 

Standards.  For new teachers, a more in-depth presentation of the TEPG program will be part of the induction 

and mentoring program. 

Component 2: Teacher Self-Assessment and Goal Setting  

Using the TEPG rubric the teacher shall review each of the 17 performance standards, student growth 

measurements, if applicable, and reflect on prior year strengths and improvement opportunity.   Using the 

TEPG goal setting form, the teacher shall identify at least one (1) student learning goal and one (1) professional 

growth goal, both of which should align with school priorities. Each section of the goal setting form must be 

completed.  

Component 3: Fall Conference 

The teacher meets with the administrator to review and confirm student learning and professional growth goals 

established in Component 2.  This meeting will include discussion of the self-assessment and schedule for 

planned and unplanned observations during the school year.  Once goals have been finalized, teachers shall 

begin gathering evidence of effective instructional practice and goal achievement to be included in an evidence 

portfolio to be presented to the administrator at the Summary Evaluation Conference (Component 7).    

Prior to planned observations, the teacher shall provide the administrator with a written description of the 

lesson(s) that includes the student learning goals, activities and any assessment process or product that will be 

used to indicate if students are moving toward the goals.   
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Component 4: Administrator Observations and Post Observation Conference(s) 

A planned observation shall last at least 30 minutes.  The administrator shall conduct at least 3 formal 

observations of all probationary teachers each year. Continuing Contract Teachers (CCT) will receive at least 

one planned observation during their scheduled evaluation year (see p. x).  During all planned observations, the 

administrator shall note the teacher’s performance in relationship to the applicable National Board Standards on 

the TEPG. 

The administrator shall conduct a post-observation conference no later than 10 school days after each formal 

planned observation.  During the post-observation conference, the administrator and teacher shall discuss and 

document on the TEPG evaluation form, goal status, performance strengths, and improvement opportunities 

observed during the lesson.  

An unplanned observation can be a 5-10 minute short visit or walkthrough, or last up to an entire class period. 

Multiple unplanned observations will be conducted on ALL teachers.  An administrator may use information 

gathered from unplanned observations in completing the TEPG evaluation form and is also expected to follow-

up with the teacher on any significant issue identified or appropriate constructive feedback. 

Component 5: Peer Review 

Each teacher will receive a peer review annually and will be provided the opportunity to suggest three other 

teachers to complete the observation.  The observation and pre and post conferences are expected to focus on a 

minimum of three standards selected by the administrator and three standards selected by the teacher being 

observed.  Each standard should be taken from Core Propositions #1, #2 or #3 as they are directly observable.  

The form included on page 27 of this handbook is to be used for this process and is to be the only document to 

be included in a teacher’s personnel file.  All discussion between the teacher being observed and the observer 

are to be considered confidential and for use by the teacher to enhance teaching practices. 

 
Component 6: Teacher Self-Assessment 
 
At least two weeks prior to the scheduled Summary Evaluation Conference (Component 7) the teacher shall 

present a completed self-assessment (using the TEPG Rubric) and evidence portfolio to the administrator. 

Component 7: Summary Evaluation Conference  

Prior to the scheduled conference, the administrator shall complete a draft TEPG Summary Rating Form based 

on evidence gathered from multiple sources, including e.g., the teacher’s self-assessment and evidence 
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portfolio.  The administrator will also develop draft recommendations for professional development. This draft 

Summary Evaluation Form will be provided to the teacher in advance of the scheduled conference. 

During the Summary Evaluation Conference the administrator and teacher shall discuss the teacher’s self-

assessment, the teacher’s current year student learning and professional growth goals, classroom observations, 

artifacts and other items included in the teacher’s evidence portfolio.  At the conclusion of the Summary 

Evaluation Conference, the administrator shall: give a rating for each Standard and goal* in the TEPG Rubric; 

provide the teacher with the opportunity to add comments to the Summary Evaluation Form, and review the 

completed form with the teacher.   The administrator and teacher will sign the final Summary Evaluation Form 

before it is placed in the teacher’s personnel file. 

*In some cases, the Summary Evaluation Conference will occur before the student assessment results and applicable goal rating are 
available.  Final results will be added summary rating form and shared with the teacher before the end of the school year. 
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Use of TEPG Summary Rating 

The summary rating for each teacher will be based on a maximum of 100 points broken down as follows: 

Maximum 
Points 

 
Area 

68 17 National Board Standards valued up to 4 points each as detailed below 

  Level Rating Description 
  4 Distinguished Clear, consistent, and convincing evidence of 

accomplished instructional practice 
  3 Effective Clear evidence of accomplished instructional 

practice 
  2 Developing Limited evidence of accomplished instructional 

practice 
  1 Ineffective Limited or no evidence of accomplished 

instructional practice 
10 Student Growth Measurements Identified in Teacher Scorecard 

14 Student Growth Goal 

8 Professional Growth Goal 

0 7C Student Survey   
(The 7C Survey will not receive any weight in a teacher’s TEPG summary rating during the 
2012-2013 school year.  The Survey is expected to be given some weight in future years.) 

Note: The measurements used in the teacher scorecard will be identified by the District Steering 
Committee prior to the beginning of the applicable school year and will likely reflect differences among 
teachers who directly impact, partially impact or do not impact the growth of individual students in 
measurable areas.  The Committee may also determine that a particular standard or goal is not applicable 
to a certain position.  In such case, the points shall be scaled upward so that the relative relationship 
among the remaining elements is unchanged. 

Each teacher will be classified as Distinguished, Effective, Developing or Ineffective based on their summary 
performance rating (i.e., number of points received) as shown below. 

Summary 
Performance 
Rating 

Classification 

80+ Distinguished 

70-79 Effective 

60-69 Developing 

Below 60 Ineffective 
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Professional growth plans will be tailored to teachers based on their overall summary performance 

rating.  Teacher performance may be a consideration in providing additional leadership roles. Teachers 

performing at a Distinguished or Effective level of performance will be placed in a 3-year Individualized 

Growth Plan.  Teachers performing at a Developing level will be placed in a 1-year Monitored Growth Plan, 

while teachers rated as Ineffective will be placed in a 1-year Improvement Plan.  Descriptions of each of these 

professional growth plan follow. 
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Individualized Growth Plan 

Continuing contract teachers with a summary performance classification of  “Effective” or “Distinguished” 
shall be exempt from Components #4 and #7 and, will develop a 3-year growth plan that includes all items in 
Component #2, plus a longer term individual professional development goal.  They will be placed on a three 
year cycle for summary review. [Note: The review of goals shall be based upon the average over the 3-year 
cycle.] Teachers in this category will continue to participate in the other components. If an administrator has 
evidence that a teacher is no longer performing at this level, they may be placed into an annual evaluation cycle. 

Monitored Growth Plan 

A continuing contract teacher with a summary performance classification of “Developing” shall be placed on a 
Monitored Growth Plan. 

A Monitored Growth Plan shall, at a minimum, identify the Standards to be improved, the goals to be 
accomplished, the activities the teacher should undertake, timeline to achieve a performance classification of 
“Effective” and another teacher assigned to assist the teacher. 

A teacher on a Monitored Growth Plan who subsequently receives a summary performance classification of 
“Effective” or “Distinguished” shall have successfully completed the Plan.  A teacher who subsequently 
receives a summary performance classification of “Developing” or “Ineffective” shall be placed on a Directed 
Improvement Plan. 

Directed Improvement Plan 

A continuing contract teacher with a summary performance classification of “Ineffective” or “Developing” for 2 
sequential years shall be placed on a Directed Growth Plan.  

The Directed Improvement Plan shall, at a minimum, identify the Standards to be improved, the goals to be 
accomplished, the activities the teacher shall undertake, timeline to achieve a performance classification of 
“Effective” and another teacher assigned to assist the teacher. 

Any teacher on a Directed Improvement Plan will be observed by a second administrator, who will participate 
in the determination of the summary performance classification.  A teacher who subsequently receives a 
summary performance classification of “Effective” or “Distinguished” shall have successfully completed the 
Plan.  A teacher who subsequently receives a summary performance classification of “Developing” or 
“Ineffective” will, with the approval of the superintendent, be presented to the School Committee for a 
dismissal hearing. 

Probationary Teachers 

All probationary teachers shall be placed on a monitored growth for each year of the probationary period.  An 
administrator must generally rate a final year probationary teacher with a summary performance classification 
of “Effective” or “Distinguished” on the most recent Teacher Summary Rating Form before recommending that 
teacher for continuing contract status. 
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Teacher Evaluation and Professional Growth Rubric 

 NBPTS Core Proposition #1 - Teachers are committed to students and their learning.  
Standard 1.1 - Teacher recognizes individual differences in their students and adjusts practice 
accordingly. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and 
convincing evidence 

Unaware or unable to identify individual  
student learning needs within his/her 

classroom. 
Instructional practice is uniform without 
adaptation for individual student needs or 

learning styles.  

Limited level of awareness of 
individual student needs and 

learning styles.  
Occasionally adapts 

instructional practice to meet 
these individual student needs 

and learning styles. 

Moderate level of awareness of 
individual student needs and 

learning styles.  
Frequently adapts instructional 

practice to meet these individual 
student needs and learning styles.  

High level of awareness of 
individual student needs and 

learning styles.  
Consistently adapts Instructional 
practice to meet these individual 
student needs and learning styles. 

Possible evidence 
 Uses information on students to inform lesson objectives, plans and instructional strategies 
 Includes differentiated goals/activities to address lesson plans and provide for student success 
 Uses multiple modes of teaching toward mastery 
 Other 
Standard 1.2 - Teacher has an understanding of how students develop and learn and know the 
backgrounds, abilities, and interests of students. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and 
convincing evidence 

Makes connections that may be very 
weak or absent with the students and 

caregivers. 

Makes occasional connections 
that are general and/or sporadic 

with the students and 
caregivers which increase 
teacher knowledge of the 

student.  

Makes regular connections 
that are clear and ongoing 

with the students and 
caregivers which increase 
teacher knowledge of the 

student. 

Makes frequent connections 
that are strong and ongoing 

with the students and 
caregivers which increase 
teacher knowledge of the 

student. 
Possible evidence 
 Engages other adults to learn about students 
 Engages in conversations with students about high interest topics 
 Communicates in multiple ways (with caregivers 
 Acknowledges differences in student backgrounds 
 Meets the needs of parents whose first language is not English 
 Other 
Standard 1.3 - Teacher treats students equitably and fosters a stimulating and collaborative  
environment where all students are encouraged to participate. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and 
convincing evidence 

Establishes an inconsistent 
classroom environment where 
few students participate and 

work, collaboratively, toward a 
safe and effective learning 

environment. 

Establishes an inconsistent 
classroom environment where 
some students participate and 

work, collaboratively, toward a 
safe and effective learning 

environment. 

Establishes a classroom 
community that is supportive. 
Most students take intellectual 

risks, participate and work 
collaboratively toward a safe 

and effective learning 
environment. 

Establishes a classroom 
community that is equitable, 

accessible, and fair. Virtually all 
students take intellectual risks, 

participate and work, 
collaboratively, toward a safe and 
effective learning environment. 

Possible evidence 
 Environment encourages students to express their answers and ideas 
 Models strategies to diffuse stress and build rapport with students  
 Feedback is timely, specific and provided in various ways, such as written comments, conferences, non-verbal gestures 
 Makes use of peer mentoring/evaluation techniques as a means of providing feedback to students learning 
 Groups students in a variety of ways to promote collaboration and effective learning 
 Other 
Standard 1.4 - Teacher’s mission extends beyond the cognitive capacity of students. 
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Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and 
convincing evidence 

Develops classroom 
expectations that are 

inappropriate or absent, rarely 
addressing students' self-
concept and motivation. 

Develops classroom 
expectations that are 

inconsistent, sometimes 
addressing students' self-
concept and motivation. 

Develops classroom expectations 
that encourage character, 

aspirations, and civic virtues and 
address students' self-concept, 

motivation and an emerging sense 
of personal responsibility. 

Develops classroom expectations 
that demand strong character, 

aspirations, and civic virtues and 
nurture students' self-concept, 

motivation and sense of personal 
responsibility. 

Possible evidence 
 Communicates belief in students’ abilities to accomplish challenging learning goals 
 Encourages students to persevere in challenging situations  
 Uses positive tone used when speaking with students 
 Connects learning to needs and events present in the school, local community and the world 
 Models behaviors that encourage students to treat others with respect 
 Employs positive behavioral interventions and supports to encourage personal responsibility 
 Other 

 NBPTS Core Proposition #2 - Teachers know the subjects they teach and how to teach those 
subjects to students. 

Standard 2.1 - Teacher appreciates how knowledge in the subject is created, organized, and linked to other 
disciplines. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing 

evidence 
Presents factual information 

only.  Rarely or never exposes 
students to critical thinking 
and higher order thinking 

skills. 

Hints at, but does not explore 
organizing concepts and 

factual information.  
Provides limited exposure to 
critical thinking and higher 

order thinking skills. 
Presents some perspectives. 

Addresses some, but not all 
organizing concepts as well as 
factual information. Frequently 
develops critical thinking and 
higher order thinking skills.  

Presents and critiques multiple 
perspectives. 

Consistently addresses central organizing 
concepts as well as factual information, 

developing critical thinking and higher order 
thinking skills. Critiques and fosters multiple 
perspectives, questioning prevailing beliefs 
and assumptions to help themselves.  Makes 

connections to other disciplines. 
Possible evidence 
 Structures content around essential questions 
 Employs higher order questioning strategies  (Bloom’s Taxonomy) 
 Plans and integrates instruction and activities to highlight cross curricular connections  
 Stays current in their content specialty (ies) 
 Integrates literacy and language strategies in all content areas 
 Other 
Standard 2.2 - Teacher commands specialized knowledge of how to convey a subject to students. 

Ineffective 
Little or no 
evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing evidence 

Chooses 
instructional 
techniques 

based solely 
on ease and 
availability. 

Generally teaches 
compatible with approved 

curriculum, chooses 
appropriate instructional 

techniques for most students.  
Has some knowledge of 
curricular resources, new 

materials, methods, 
technological developments. 

Teaches consistent with approved curriculum, 
displays adequate pedagogical content 
knowledge by using information about 

students to choose appropriate instructional 
techniques. Frequently anticipates common 

misconceptions.  Has knowledge of curricular 
resources, new materials, methods, 

technological developments and incorporates 
these into daily practice. 

Teaches faithful with approved curriculum, 
displays strong pedagogical content knowledge 
by using information about students to choose 
the most appropriate instructional techniques. 

Consistently anticipates and addresses common 
misconceptions.  Regularly expands knowledge 

of curricular resources, new materials, 
methods, technological developments and 

incorporates these into daily practice. 
Sample evidence 
 Demonstrates short and long-term planning aligned with approved curriculum and/or standards 
 Identifies appropriate learning goals and clearly communicates goals to students 
 Uses strategies to check for understandings and address misconceptions 
 Uses instructional strategies such as probing, redirection, and reinforcement to improve the quality of student responses 
 Using a  broad range of current tools and resources to support the learning goals 
 Creates authentic tasks, problems and/or simulations 
 Other 
Standard 2.3 - Teacher generates multiple paths to knowledge. 
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Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing 

evidence 
Teacher demonstrates a particular 
method or strategy to be used by 

students to approach a set of 
problems or body of work. 

Teacher provides more than 
one method or strategy to be 
used by students to approach 
a set of problems or body of 

work. 

Teacher frequently provides 
multiple methods or strategies 
for students to approach issues 

from different angles, 
considering multiple criteria 

and multiple solutions. 

Teacher consistently provides multiple 
methods or strategies for students to 

approach issues from different angles, 
considering multiple criteria and multiple 
solutions.  Teacher challenges students to 
apply knowledge and pose new problems 

and solutions. 
Possible evidence 
 Provides different options for student activities to address multiple intelligences 
 Multiple solutions/strategies offered to, and accepted from students 
 Offers options within curriculum for student choice 
 Plans learning activities that build on student strengths, talents and learning preferences (i.e., music, art, movement, etc.) 
 Integrates relevant modern technology to engage students and enhance learning 
 Other 
 NBPTS Core Proposition #3 - Teachers are responsible for managing and monitoring student 

learning.  
Standard 3.1 - Teacher calls on multiple methods to meet goals. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing evidence 

Uses limited instructional 
skills, learning environment 
remains the same regardless 
of the learning objectives.   

Uses limited instructional 
skills, implementing them 
appropriately. Learning 

environment supports the 
learning objectives.   

Uses a range of instructional 
skills knowing when to 

implement, structuring the 
learning environment to meet 

the learning objectives. 

Uses a wide range of clear, consistent, and 
compelling instructional skills which successfully 
engage students in active learning. Knowing when 
to implement, structuring the learning environment 

to maximize the learning objectives.    
Possible evidence 
 Goals are posted and drive instruction 
 Students demonstrate that they understand the goals.  
 Uses efficient methods for transitions and materials distribution. 
 Physical arrangement fosters student learning and allows the teacher to monitor students  
 Effectively engages and mobilizes other appropriate adults as teaching assistants. 
 Maximizes instructional time 
 Provides the time and process for students to reflect on the learning that has occurred 
 Other 
Standard 3.2 - Teacher orchestrates learning in group settings. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing evidence 

Sets low or 
inappropriate 

expectations for 
interactions with peers 
and teacher.  Has not 
developed classroom 
management systems. 

Sets appropriate basic 
expectations for interactions 

with peers and teacher.  Helps 
students take responsibility 
for their own learning. Has 

developed limited classroom 
management systems that 

minimize disruption. 

Sets social norms and higher 
expectations for interactions with 
peers and teacher.  Helps students 
take responsibility for their own 

learning and that of their peers. Has 
well developed classroom 

management systems that minimize 
disruptions and facilitate learning. 

Sets social norms and highest expectations for 
interactions with peers and teacher to focus on 
and enhance learning.  Helps students adopt 

roles and responsibilities for their own 
learning and that of their peers. Has developed 
sophisticated classroom management systems 

that minimize disruptions and facilitate 
learning. 

Possible evidence 
 Encourages students to build upon one another’s answers and to stimulate dialogue among learners 
 Teaches and models strategies to work effectively with others 
 Deliberate decisions are made re student seating/grouping 
 Teacher has clear purpose and plan for group work 
 Employs effective and efficient routines and procedures that promote student interaction within groups 
 Solicits connections from students and models how to listen and respond to other perspectives  
 Encourages student independence combined with a sense of personal accountability to classmates 
 Other 
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Standard 3.3 - Teacher places a premium on student engagement. 
Ineffective 

Little or no evidence 
Developing 

Limited evidence 
Effective 

Clear evidence 
Distinguished 

Clear, consistent and convincing evidence 
Uses limited strategies 

and engages few 
students.  Does not build 
upon student interests.  

Limited encouragement 
of students to overcome 

reluctance. 

Uses some strategies to 
engage students and 

monitors that engagement. 
Builds upon student 
interests. Encourages 
students to overcome 

personal setbacks, doubts 
or reluctance. 

Uses a variety of strategies to 
motivate.  Engages most students 

and monitors that engagement. 
Bridges between current student 
knowledge and ability and their 

potential by building upon student 
interests.  Encourages students to 

overcome personal setbacks, 
doubts or reluctance. 

Uses a wide variety of strategies to motivate and 
engage virtually all students and monitors that 
engagement. Bridges between current student 
knowledge and ability and their potential by 

building and expanding upon student interests. 
Encourages students to overcome personal 

setbacks, doubts or reluctance to push them to a 
higher level of learning. 

Possible evidence 
 Communicates high expectations to all students 
 Stimulates student interest and engagement 
 Makes clear to students what they are expected to learn in a way that generates interest and engagement 
 Makes connections to real life situations (e.g., extends knowledge that sparks student curiosity for learning beyond required coursework) 
 Learning is active and requires participation of all students 
 Other 

Standard 3.4 - Teacher regularly assesses student progress. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing evidence 

Little to no monitoring of 
individual or class learning. 

Uses limited evaluation 
methods.  Provides limited 

feedback to students. 

Seldom monitors individual 
or class learning and makes 
instructional, data-driven 

decisions. Uses some 
evaluation methods.  
Provides feedback to 

students. 

Frequently monitors individual and 
class learning and makes 

instructional, data-driven decisions. 
Uses multiple evaluation methods.  
Provides constructive feedback to 

students, parents and self. 
Periodically engages students in self-

assessment. 

Consistently monitors individual and class 
learning and makes instructional, data-driven 

decisions. Understands the purposes, timing and 
focus of multiple evaluation methods and adjusts 
instruction accordingly.  Provides constructive 

feedback in varied forms to students, parents and 
self. Regularly engages students in self-

assessment. 
Possible evidence 
 Interprets students' facial expressions and other nonverbal behaviors to determine if further cues or explanations are needed. 
 Moves among students to check progress and understanding and provides constructive feedback  
 Uses multiple formative assessment techniques (such as  observations, conversations, running records,  summarizing,  self and /or peer 

assessment, exit slips, and authentic tasks with rubrics) aligned to goals 
 Uses assessment results in planning for individuals and groups and adjusts/differentiates instruction based on progress 
 Other 
 NBPTS Core Proposition #4 - Teachers think systematically about their practice and learn from 

experience.   
Standard 4.1 - Teacher is continually making difficult choices that test his/her judgment. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and  
convincing evidence 

Inconsistently follows 
provided content scope and 
sequence using  a limited 
variation of instructional 

strategies without regard to 
individual student needs or 

competencies  
 

Follows provided content 
scope and sequence. Makes 

limited judgments about 
curricular objectives and 

instructional strategies based 
on individual student needs 
and assessed competencies  

Demonstrates thorough knowledge 
of content scope and sequence.  

Makes informed judgments about  
curricular objectives and materials 

and instructional strategies based on 
clear understanding of individual 
student needs and assessed prior 

competencies  

Demonstrates exemplary knowledge of 
content scope and sequence. Makes insightful 

judgments grounded in established theory 
about curricular objectives and materials and 

instructional strategies based on clear and 
consistent understanding of individual student 

needs and assessed prior competencies  

Possible evidence 
 Models and facilitates student use of higher-level thinking. 
 Facilitates and productively guides student discussion 
 Pursues divergent patterns and novel approaches to curricular objectives 
 Demonstrates informed risk taking 
 Other 

Appendices - Page 326 of 340



Draft as of May 31, 2012   Page 19 
 

 
Standard 4.2 - Teacher seeks the advice of others and draws upon education research and scholarship to 
improve practice. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing evidence 

Does not reflect on their 
teaching in order to improve, 

nor solicit feedback from 
peers, and administrators. 

 Sometimes reflects on their 
teaching in order to improve, 
drawing upon best practices. 

Occasionally solicits feedback 
from peers and administrators. 

 Frequently reflects on their 
teaching in order to improve, 
drawing upon best practices. 

Often solicits feedback, 
including observations and 

critiques, from peers, students, 
parents, and administrators. 

Continually reflects on their teaching in order to 
improve, drawing upon current research and best 
practices. Consistently solicits and incorporates 
feedback, including observations and critiques, 

from peers, students, parents, and administrators.

Possible evidence 
 Shares ideas with and soliciting ideas from peers 
 Initiates participation in PD workshops and coursework 
 Creative/critical thinking strategies and activities utilized 
 Reviews student feedback surveys incorporating results in professional development  
 Invites peer observation and critique 
 Other 

 NBPTS Core Proposition #5 - Teachers are members of learning communities. 
Std 5.1 - Teacher contributes to school effectiveness by collaborating with other professionals. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing evidence 

 Contributions to professional 
development and school-wide 
improvements are limited to 
those mandated by district 

policies regarding 
professional development and 

attendance.  
 

Works on professional 
development and school-

wide improvements in 
pursuit of excellence in 
teaching and learning 

experiences for students. 

Works and collaborates on 
professional development and 

school-wide improvements in a 
continuous pursuit of excellence in 
teaching and learning experiences 
for students.  May offer to take on 

leadership roles within their learning 
communities. 

Initiates, works and collaborates on professional 
development and school-wide improvements in a 
continuous pursuit of excellence in teaching and 

learning experiences for students.  Assumes  
proactive and creative leadership roles within and 

outside of their learning communities. 
Challenges negative attitudes and models a 

solution-oriented disposition.  
Possible evidence 
 Appropriately applies strategies for conflict resolution 
 Participates in curriculum work and discussions (common core, etc..) at school and district level 
 Initiate conversations with guidance, social work, other resources to support students 
 Utilize RTI process for academic  and non-academic concerns to get support for students (literacy, math, guidance, behavior) 
 Works with unified arts teachers to integrate content and learning experiences 
 Keeps apprised of 504 and IEP accommodations 
 Works with colleagues across disciplines to find alternative/creative solutions for at-risk students 
 Other 
Standard 5.2 - Teacher works collaboratively with parents. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing 

evidence 
Communicates in a limited 
fashion with guardians to 

inform them of their child's 
progress. Makes little or no 

attempt to address the 
physical, academic and 

social/emotional needs of 
each student. 

Communicates with 
guardians inconsistently to 
inform them of their child's 

progress.  Aware of the 
physical, academic, 

social/emotional needs of 
each student and attempts to 

address them. 

Communicates with guardians by 
enlisting their support in fostering 

learning and good habits, informing them 
of their child's progress.  Understands the 

familial barriers and the physical, 
academic, social/emotional needs of each 
student and employs skills and strategies 

to address them. 

Communicates consistently with guardians, 
enlisting their support in fostering learning 
and good habits, informing them of school 

programs and their child's progress.  
Understands traditional cultural and familial 

barriers and the physical, academic, 
social/emotional needs of each student and 

employs skills and strategies to address them.
Possible evidence 
 are partners with parents in the education of their children 
 Provides constructive feedback to parents using rubrics, progress reports, conferences, communication logs. 
 Considers the needs and schedules of families when planning classroom events  
 Solicits parent feedback through surveys, meetings and/or technology 
 Collaborates with parents to offer support for students outside of direct instruciton 
 Supports students before/after school 
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 Other 

Standard 5.3 - Teacher takes advantage of community resources. 
Ineffective 

Little or no evidence 
Developing 

Limited evidence 
Effective 

Clear evidence 
Distinguished 

Clear, consistent and convincing evidence
Unaware of community's 

character. Unfamiliar with 
the community, its diversity 
and students' backgrounds. 

Somewhat aware of 
community's character and 

its effects on students. 
Somewhat understands the 
community, its diversity 

and students' backgrounds 
as resources for learning. 

Cultivates expanded knowledge about 
the community's character and its 

effects on students. Capitalizes on the 
community, its diversity and students' 
backgrounds as resources for learning. 

Cultivates comprehensive knowledge about 
the community's character and its effects on 

school and students. Capitalizes on and 
engages the community, its diversity and 

students' backgrounds and employs them as 
powerful resources for learning. 

Possible evidence 
 Utilizes older students to engage/mentor younger students 
 Directs students toward needed community resources as appropriate 
 Actively encourages and uses parent and community volunteers 
 Promotes field trips that connect history and culture to the students’ community 
 Uses community based learning projects (e.g. oral history, cultural journalism, etc.) 
 Other 
Standard 5.4 - Teacher considers his/her professional ethics in interactions with students, colleagues, 
primary caregivers, and the public. 

Ineffective 
Little or no evidence 

Developing 
Limited evidence 

Effective 
Clear evidence 

Distinguished 
Clear, consistent and convincing 

evidence 
Limited understanding of basic 
standards of honesty, integrity, 
confidentiality and discretion in 

their words and actions; neglects to 
consider the needs of students 

when  interacting with colleagues, 
students, and the public; bases 

judgment on hearsay rather than 
hard information; Demonstrates 

limited awareness and compliance 
with school and district policies 
regarding professional  behavior 

and confidentiality. 

Displays basic standards of 
honesty, integrity, confidentiality 
and discretion in their words and 
actions; sometimes considers the 

needs of students when  
interacting with colleagues, 

students, and the public; may 
base judgment on hearsay rather 
than hard information; attempts 
to demonstrate awareness and 
compliance with school and 
district policies regarding 
professional  behavior and 

confidentiality. 

Displays high standards of 
honesty, integrity, confidentiality 
and discretion in their words and 
actions; routinely considers the 

needs of students when  
interacting with colleagues, 

students, and the public; bases  
judgments and decisions on hard 

information rather than on 
hearsay and tradition;  

Consistently complies with 
school and district policies 

regarding professional behavior 
and confidentiality. 

Facilitates a professional vision by 
displaying the highest standards of 

honesty, integrity, confidentiality and 
discretion in their words and actions; 
consistently considers the needs of 

students when  interacting with 
colleagues, students, and the public; uses 

influence to  convince others of the 
importance of maintaining this vision 

when interacting  with colleagues, 
students and the public; consistently 

adheres to and upholds  school and district 
policies regarding professional behavior 

and confidentiality. 
Possible evidence 
 Bases judgment and recommendations on hard information rather than on hearsay and tradition 
 Operates with best interest of students in mind 
 Models and creates conditions in which students and adults act altruistically  
 Influences other members of the learning community to be good citizens and contribute in a positive manner to the broader community.  
 Recognizes potential bias in the learning community and intervenes when practices may marginalize students 
 Is a positive role model for the learning community 
 Other 
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Student Growth Measurement (based upon present measurements) 
Goal  Achievement (1-10 points) 

Ineffective 
Little or no evidence 

(1 Point) 

Developing 
Limited evidence 

(3 Points) 

Effective 
Clear evidence 

(8 Points) 

Distinguished 
Clear, consistent and 
convincing evidence 

(10 Points) 
No improvement over base and 
less than 50% of students are 

meeting growth target(s). 
 

Improvement over base but less 
than 55% of students are 
meeting growth target(s). 

55% or more of students are 
meeting growth target(s) 

Maximum stated goal of 65% 
reached or surpassed on all 

student growth measurements.  
 

Student Learning Goal  
Goal Development (1-4 points) 

Ineffective 
Little or no evidence 

(1 Point) 

Developing 
Limited evidence 

(2 Points) 

Effective 
Clear evidence 

(3 Points) 

Distinguished 
Clear, consistent and 
convincing evidence 

(4 Points) 
.   Teacher did not bring a 

student learning goal to the Fall 
Conference.. A goal was 

developed with the 
Administrator.   

 

  Teacher did bring a student 
learning goal to the Fall 

Conference, but the goal was 
not clearly defined and 
measurable. A goal was 

developed with the 
Administrator.   

Teacher did bring a clearly 
defined and measurable student 

learning goal to the Fall 
Conference.  The goal was 

edited in the Fall Conference 
with Administrator. 

Clearly defined and measurable 
student learning goal and 
directly tied to school and 

district objectives. 
 
 

Goal Achievement (1-10 points)   

Ineffective 
Little or no evidence 

(1 Point) 

Developing 
Limited evidence 

(3 Points) 

Effective 
Clear evidence 

(8 Points) 

Distinguished 
Clear, consistent and 
convincing evidence 

(10 Points) 
No measurable progress toward 

achieving goal. 
 

Some measurable progress 
toward achieving goal. 

Goal achieved. Goal surpassed.  
 

Professional Growth Goal  
Goal Development (1-4 points) 

Ineffective 
Little or no evidence 

(1 Point) 

Developing 
Limited evidence 

(2 Points) 

Effective 
Clear evidence 

(3 Points) 

Distinguished 
Clear, consistent and 
convincing evidence 

(4 Points) 
No defined professional growth 

goal. 
 

Somewhat defined professional 
growth goal. 

Clearly defined and measurable 
professional growth goal. 

Clearly defined and measurable 
professional growth goal with 

application to school and district 
objectives. 

 
 

Goal Achievement (1-4 points)   

Ineffective 
Little or no evidence 

(1 Point) 

Developing 
Limited evidence 

(2 Points) 

Effective 
Clear evidence 

(3 Points) 

Distinguished 
Clear, consistent and 
convincing evidence 

(4 Points) 
No measurable progress toward 

achieving goal. 
 

Some measurable progress 
toward achieving goal. 

Goal achieved. Goal surpassed.  
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TEPG Summary Rating Form 
 

For use in the teacher self-assessment, classroom observations, and the summary review. 

Name:  
 

Date completed: 

School: 
 

 School year: 

Evaluator: 
 

  
Status (check one) 

Evaluator title: � Probationary Teacher 
 � Continuing Contract Teacher 

 
 

Part I: Instructional Practice Performance Ratings 
 
 
Core Proposition 1: Teachers are committed to students and their learning 
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1 
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1.1 Teacher recognizes individual differences in students and adjusts their practice 
accordingly. 

    

1.2 Teacher has an understanding of how students develop and learn and know the 
backgrounds, abilities, and interests of students. 

    

1.3 Teacher treats students equitably and fosters a stimulating and collaborative 
environment where all students are encouraged to participate. 

    

1.4 Teacher’s’ mission extends beyond the cognitive capacity of their students.     

 Strengths: 
 
 
 
 Growth opportunity: 
 
 
 
 Other comments: 
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 Strengths: 

 Growth opportunity: 

 Other comments: 

Core Proposition 5: Teachers are members of learning communities 1 2 3 4

5.1 Teacher contributes to school effectiveness by collaborating with other 
professionals. 

    

5.2 Teacher works collaboratively with parents.     
5.3 Teacher takes advantage of community resources.     
5.4 Teacher considers their professional ethics in all interactions     
 Strengths: 

 Growth opportunity: 

 Other comments: 

6.0 Student Learning Goal 1 2 3 4

Core Proposition 2: Teachers know the subjects they teach and how to 
teach those subjects to student 

1 2 3 4

2.1 Teacher appreciates how knowledge in their subject is created, organized, and 
linked to other disciplines. 

    

2.2 Teacher commands specialized knowledge of how to convey a subject to students.     

2.3 Teacher generates multiple paths to knowledge.     

 Strengths: 

 Growth opportunity: 

 Other comments: 

Core Proposition 3: Teachers are responsible for managing and 
monitoring student learning 

1 2 3 4

3.1 Teacher calls on multiple methods to meet their goals.     

3.2 Teacher orchestrates learning in group settings.     
3.3 Teacher places a premium on student engagement.     
3.4 Teacher regularly assesses student progress.     
 Strengths: 

 Growth opportunity: 

 Other comments: 

Core Proposition 4: Teachers think systematically about their practice and 
learn from experience 

1 2 3 4

4.1 Teacher is continually making difficult choices that test their judgment.     

4.2 Teacher seeks the advice of others and draws upon education research and 
scholarship to improve their practice. 
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6.1 Goal Development     
 Strengths: 

 Growth opportunity: 

 Other comments: 

 1 2 3 4

6.2 Goal Achievement     
 Strengths: 

 Growth opportunity: 

 Other comments: 

7.0 Professional Growth Goal 1 2 3 4

7.1 Goal Development     
 Strengths: 

 Growth opportunity: 

 Other comments: 

 1 2 3 4
7.2 Goal Achievement     
 Strengths: 

 Growth opportunity: 

 Other comments: 
 
Required Signatures 
Teacher Signature:  Date  
   
 
Administrator / Evaluator Signature: 

  
Date 

   
 
Teacher Comments Attached (circle one): 
 

  
Yes 

 
No 

 
Administrator / Evaluator Signature : 
 

  
Date 

 

(Signature indicates question above regarding comments has been addressed) 
 
Note: The teacher’s signature on this form represents neither acceptance nor approval of the 
report.  It does, however, indicate that the teacher has reviewed the report with the evaluator 
and may reply in writing.  The signature of the administrator or evaluator verifies that the report 
has been reviewed and that the proper process has been followed according to the policy. 
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TEPG GOAL SETTING FORM 
STUDENT LEARNING  

 

1  

2  

Sc
ho

ol
 S

tu
de

nt
 

Le
ar

ni
ng

 G
oa

l 

3  

 

My student learning goal is… 

How is your goal linked to your school’s student learning goal? 

How will attainment of my goal be measured? 

How will progress toward my goal be monitored? 

Describe the methods / strategies / activities that will be used to accomplish my goal? 

What resources or support will be needed to reach my goal? 
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___________________     ____ / ____ / ____ _________________________     ____ / ____ / ____ 

Teacher                             Date Administrator                                Date 

TEPG GOAL SETTING FORM 
PROFESSIONAL GROWTH 
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___________________     ____ / ____ / ____ _________________________     ____ / ____ / ____ 

Teacher                             Date Administrator                                Date 

 

My professional growth goal is… 

What National Board Standard(s) does my goal relate to? 

How will attainment of my goal be measured? 

How will progress toward my goal be monitored? 

Describe the methods / strategies / activities that will be used to accomplish my goal? 

What resources or support will be needed to reach my goal? 
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Peer Observation Summary 
School 
Year: 

   

   

Teacher:   
   

List three teachers whom you would be comfortable observing you and at least three 
standards in Core Propositions #1, #2 or #3 that you would like to have reviewed: 

Teacher 1:   

Teacher 2:   

Teacher 3:   

Standards:  _______________   ______ 
Teacher’s Initials      Date 

   

Peer Observer 
(selected by Principal) 

  

Three Standards: 
(selected by Principal) 

 _______________   ______ 
Principal’s Initials      Date 

   

To Be Completed by Teacher and Peer Observer: 
DATES: 

Pre Conference: ___________________  

Observation: ___________________  

Post Conference: ___________________  
   

Teacher Signature   

Observer Signature   

Original to Human Resources 
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      NOTE: This form is for use during spring 2012 only. 

 

Pilot Peer Observation Summary 
Objective: Teachers will observe a colleague from their cohort in order to become 
more familiar with TEPG, Core Propositions #1, #2 and/or #3 and to offer input to 
refine the peer observation process. 

School Year:    

   

Teacher Observing:   
   

Teacher Observed:   
   

To Be Completed by Teacher and Peer Observer: 
DATES: 

Pre Conference: ___________________  

Observation: ___________________  

Post Conference: ___________________  
   

Teacher Signature   

Observer Signature   

Comments to improve and further refine the peer observation process: 

 

 

 
 

Original to Human Resources for processing of $100 grant-funded stipend to be paid the observer. 
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Appendix XIII 
 

Priority Notice Regarding Educator Evaluation 
and Support Systems 

 
Commissioner Stephen Bowen 

July 9, 2013 
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Maine Department of Education 

Priority Notice 
 

Law provides educator evaluation and support system 
development guidance in absence of rule 
July 9, 2013, by Commissioner Stephen Bowen  

As many of you know, since LD 1858, “An Act to Ensure Effective Teaching and School 
Leadership,” was enacted in April 2012, the Department has been working to establish rules to 
guide you in your local development of the now required teacher and principal evaluation and 
support systems. 

It is with great frustration that I report to you that while the 125th Legislature unanimously 
supported this initiative to implement a fair, meaningful educator evaluation system, legislators 
this session have failed to reach consensus – specifically around fulfilling the law’s directive that 
measurements of student learning and growth be a significant factor in the determination of the 
rating of an educator. As a result, the Department will need to start the process of adopting 
Chapter 180 over again in the fall in order to submit a provisionally adopted rule to the 
Legislature in January 2014. You should also know that because the Legislature’s 
Appropriations Committee removed our request for $5 million over the next biennium to provide 
targeted educator evaluation funds, we will unfortunately not be able to provide you the 
monetary support we had hoped for development at this time. 

All that said, Maine DOE is creating resources to support your evaluation system development, 
including launching a new website, scheduling a series of regional meetings and preparing to 
reintroduce our rule to legislators in January. We are also in the process of hiring a statewide 
effectiveness coordinator to coordinate the Department’s efforts to prepare, evaluate and 
support educators and to further our vision of an effective teacher in every classroom and an 
effective leader in every school. 

Just as we’re moving ahead, we encourage you to do the same. 

While we lack the finally adopted rule, the statute requiring a local educator evaluation and 
support system is still in place. It lays out the timeline and the basic elements your system must 
be built upon, including the expectation there be multiple measures of effectiveness with student 
learning and growth as a significant factor among them. The law also directs there to be four 
levels of effectiveness in your rating scale and the types of professional development and 
support to be provided to educators to help them succeed. 

Continuing your work locally using the statute and the professional practice standards within the 
provisionally-adopted rule as a guide will ensure you will be on track to meet the law’s timelines, 
including the 2014-2015 pilot year expectation and the 2015-2016 full implementation deadline. 
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The Department still believes that improving educator effectiveness is the single most important 
action we can take for our students and that teachers and principals need evaluation systems 
that support professional development and improvement, and ultimately, higher student 
achievement. 

Your progress in developing your local evaluation systems will also assure the U.S. Department 
of Education that Maine is taking seriously a critical principle of our ESEA waiver application – 
teacher and principal evaluation and support systems. As their staff ask us questions and 
suggest adjustments as part of their final weeks of review, we have continued to reiterate to 
them that our Department and our districts are fully committed to continuously improving the 
effectiveness of our teachers and school leaders. We thank you for sharing that commitment, 
and for your patience. 

Expect to hear from us as updates or new resources become available. In the meantime, if you 
have questions about the development of your local evaluation and support system, please 
contact Deborah Friedman, DOE Director of Policy and Programs, at 
deborah.friedman@maine.gov. 

 

 

 

 

 

 

 

 

 

 

 

 

 

____________________________________________________________________________ 

This article can be found online at: 
http://mainedoenews.net/2013/07/09/law-provides-educator-evaluation-and-support-system-
development-guidance-in-absence-of-rule/  
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