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Introduction

TN Department of

_Education

Early Literacy Leadership Course




Facilitators

We encourage your to share your professional learning
experience on Twitter with #TNleadersareready
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Today, we are excited to welcome you to course three of our
re-designed Integrated Leadership Course series.

TN
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Norms

« Keep student learning and success at the center.

» Be present and engaged. (If a school emergency occurs, step
away from class to address issue).

» Share, discuss and reflect with openness, respect, and
transparency.

« Stay solutions oriented.

- Be flexible and patient with our digital learning spaces.
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What is an integrated leadership course?

CONNECTED | . WHEEERY

Instruction Readiness
A Teacher &
ssessmgnt Leader
for Learning Effectiveness
COHESIVE

Response to
Personalized Instruction

Learnin and
CONSTRUCTIVE * f— o
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Digital Material Options

» Digital Access to All Full features on a Mac Limited Access to All
Course Content computer, iPad, or Course Content
iPhone

* Received through Email Received through Email Received through Email

* Requires OneNote « Access to all content * Requires PDF Reader
Application or through app Application (free)
Office365 (free)

* Fluid Format Allows  Fixed Format « Fixed Format
Adding Personalized « Highlighting and
Notes tagging features

« Sharable With Teachers « Sharable with Teachers < Sharable with Teachers

* Embedded Documents ¢ Embedded Links « Embedded Links
and Links

Note: You received Digital Quick Start Guide in your final logistics email.

TDOE Leadership Training Webpage
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What is a ready student?

‘ Prepared ’

to

Ready
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Key Question 1

Key Question One:

What does a prepared early
literacy classroom look like?
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Notes:

READToBE
READYLS

reading on grade level by 2025

.Education g
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Creating a Literacy Culture: Why?

Dr. Shanahan's article

SATURDAY, FEBRUARY 13, 2016 TIMOTHY SHANAHAN

Is It Fair to Expect the College Bound to Read?

I know I'm supposed to write that tests and testing are bad things. I'm in education, and
we all hate testing, right?

Lately, there has been much to hate about it, of course. More and more school hours are
devoted to testing and test preparation. Weighing the pig more frequently doesn’t make it any
fatter

But what about SATs and ACT;, the college admissions exams? This is the time of the

year when there are lots of news articles about them. Especially this year with the new SAT

upon us

TN
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Is It Fair to Expect the College Bound to Read?
Timothy Shanahan

I know 1I’m supposed to write that tests and testing are bad things. I’m in education, and
we all hate testing, right?

Lately, there has been much to hate about it, of course. More and more school hours are
devoted to testing and test preparation. Weighing the pig more frequently doesn’t make it any
fatter.

But what about SATs and ACTSs, the college admissions exams? This is the time of the
year when there are lots of news articles about them. Especially this year with the new SAT upon
us.

Unlike so many of my colleagues, generally I’m a fan of these exams. Research has
consistently found that their use in college admissions improves those decisions (fewer kids are
selected who fail out freshman year). The improvement is not great, 5% sticks in memory, but
with 18 million kids going off to college that’s a lot of kids who won’t be sent off to schools
likely to drop them after obtaining those hard earned tuitions.

Although there is a lot of interest in the cultural bias in testing, it has never been found as
great as the cultural bias of college admissions officers who for years kept out blacks, Jews,
women, Asians, etc. It is harder to argue that a black kid won’t make it given the crummy high
school he went to, when he scores a 25 on the ACT.

This week the New York Times weighed in with an article about the new SAT. They
wrote that, “educators and college admissions officers fear that the revised test will penalize
students who have not been exposed to a lot of reading.” Straight-faced.

To me that sounds like a testament to the new SAT’s validity. Students who don’t read
should be at a great disadvantage in college. Weird ideologies about fairness are tripping us up
here. It is unfair that schools vary in quality, so that students may get more reading opportunities
in some schools. It is unfair that not every child has parents who will switch off the TV, and ask
questions about reading at the dinner table.

But, it is definitely not unfair to require high-level reading ability to get into higher-level
education.

Last week, | spent several days working with students and teachers at a middle school in
Montana. | taught several lessons in which | required 7" and 8" graders to read their math and
science textbooks. The kids admitted that they had never actually done reading in math, and they
were a bit reticent about it. But they stuck with it and were able to figure out a lot more than their
teachers assumed they could.

Part of the problem was that these were excellent teachers whom I was working with.



They could explain anything exceedingly well. They were skilled at anticipating what would trip
students up and could avoid every stumble. If you’re that good at conveying information about
math properties, coordinates and balanced chemical equations, why would you ever take a
chance on kids reading the material on their own?

The problem with that, of course, is that the kids end up knowing some math and science,
but they don’t develop any of the skills needed to be an independent scholar in a field of study.
As one of the math teachers related to his students, “when | was in college the math professors
didn’t “teach” the way that we teach you... they assigned problems and we would come back
and ask questions.” In such an environment, if you couldn’t make sense of math text on your
own, apply it to problems, and ask legitimate math questions, you simply would not succeed.

I had the kids working through 2-5 pages of math and science text, slower coverage than
the teachers would have obtained had they just told the kids what it said. And yet, the amount of
math learning was high—given that they were figuring out not just how the distributive property
worked, but how to figure out how the distributive property worked as well.

If the teachers, and those who follow, were to require that kind of work 1-2 days per
week through 12" grade, these kids would have 500-1000 pages of pre-college reading
experience in those technical subjects alone; and if these students were telling me the truth, that
would be 500-1000 pages more technical reading than they are doing now. And, yes, teachers
could require even more than that.

I grew up in a working class community, in which most kids did not go to college. There
were a few “college prep” courses available at my high school, but I didn’t even come close to
qualifying for any of those. I definitely wasn’t going to be asked to read books like, Portrait of
the Artist as a Young Man, as those students did.

But I was hungry to go to college. At the time, | found a list of books that college-bound
students should read; the canon. Read them I did. I’m not claiming that I got as much out of
reading Moby Dick or Microbe Hunters on my own at 16 as | would have under the tutelage of a
good teacher (or as | have upon rereading them as an adult), but trying to understand such
touchstone texts pays dividends.

Given that, it is good to see that the SAT has aligned itself with such reading. That is the
kind of reading that should enable one to do well in college. It may be fun to read Tina Fey’s
Bossypants (the American Library Association actually recommends it for college prep), but
such reading isn’t likely to help one to succeed in Introduction to the Theory of Literature.

The Times might be right that educators are worried that college entry is going to become
biased against those not prepared for college. I think it’s about time.

Plain Talk 2016 presentations: Surprises and Rtl


https://sites.google.com/site/plaintalk2016/keynote-surprises

Discussion Activity

After reading Shanahan’s article, reflect on the
practices in your building...

1. What are three ahas you had from this article?

2. Why do our high schools think this way?

3. What are three things that elementary leaders can do to
change these opinions?
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Connections
“Unless we produce more readers, we will not

be able to produce more students prepared to
succeed in postsecondary.”

--Setting the Foundation
TN Dept. of Ed

TN
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Reading Course Overview

Prepared Teachers

The state has provided reading courses to thousands of
elementary educators.

The next section will provide key practices that these
teachers should implement in their classrooms after the
reading course series.

We consider teachers who execute these practices on a daily
basis to be the definition of a prepared early literacy
teacher.
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« Class Highlights:
» Simple View of Reading
= TN Academic Standards
= Text selection and text-dependent questioning

* Prepared teachers should:

» Use the Simple View of Reading when planning and pair decoding
skills with language comprehension

» Use the TN Academic Standards to focus instruction
= Use questioning to draw students deeper into the text

Education
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Scarborough’s Reading Rope

The Many Strands that are Woven into Skilled Reading
(Scarborough, 2001)

LANGUAGE COMPREHENSION

BACKGRQOUND KNOWLEDGE
(facts, concepts, etc.)
VOCABULARY

(breadih, precision, links, etc.}

LANGUAGE STRUCTURES
(syntax, semantics, elc)

VERBAL REASONING
(inference, metaphor, etc.)

LITERACY KNOWLEDGL
{print concepts, genres, elc.)

SKILLED READING:
Fluent execution and
coordination of word
recognition and text

WORD RECOGNITION

PHONOLOGICAL AWARENESS ¢
(syllables, phonemes, etc)

DECODING (alphabetic principle,
spelling-sound correspondences)

SIGHT RECOGNITION 1
(of familiar words) TN
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Class Two and Three Focal Areas

» Use data to drive instructional decisions
» Analyze diagnostic assessments and use writing models

» Use knowledge of texts to select appropriately complex text

TN
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Class Four, Five, and Six Focal Areas

» Use read-alouds and student reading to increase vocabulary and
comprehension

» Teach foundational skills within the context of authentic reading
and writing

» Use vocabulary instruction to increase comprehension
» Teach writing skills within a text based lesson
» Provide time for students to practice new skills

» Use text-dependent questions to teach effective use of text

evidence
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Integration and Class
Class Seven

Focal Areas:

» Use small group instruction to reteach and extend core whole
group instruction

» Use the comprehension lesson framework to teach basic reading
skills and form a strong foundation for reading, comprehending,
and writing

» Connect Reading and Writing instruction into cohesive content
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Administrator Key Look Fors
530"

Reading includes foundational skills,
decoding skills and language skills that
help readers become accurate readers.

Vocabulary instruction is a key practice in
reading instruction to develop fluency.

Reading comprehension requires
appropriate text selection, read alouds,
text dependent questioning, and a focus

on meaning making.

Foundational skills should be taught
within the context of authentic reading

and writing.
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Prepared to Ready

Prepared

Ready
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Supporting Teacher Growth

Administrator/Leader
Observation (formal
or informal)
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Basic Reading
Support (Prepared)

Growth Reading
Support (Ready)

\

K-3 Reading Course

J

-

Walk Through Tool
Follow Up

-

Teacher
Partnerships

Embedded PLC

Administrator’s
Guide Discussions




Ready Literacy Instruction: Bike Analogy

When students learn to read, they should also be making
meaning from text. One should never allow items taught in
isolation; all instruction should be applied to a text.

If we never provide opportunities to ride a bike, we should never
ask them to show us they can.

TN
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Reflection

(o Where are you no

with literacy
practices in your

building or district?

W)

v

f—[ Future ]

e What teachers are
teaching reading
like we teach
children to ride a
bicycle?

6 What are the next

leader moves for
you?

B
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Key Question 2

Key Question 2:
What does a “ready” early literacy

classroom look like?
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Reading Report and Research

Prepared vs. Ready

SKILLS-BASED

COMPETENCIES ~ concepts
about print
ability to hear and
work with spoken word
Sornes reading
alphabet ;
knowledge fluency spelling

Knowledge

All Integrate into
Reading

Key Question 2 Page 29

KNOWLEDGE-BASED
COMPETENCIES

asmty tod oral language
understan okills

and express
complex ideas

concepts about

vocabulary the world


onenote:#Resources&section-id={0DE1CA1D-FE31-4882-99CF-9D9E63A9BFD2}&page-id={EE8CF08D-2701-4B3F-83F2-2A750EEC69F9}&object-id={FEDAA414-5195-4682-8AC7-2189AE839B01}&20&base-path=https://d.docs.live.net/4e040e5a9ca9cbb4/Documents/Early%20Literacy%20Leadership%20Course/Key%20Question%202.one

A Tale of Two Classrooms

Same Focus, Different Approach

icture a first grade classroom at the start of the reading block. Students are gathered in front of the teacher who is quickly

cycling through cards showing the initial consonant digraphs /sl/, /sn/, and /st/ written on them. As the teacher displays each card,
students practice making the sounds. After just a minute or two of practice, the teacher drops off materials at small group
workstations around the room and says, “Today, for reading, we will be working in centers.” The teacher reminds students of the
different center activities and of the rotation schedule and dismisses students to their assigned spots, setting a timer for fifteen
minutes. One student settles at a desk situated in the back corner of the room. She slides her fingers into the red plastic holes of a
pair of scissors and begins cutting out words from a worksheet. Soon, she is staring down at 18 strips of paper, each one containing
a word that starts with either /sl/, /sn/, or /st/. “Those look the same,” she mutters as she begins grouping words that begin with the
same initial consonant digraph together. The student does not attempt to decode the words, but rather sorts based on visual
appearance. As the 15-minute timer rings, the teacher calls out, “Move to your next center, please!” The student shoots up from her
seat and heads to a rectangular table in the back of the room. Looking at a different worksheet with another 18 words, she grabs
three different colored highlighters and begins coding words based on the visual appearance of the initial letters in the words. When
the teacher who has been circulating among the stations arrives at the rectangular table, the student proudly waves her paper full
of yellow, orange, and green marks in the air. “Good job!” the teacher says, quickly scanning to ensure that words had been sorted
correctly. Just then, the timer buzzes sounding the end of the second center rotation and the literacy lesson for that day.

Now imagine another active first grade classroom at the start of the reading block. But, instead of quickly drilling a few sounds and
then sending students into centers, the teacher calls students over to a large, multi-colored rug. The teacher raises the first card in
a stack of cards and shows it to the group. She places her tongue under the roof her mouth and makes the sound “/sl/.” Immediately
after she finishes, the students all chirp “/sl/”in unison. The teacher repeats this activity for two other initial consonant digraphs, /sn/
and /st/. Next, the teacher places the “/sl/” card next to a “/ip/” card on a blue pocket chart. As the teacher points, the students read
each card, “/sl/" and then “/ip/." Then, they blend the sounds together to form the word-"/sl/-/ip/, slip.” Next, the teacher shows a
picture of @ man slipping on ice to illustrate the meaning of the word, uses “slip” in a sentence, and asks, “Who can use ‘slip’ in a
sentence?’ The teacher repeats this same process for the initial consonant digraphs /sn/ and /st/.

After about 10 minutes of forming words and creating sentences, the teacher directs students to move into centers. One student
sits down at a small table, snatches a stack of flash cards, turns to another student, and asks, “Will you be my partner?” For a few
minutes, the two students go back and forth reading words that contain the featured consonant digraphs, using the chunking and
blending technique demonstrated by the teacher when they encounter words they don't recognize. The partners then read a short
story together and practice identifying and reading those same consonant digraphs. After reading, the two students talk about the
text they just read, using an anchor chart with question stems to guide their discussion. One question, “What did you notice about
the words in the story?” prompts the students to discuss the consonant digraph pattern they identified and return to the text to
locate and reread those words.

Ten minutes after the beginning of centers, the teacher asks students to move to the next workstation. The student, his partner, and
two other classmates take seats around a kidney-shaped table. The teacher sits in front of them and says, “Let’s review some of the
sounds we've been working on today.” After a quick refresher, the teacher passes out decodable texts to each student, stating, “You
are going to continue reading the book we started yesterday. In this book, there are more words that start with these sounds for
you to practice.” The students begin reading to themselves while the teacher helps them with decoding. At the end of the center,
the teacher asks questions to help students make connections between decoding, language, and story comprehension. “When | was
reading this book with you, | noticed that we read this word a lot,” the teacher says, holding up a card with the word “snow.” “But,”
the teacher continues, “the author used the word ‘snow’ in some different ways to help tell us the story. I'm going to show you some
sentences, and | want you to think about the meaning of the word ‘snow’ and how it's used differently in these sentences.” The
teacher pulls out several sentence strips. The first says, “Will it snow today?” Another reads, “I hope it snows a lot.” One final strip
says, "It snowed ten inches.” Finally, the teacher guides a brief discussion about present and past tense and how students can use
inflectional endings to better understand the passage of time within a story.

These two lesson descriptions are based on observations of two Tennessee classrooms. Both lessons were aimed at common
consonant diagraphs. While the students in the first class spent 30 minutes in activities aligned with the target standard, the
students did not actually do what the standard asks: "Use foundational reading skills to decode and read words in order to
support comprehension of texts." In contrast, the students in the second class spent 30 minutes doing exactly what is specified in



the standard while the teacher integrated skills- and knowledge-based competencies into instruction— creating students who are
decoders as well as thinkers.



A Tale of Two Classrooms
Read and discuss: m

* What ahas did you have when you read these scenarios?

+ How does the teacher create focus in each classroom?
* How was the approach different?
* Which classroom embodies a ready classroom? Why?

» Which classroom embodies a prepared classroom? Why?

betting the Foundation Report
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How do Students Become Ready Readers?

0,
“,
- Print Concept Ry %”b o
rint Concepts ,f,// 7o, %\) - Breadth & Depth of
- Phonological $ / N Vocabulary
Awareness - Knowledge of
- Phonics . Language Structures
- Fluency PrOf|C|ent (e.g. syntax)
- Conventions of
Reading Standard English
- Comprehension l/
Ay
Strategies o ref),' s ;
- Knowledge of Text o~ (\c;\o & 0&3 = Proguetion
Structures A (é(‘e h,", }.066‘,. Presentation
Q Io I/,
c.°(° € ¢
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Dcn.;r(mc—n_t of
Education
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Effective Instruction

Access to Text

Proficient
Reading

28



What is Proficient Reading?

Proficient readers accurately, fluently, and independently
read a wide range of complex texts; strategically employ
comprehension strategies to analyze key ideas and
information; construct interpretations and arguments
through speaking and writing; and, build knowledge about
the world.

Proficient
Reading
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Read About It

Text Use in an Early Literacy Classrooms

Read About Think Talk Write

It About It About It About It

Read About It: read alouds, shared reads, guided reading, cold reads,
partner reads, (time in text), etc.

Think About It: think aloud, text dependent questioning, etc.
Talk About It: partner discussion, interactive read aloud, accountable
talk, etc.

Write About It: interactive writing, modeled writing, shared writing.
explanations, synthesizing summaries, arguments, etc. (meaning makin
focus) ﬁ
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. THINK, TALK, WRITE

Reading is more than just “sounding out” words. Reading
is thinking deeply about a text's meaning and how it builds
knowledge of the world around us.

Reading requires significant time in text practicing these
meaning making skills.

TN

Key Question 2 Page 35



TRY hyRaill-G210 91t [HiShI-08 ¢iY'S TdzRN ¢22€

This guide is intended for analyzing how much time a teacher spends on the following types of activities.

wSI-Rty3 LyaiildzOin2y1-€ til-0i1053 yOtizRSY

/f1-:33022Y ¢1Y'S
{LISyT hyt

wSI-R 1624z Ai

le. 8:15-8:28AM

Use of lISI-R I-f2dzR4 to model language and vocabulary, to build knowledge and develop critical thinking

[ ]
skills, and to provide opportunities for students to grapple with the structure and meanings of more
complex texts (use of productive struggle and scaffolding)

e Use of on-grade level texts through aKIISR I4yR IyiSHI-0010S reading to apply foundational skills, develop
reading fluency, and build comprehension. Provide multiple opportunities to practice rereading familiar
text at the 13K £SOSE 27 RIFTIOG:ELR.

e Other Read About It Actvities

¢Kiy 1024z L

e Utilizes text dependent questions during interactive read alouds to engage students in thinking activities
with text.

e Provides opportunities to grapple 64zaS 27 LIi2Rdz00I0S &(idz33tS0 with more complex text and provides
401-F72{R4 to support readers-Interactive Read Aloud/Shared Reading.

e Other Think About It Activities

¢1€] Yo Li

e Tailored lyailiiz0ii2y1€ FSSRO1-07 focusing on the learning target is provided throughout lesson to all
students.

e Listening, speaking, reading, and writing are integrated throughout literacy instructionZ)/E[] (13K in
132f1-iSR sections of a lesson.

e Provides opportunities daily to practice responding to texts through speaking and discussion.

e Other Talk About It Activities

2)1iS 1o2dz0 Al

Provides opportunities daily to practice responding to text through written expression.

Use oral discussions and writing to synthesize new knowledge gained from reading.

Other Write About It Activities




about itwith Time in Text

» Regular practice listening to and reading text
* Become better readers by reading
« Time audit tool

K-2 students
only spent 3-5 students
only spent

of their time
listening to
read-alouds or reading texts

of their time
reading per lesson

Setting the Foundation Report, TDOE, February 2015 TN
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about it with Time in Text m

« How much time do your students spend engaged in text
every day?

« What does that look like in K-1?
2-3?
4-6?

« How much of this time focuses on reading for meaning
making?

Time Audit Tool is placed in your digital resource guide.
TN
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Text sets allow ALL learners to be engaged in text

A text set is defined as a grouF of texts sharing a similar topic,
theme, or idea. What is especially important is that the texts in the
set are connected meaningfully to each other to deepen student
understanding of the anchor text. In a sense, the texts “talk to one
another” so that in reading the set, children build a coherent body
of knowledge around a topic.

Why the text set approach?

Diving deeply into any topic and looking at it from multiple
perspectives will help students see connections. When these
connections are made, vocabulary and knowledge have a place to
“stick” allowing them to develop a deeP understanding and
interest in the topic. This approach helps us to address content-
area knowledge within literacy (double dipping), and it also helps
to connect the day around a single idea.
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Sample K-1 Text Set: Animals, Animals Everywhere!

1.
2.
3.
4.
5.
6.
7.

Animal Life Cycle 600L

Baby Animals 850L

Do You Know About Fish? 540L

Move! 430L

What's Alive 430L

What do You do With a TAIL Like This? 620L
Whose Egg is This? 630L

This text set begins with the anchor text What'’s Alive. The text supports
the focus questions “What is an animal and how do they live and

grow. Teachers could have the option of interchanging titles based on
availability. Other titles include Do You Know about Amphibians? Do
You Know about Insects? (from Achieve the Core.org text sets. See
digital resources for entire unit).

CIic and you will see a sample unit with this text set.
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http://achievethecore.org/page/2710/expert-pack-animals-animals-everywhere

Another 2nd/3rd Grade Text Set Muscles

Books

1. Get Moving: Tips on Exercise 514L
2. Keeping Fit: Body Systems 8731

3. The Muscular System 624L

4. The Skeletal and Muscular Systems: How Can | Stand on
My Head? 593L

Articles
5. “The Human Body Hiccups” 590L

6. “What Causes Hiccups” 1050L
7. “What Do Kids Know About Health?” 820L
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about it with Text Sets

+ Lessons are sequenced to build repeated experiences and
deep understanding.

+ Incorporated into instructional routines
» Interactive Read Aloud
» Shared Reading
» Guided Reading
» Independent Reading

» Text sets provide the thinking opportunities that yield
opportunities for more purposeful writing.
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How can we support our teachers work wit
text sets?

How are text sets different than leveled readers?

L ]

What do you have in your classrooms?

How we can use what you have to create text sets?

L ]

Where can | go to obtain more model text sets?
» Achieve the Core ->text sets
» Louisiana Believes -> text sets
» CCSSO.org ->text sets

TN
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about it: Deciding the for the Text

T MR. POPPER'S
Q‘“g Oag PENGUINS
Vogethe, z

When we looked at text sets, we talked about how to provide
access for all learners. Here we have two whole class type texts.
What are different purposes for using these texts for instruction?
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Lobel, Arnold. Frog and Toad Together. New York: HarperCollins, 1971. (1971)
From “The Garden”

Frog was in his garden. Toad came walking by.

07Eata ffTAgarAAT TO AOAY OTCHO A AFAS

09A0G AEA O0Tg. “1ti0 AOU AA butitwas AOA  OFE#

0) OEI1hAAagarAATi6 ALA TAAY

0(ere are some flower seeds. Plant them in the ground,” said Frog, “and soon you
=l AOA a garAATHH

0= TiTed EAA TAAY

010F0A TTT6 AFA OTCH

Toad ran home. He planted the flower seeds.

Toad walked up and down a few times. The seeds did not start to grow. Toad put his
EAAA TOA T hegroundalA fA TOAIUN .Tx seeds, stAO) growt1Cio ToaA TTEAA 0
OEA TOTA AfTs EA ARAD (A 0 0A00 T

Toad put his head very close to the ground and shouted, “NOW SEEDS, START
"2/7)."0

&0og came running up the path. “What is all this noise?” he asked. “My seeds will not
grow,” said Toad. “You are shouting too much,” said Frog. “These poor seeds are
AROAEA Tt0

0—U AAAOAOA OAEA  Txed EAA TAA

“Of course,” said Frog. “Leave them alone for a few days. Let the sun shine on them,
let the rain fall on them. Soon your seeds will start to grow.”

\\\\\

4EA) night, ToaA TTEed out of his wETAT=¢ $0A0M0 id ToaA$ —y seeds have not
started to grow. They must be afraid of the dark.”

Toad went out to his garden with some candles. “I will read the seeds a story,” said
ATAAy 4EAT EAU flinot A FOAEAS ToadreaA TIC TOU o his seeds.

All the next day Toad sang songs to his seeds.



And all the next day Toad read poems to his seeds.
And all the next day Toad played music for his seeds.

ATAA TTEAA 0 he ground. The seeds stfll did not A00 o grows 7EA( shall I do?0
cried Toad. “These must be the most frightened seeds in the whole world!”

Then Toad fel0 very ttOAA nd he fell OIAADS

04TAAR TAA, wake up,” sAEA 018 TTk at yTOO garAATiG

Toad looked at his garden. Little green plants were coming up out of the ground.
“At last,” shouted Toad, “my seeds havA TPDAA AETC FOAFA o growiho

“And now you will have a nice garden too,” said Frog.

09A06 AEA TAA, “butyTO  OA ECENN OTg Itwas AOU AOA  OE%0

TEXT COPYRIGHT © 1971, 1972 BY ARNOLD LOBEL. Used by permission of HarperCollins Publishers.



about it: Deciding the Purpose for the Text

MR. POPPER'S
PENGUINS

“Mileage” Text “Thinking” Text
To move students towards To provide students an

fluency and building opportunity to stretch their
comprehension thinking
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Think About It

We will be watching a video and answering the following
questions after the video. Read through the questions
before we start the video.

« What did the teacher do while reading to develop student
thinking?

« Describe a thinking moment you saw in the video?
« In that example, how does the teacher model thinking?

« How does the focus on the author and language help the
students dig deeper into the text?
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About It Model

As you watch this video, think about answering the following questions.

1. What did the teacher do to while reading to develop student thinking?

2. Describe a thinking moment you saw in the video?

3. Inthat example, how does the teacher model thinking?

4. How does the focus on the author and language help the students dig deeper into the

text?
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about it...
Let's discuss what you saw: m

« What did the teacher do to while reading to develop
student thinking?

 Describe a thinking moment you saw in the video?
* In that example, how does the teacher model thinking?

« How does the focus on the author and language help the
students dig deeper into the text?
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about it with Teacher Language

Take Aways

« What language does the teacher use to prompt and
stretch thinking?

« How does the teacher talk force students to continue to
think?

« How are students carrying the cognitive load?

TN
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Talk About It

about it with Questioning

« Requires analysis of the text’s structure and content

* Prompts to support ideas and leads to deeper
understanding

» Pushes to engage with the words on the page

* Is sequenced to build knowledge
» What does the text say?
» What does it mean?
» Why did the author include it ? Why does it matter?
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about it Discuss and Chart w

We will be watching a video and answering the following
questions after the video. Read through the questions
before we start the video.

* How does the teacher require analysis of the text’s
structure and content?

* How does the teacher support ideas and leads to deeper
understanding?

* How does the teacher push engagement with the words
on the page?

* How are the questions sequenced to build knowledge?

Key Question 2 Page 50



About It Model

Watch the video of a Kindergarten literacy lesson again from a new lens :
As you watch this video, think about answering the following questions.

* How does the teacher require analysis of the text's structure and content?
* How does the teacher support ideas and leads to deeper understanding?
* How does the teacher push engagement with the words on the page?

+ How are the questions sequenced to build knowledge?
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about it Discuss and Chart

B

* How does the teacher require analysis of the text's
structure and content?

« How does the teacher support ideas and leads to deeper
understanding?

» How does the teacher develop engagement with the
words on the page?

« How are the questions sequenced to build knowledge?
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READ, THINK, TALK about it: What can you do?

to Ensure
Student
GEEL R ESS

Leaders Support

Actions Teachers

TN
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Write About It

After students have discussed ideas they
have encountered in print, especially
when those ideas are complicated and
come delivered via complex syntax and
less common vocabulary. After they have
had the opportunity to hear text read
aloud multiple times, re-read it silently,
and ask questions of the text. They need
to be able to write their new knowledge
through well-crafted questions.

TN
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Why should reading and writing be EXPLICITLY connected?
1. Reading and writing are reciprocal processes.

2. Writing should be grounded in an understanding of literary
and informational text evidence.

3. Writing Tasks can focus on the most complex portion of text to
help students understand text.

4. Writing allows students to productively struggle through
reasoning and problem solving.

5. Writing shows teachers what students understand from text
comprehension.
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about it

What does this look like?
Here is a second grade sample of text-based writing:

Training a Snow Search Dog

it’s hard to train a snow search dog. First, you have to get a pup. They
have to love hunting things so they can find people. They have to have a
thick coat_to stay warm. They have to be strong to climb mountains. It's
hard to know which pup is right for you. Next, you need to train the pup.
First, you need to play hide and go seek with the dog. The handler goes
and hides under the snow and the other person lets go of the leash. The
person that is hiding has dog treats, if the dog finds him the dog gets a
treat. Hide and seek gets harder when the handler goes farther and he
buries him self. The dog goes to find him. Dogs train for two years!
Training a snow search dog is rough, but it is important to train them. If

we didn’t people who are buried in avalanches would die.

TN
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Sample connected writing tasks

- Books to mentor writers...

Writing Mentor #1 Mentor #2 | Mentor #3 Mentor Mentor #5 | Mentor
Traits #4 #6
Ideas Good Dog, Goodnight Snowflake When | Home Run Nothing
Carl Moon Bentley Was Ever
Young In Happens
the on 90™
Mountain Street
s
Organization Brown Bear Ten, Nine, Tuesday The Abraham The Z
Eight Important Lincoin: A was
Book Photo- Zapped
biography
Russell
Freedman
Voice Have You Farmer Officer Heartiand Under the If 1 Were
Seen My Duck Buckle and by Diane Quilt of In Charge
Duckling? Giloria Siebert Night of the
World
Word Choice Rosie's Walk Diary of a Owl Moon Jumaniii Caves by Owl Moon
Worm Swephen
Kramer
Sentence Where the The Snowy | Dogleam The All the The
Fluency Wild Things Day Relatives Places to Important
Are Came Love Book
Conventions No. David! Don't Let Yo Yes The Punciuation | The Heart
the Pigeon Ghost- Takes a by
Drive the Eye Tree Vacation Seymour
Bus Simon
From Interactive Read Al 222032 XLS, TN
Linda Hoyt, Heinemann, 2007. —
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about it Discussion

« What is working in your schools/districts?

« What are next steps for you ?

* Where are the bright spots we can build upon?

TN
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Administrator Key Look Fors

Quality of text and purpose of text are
essential for effective lesson design.

Lessons focus on more than “sounding
out” words and require students to engage
in meaning making activities within text
work.

Thinking deeply about a text’s meaning
helps creates knowledge.

Daily writing provides an opportunity to
express understanding of new knowledge.
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Reflection

Reflection3 -2 -1

3
What three 2
ready What two " 1 “
practices did ready
{:\)u Ieafrn practicesdo |Whatone
o axwill you need to [ready
|mpa§t Your | discuss with practice do
rer:gzrc,es as a| teacher you want to
2 leaders in see your
your teachers
building? using by the
end of next
year?

TN
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Key Question 3

Key Question 3: What Do I Need
to Support My Teachers’

Capacity to Build Ready
Literacy Classrooms?
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More than "Sounding Out Words"

Voices from the Field:

Reading is more thawn
‘jusf: "Sou.hdihg oult" words

READToBE
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Reminder

Leaders
Actions

What am | hearing

that | would like to

begin to model for
my teachers?

Key Question 3 Page 66

Support
Teachers

What are some
additional ways that
my teachers are
supported to ensure
student readiness and
success?

to Ensure
Student
Readiness

How will | know as a
leader that my
students are ready?

TN



Areas for Leader Actions

LEADER
ACTIONS
|
|
Teacher
Cycle of Partnerships
Assessment
|
Standards Formative Analysis of Instructional
& Tasks Assessment Work/Data Scaffolding
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The Cycle of Assessment

Teach: Does the instruction and “:‘:E‘
the tasks align to the identified s

learning target(s)?

Assess: How is student learning
being measured or determined for
the identified learning target(S)?
Analyze: How is the information
from assessments being analyzed?
Action: What actions or changes
are taking place based on the
findings of that analysis?

Analyze

TN
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From course one, we learned a common language of focus,
rigor, and coherence. As we observe in classrooms, are you
seeing examples of:

Rewind to move forward!

Focus: aligning the lesson to depth of standard

Rigor: developing conceptual understanding with fluency
and skill and ensuring mastery through application

Coherence: connecting today’s lesson with the lesson before
and the future lesson as well as across all content
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Aligning Student Outcomes to Text

PATRICIA POLACCO

Thawnk you,
Mr. Falker [P

Students will be able to describe how
the author characterizes Trisha and
Mr. Falker, using the character’s
description, dialogue, and actions.

Students will be able to explain how the
trapped bird is used as a symbol for the
young narrator and how this symbol

influences the narrator’s feelings at the

end of the story.
RL2.1 RL2.3

~
Education

RL.3.1,RL3.3
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Aligning Student Outcomes to Text

* What happens when teachers provide well-chosen text-
based objectives?

* How are the standards grounded in text?

« What happens when students flexibly and interchangeably
apply comprehension strategies?

« What are you seeing that works?
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Task predicts performance.

What determines what students know and are able to do is not
what the curriculum says they are supposed to do, nor even
what the teacher thinks he or she is asking students to do.
What predicts performance is what students are actually
doing.
~Richard F. EImore (2008)

How does a task connect reading and writing for
students?
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Text Sets and Tasks

Penguins by Ruth Bjorklund 760L
Penguins by Gail Gibbons 740L
Penguin by Laura K. Murray 780L

Pierre the Penguin: A True Story by
Jean Marzollo 580L

Penguins by Ann O. Squire 830L
Penguins by Emily Bone 840L

Penguins by Susanna Davidson
610L
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Task Exemplar

Task Description:

This task comes in the third week of a four-week unit on reading
and writing informational texts on the topic of animals.

1. In this task, the students are asked to become the experts and
write in order to teach others what they know about penguins.

2. The students will ask and answer questions of informational
texts (with support) as they gather information to write an
informative text, sharing what they have learned about penguins.

Please see digital resource guide for standards alignment.

See the exemplar task on the next pages.
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COMMON CORE-ALIGNED TASK
WITH INSTRUCTIONAL SUPPORTS

Literacy

GRADE K LITERACY IN SCIENCE: WE ARE
EXPERTS

UNIT OVERVIEW

This task is embedded in a unit that introduces students to reading and writing informational texts.
Students will be encouraged to ask questions of, and answer questions about, the texts they read.
Guided practice in writing informational texts, as well as opportunities for students to write
independently, are part of the unit. \ I /

The purpose of this literacy bundle is to support young students in becoming "experts" on a
science topic. The concept of becoming an expert may be applied in many content areas. This
particular bundle focuses on animals, specifically penguins, in order to model the process. The
unit may be used with any science topic that students would like to pursue. Throughout the
unit, teachers should provide students with many opportunities to make meaning through
shared learning experiences, exposure to texts, opportunities to discuss, and explore the topic
in classroom learning centers. In early childhood, literacy work requires hands-on learning
experiences for students to develop in-depth knowledge of a topic, theme, or content areas.
See annotations on this page as well as pages 29-32 for examples.

TASK DETAILS

Task Name: We Are Experts
Grade: Kindergarten
Subject: Science

Task Description: This task comes in the third week of a four-week unit on reading and writing
informational texts on the topic of animals. In this task the students are asked to become the experts
and write in order to teach others what they know about penguins. The students will ask and answer
guestions of informational texts (with support) as they gather information to write an informative text,
sharing what they have learned about penguins.



COMMON CORE-ALIGNED TASK
WITH INSTRUCTIONAL SUPPORTS

_iteracy

Standards: \

« In addition to the standards listed here, this unit provides ample opportunities to develop
Eacademic and personal behaviors such as persistence, engagement, work habits/organization,
« communication/collaboration, and self-regulation. See article "Developing Young Children's
ESeIf—ReguIation through Everyday Experiences" here.

RIL.K.1 With prompting and support, ask and answer questions about key details in a text.
RI.K.10 Actively engage in group reading activities with purpose and understanding.
W.K.2 Use a combination of drawing, dictating, and writing to compose informative/explanatory

texts in which they name what they are writing about and supply some information about the topic.

Materials:
Bauer, J. (2007) Cool Penguins ; Scholastic. NY l /

\

Taberski, S. (2002) Penguins are Waterbirds. Mondo: NY

Also consider materials needed for learning centers as well as different kinds of writing
materials and writing instruments for the performance task. For example: writing materials:
- variety of paper in different sizes - student journals - slant boards and lap desks writing
instruments: - pencils with finger grips - markers, colored pencils, crayons, watercolors. It's
also a good idea to keep writing tools throughout the classroom to encourage writing!

N,
3 _ Look for the Early Childhood Elements icon throughout this document for suggestions for

zL‘"‘ incorporating key early childhood education strategies into tasks and bundles.


https://www.naeyc.org/files/yc/file/201107/Self-Regulation_Florez_OnlineJuly2011.pdf

Exemplar Task Penguins

Kindergarten students will answer the following questions using text
evidence. Their answers will include both illustrations and an
explanatory response. lllustrations should use labels and provide
text-based answers to the following questions:

1. What do penguins look like?

2. Where do penguins live?

4. What do penguins do?

4. What do penguins eat?

TN

One the next pages, you will see the annotated student work links.
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Kindergarten: Above Grade

Transcript: Penguins

ILLUSTRATING WRITING STANDARD 2

We are Experts: Penguins

This task was administered three weeks into a four-week unit on = watched while these were charted by the teacher
non-fiction reading and writing. The students drew and wrote an
information piece that included a title and one or two facts. The
students:

= took part in a shared writing, answering one of the questions
where the teacher modeled how to use the question as a
prompt for writing

* took part in shared reading of the text “Penguins » selected the questions they felt best prepared to answer

= brainstormed lists of facts they have learned about penguins « used the graphic organizer to draw as planning for writing

= worked in groups to identify questions that people who

i : = wrote what they learned about penguins and used the shared
weren’t experts about penguins might want to ask

writing as a model

This piece of writing shows a clear response to the task, with Sophie using a combination of drawing
and writing to convey information about animal she was an expert on. This piece is above the
standard for kindergarten in that Sophie used the charted facts to write on penguins and then used
the text to find further information such as the tvnes of nenauins.

Cool Facts

penguins could surf in
there belies and in their
feet to land. Penquins
have big eys to see under

- Sophie includes more
than one idea in her

> I £ piece without teacher
Akl A o support. (W.K.2)

water. : P
What penquins eat e

Penquins eat fish squid
and shellfish. Penquins eat . :
krill too. YyenQuas Ccouli

Sophie draws as a
way of planning for
~writing. (W.K.2)

Sophie is beginning
to use more complex
sentence structures.

LK 2)

Sophie gives her writing a
topic. She exceeds the
standard in that she organizes
her ideas under headings.
(W K 2)

Adds detail to provide
more information for
|_the reader. (W.K.2)

Sophie can phonetically spell
words she is unsure of and
she has a visual knowledge of
spelling patterns. (LS.K.2.c)

Sophie exceeds the
standard in that she
extends her writing

Sophie exceeds the standards
in that she has picked up on

the pattern of language from
non-fiction texts and is writing
in the present tense. She is
able to distance herself as a
writer. (W.K.2, LS.K.1f)
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over a number of
pages and grouping
ideas under
headings. (W.K.2)




Sophie exceeds the standards in
that she went back to the text to

gather further information for her
writing. She checked how many

different kinds of penguins there

were. (W.K.2)

12

Sophie is above
average in her ability
to revise and edit her
work, which she does
without prompting.
(W.K.5 **not
assessed in task)




Context for the writing

Sophie wrote a piece on penguins, revising and editing her work as she wrote. Sophie went back to the text to search for
information when naming the various types of penguins. She drew on the extensive “immersion” by the teacher (read
aloud, shared, guided reading, and independent reading of informational texts, and shared writing charts) to support the
writing of her own piece. Sophie chose to write an additional informational text about spiders using the charts created
during the unit and a book on spiders to get information for her writing.

Sophie’s writing Rubric

Writing Standard 2: Kindergarten

Use a combination of drawing, dictating, and writing to compose informative/explanatory texts in which you name what you are writing about and supply some
information about the topic.

Student:

Level 1 Level 2
Well Below Grade Standard Approaching Grade Standard
— orally recounts own ideas — chooses to write on a narrow range of
familiar topics
]
2 | — tells what writing/drawing — holds an idea in head long enough to
is about write it down
— shows some evidence of — plans by drawing pictures that
planning by drawing match writing
S
& | — beginning to separate — often writes lists of unconnected
é writing and drawing ideas
S
— places letter/drawings — uses some organizational
randomly on the page structures, with support
— repeats a few known — uses simple sentences with or
symbols, often using without punctuation
8 letters from own name
=
©
% — attempts to write down — uses vocabulary from oral
I words language
S
S
— thinks ‘writing’ can be — writing reflects oral language
read by others
— uses drawings, signs, and — uses dominant sounds to represent
symbol to convey whole word. Hears/records some
message sounds in words with support.
w0
f=
% — writes random strings of — recognizes some words in print but
[
z letters does not yet use these in writing
S
— forms some letters — leaves a space between words
correctly

Teacher:

Kindergarten
Performance Indicators

— gathers information from reading and
forms and expresses simple ideas

Class: Kindergarten
Level 4
Exceeds Grade Standard

— writes on unfamiliar topics gathering ideas

from listening to and reading texts

— begins to support ideas with some
detail

— plans for writing using talk, drawing,
and simple graphic organizers with
support

— begins to add or delete details and

comments, showing some selectivity in the
process

plans for writing by using, talk, drawing,
and simple graphic organizers

— gives writing a title and uses
diagrams with guidance

gives writing a title and uses features such
as diagrams and illustrations and labels

— uses a partial organizational
framework, e.g., groups ideas
under headings

— composes simple sentences and
some compound sentences using
conjunctions such as and or but

organizes ideas and information with
confidence and uses headings to support
the reader

begins to use a variety of sentence
structures, beginnings, and lengths

— uses vocabulary drawn from oral
language and reading

uses a large and increasing bank of
topic-specific and personal-content
words to create meaning

— includes some written language
structures

— spells some high-frequency words
correctly and begins to use some
common spelling patterns

— locates words in the classroom on the
word wall in the environment

uses written language structures

spells most high-frequency words correctly
and shows a growing knowledge of
common spelling patterns

demonstrates independence by using a
writing resources, e.g., word lists, word
wall

— uses capital letters and full stops to
begin and end sentences

uses capitals, periods, and question
marks appropriately

Teacher-student conversations

Sophie’s learning step from her previous information
text was to add on to her ideas with details to add
interest for the reader.

The teacher reminded Sophie of this during her
conference. Together they looked at the shared writing

13

model where the teacher had added comments. Sophie
then added to her writing.

Throughout the unit the focus had been on asking
questions, and this was the organizing framework
demonstrated in shared writing (using a question as a
heading) with the students providing answers from the
text. Sophie has followed this model, although her
headings are actually statements.



Kindergarten: At Grade Level

ILLUSTRATING WRITING STANDARD 2

We are Experts: Penguins

This task was undertaken two weeks into a four-week unit on non- = watched while these were charted by the teacher

fiction reading and writing. The students drew and wrote an
information piece that included a title and one or two facts. The
students:

# took part in shared reading of the text “Penguins”
= brainstormed lists of facts they have learned about penguins

= worked in groups to identify questions that people who
weren’t experts about penguins might want to ask

took part in a shared writing, answering one of the questions
where the teacher modeled how to use the question as a
prompt for writing

selected the questions they felt best prepared to answer
used the graphic organizer to draw as planning for writing

wrote what they learned about penguins and used the shared
writing as a model

Transcript: Penguins

1. What do penguins look
like?

This piece of writing shows a clear response to the task, with Jose using a combination of drawing and
writing to convey information about penguins. This piece meets the standard for kindergarten.

Penguins have beak. and

Jose extends writing over

we feet and fllpr. and eyes.
e

Name

a number of days. Page 1
of 4 (W.K.2)

2.Where do penquins live?

Penquins live in the cold
ice and the ice water.a

3. What do penguins do?
Penquins canot fly.

i*/

Jose draws as a way of
planning for writing.
(W.K.2)

penqguins wdddle on the ice
4.What do penquins eat?
Penquins like fish and skd.

Jose establishes the topic in the
first sentence and supplies
information about the topic.
Penguins have ‘beak’ ‘feet’

Jose uses some content
specific vocabulary such
as “we’ feet, ‘fLPr ‘
‘penguins’, ‘beak’.
(W.K.2)

Jose can phonetically
spell words he is unsure

‘fLPr’, and ‘eyes’. (W.K.2)

of. He identifies the
dominant sounds.
(W.K.2)

Jose exceeds the standards in 'hij [
that he has picked up on the e

Jose uses a conjunction
‘and’ to join ideasin a

pattern of language from non- g [1 )
fiction texts and is writing in the

sentence. (W.K.2)

present tense. He has distanced
himself as a writer. Jose is also
able to group ideas. (W.K.2)

Jose is attempting to use
periods, but tends to

over-use them. (W.K.2,
LS.K.2.b)
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Name 70J€ ’j}l

4 / Jose began by selecting the paper with the
W n r\ . ' ~N question he wanted to answer. On pages 2, 3,
. Q e do Dan u | nS { {VQ ) and 4 he selected paper without questions
- 3

and wrote in his own. (RL.K.1)

Name IS [}

Wha+ do pehquins do!

2Ny 1hS
ON"+/0 g
and — #|d
€. Q,

nthUmS Cdhot N
p@nqu,nS Wdddio'

Jose uses labeled
illustrations in his

—writing. He uses the

circle with the line
through it to show

penguins cannot fly.
(W.K.2)

oh +ho

Name J. 0 C

14 ]

wWhagdo pENGuINS ea+!

Jose is beginning to revise and is able to
identify some of the words he is not sure

how to spell. Observations of Jose sh9wed y _Q Q[‘\O () / nj

he frequently reread what he had written

lhk&

to retain meaning before continuing T‘/ 2y
writing. (LS.K.4.a) L1,

15




Teacher Student Conversations

After the first draft, Jose explained that he had diagrams to help readers. He read what he had written, commenting on the
diagram of the penguin not being able to fly and how he put a line through it.

Teacher:
Jose:
Teacher:

Jose:

That is really interesting. Do you have anything else to tell the reader about penguins?

No.

Do you think it is ready for others to read — what are you going to do next?

Find words | don’t know.

Teacher praises and moves away leaving Jose rereading his work.

Jose’s Writing Rubric

Writing Standard 2: Kindergarten

Use a combination of drawing, dictating, and writing to compose informative/explanatory texts in which you name what you are writing
about and supply some information about the topic.

Student:

Ideas

Language Features Organization

Conventions

Teacher:
Level 1
Level 2
Well Below Grade _
Standard Approaching Grade Standard

— orally recounts own ideas

— chooses to write on a narrow range
of familiar topics

Class:

Kindergarten
Performance Indicators

— gathers information from reading and
forms and expresses simple ideas

Kindergarten

Level 4
Exceeds Grade Standard

— writes on unfamiliar topics gathering
ideas from listening to and reading texts

— tells what writing/drawing

is about

shows some evidence
of planning by drawing

— holds an idea in head long enough
to write it down

— begins to support ideas with some
detail

— plans by drawing pictures that
match writing

— plans for writing using talk, drawing,
and simple graphic organizers with
support

— begins to add or delete details and
comments, showing some selectivity in
the process

— plans by for writing using talk, drawing
and simple graphic organizers

beginning to separate
writing and drawing

— often writes lists of unconnected
ideas

— gives writing a title and uses
diagrams with guidance

— gives writing a title and uses features
such as diagrams and illustrations and
labels

places letter/drawings
randomly on the page

repeats a few known
symbols often using
letters from own name

— uses some organizational
structures, with support

— uses simple sentences with or
without punctuation

— uses a partial organizational
framework, e.g., groups ideas
under headings

— composes simple sentences and
some compound sentences using
conjunctions such as and or but

— organizes ideas and information with
confidence and uses headings to support
the reader

— begins to use a variety of sentence
structures, beginnings, and lengths

attempts to write down
words

— uses vocabulary from oral
language

— uses vocabulary drawn from oral
language and reading

— uses a large and increasing bank of
topic-specific and personal-content
words to create meaning

thinks ‘writing’ can be
read by others

uses drawings, signs,
and symbol to convey
message

— writing reflects oral language

— uses dominant sounds to
represent whole word.
Hears/records some sounds in
words with support

— includes some written language
structures

— uses written language structures

— spells some high-frequency words
correctly and begins to use some
common spelling patterns

— spells most high-frequency words
correctly and shows a growing knowledge
of common spelling patterns

writes random strings of
letters

— recognizes some words in print
but does not yet use these in
writing

— locates words in the classroom on
the word wall in the environment

— demonstrates independence by using
writing resources, e.g., word lists, word
wall

— forms some letters

correctly

— leaves a space between words

— uses capital letters and full stops to
begin and end sentences

— uses capitals, periods, and question
marks appropriately

16




Where to next
To move Jose towards the next learning step, the teacher might help him to focus on:
supporting ideas with some simple details or comments;
varying sentence beginnings;

paying more attention to correct use of periods.

This could be done by...
asking questions while conferring that prompt Jose to add detail;
modeling of writing using these strategies, and discussion about the process;

exploring models of writing which exemplify these strategies, giving feedback against the criteria that have been
set with Jose.

17
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We are Experts: Penguins
This task was undertaken two weeks into a four-week uniton = watched while these were charted by the teacher

non-fiction reading and writing. The students drew and wrote
an information piece that included a title and one or two facts.

The students:

took part in shared reading of the text “Penguins”
brainstormed lists of facts they have learned about penguins

worked in groups to identify questions that people who
weren’t experts about penguins might want to ask

Transcript: Where do
Penguins live?

Kindergarten- Below Grade

ILLUSTRATING WRITING STANDARD 2

= took part in a shared writing answering one of the questions
where the teacher modeled how to use the question as a
prompt for writing

= selected the questions they felt best prepared to answer
= used the graphic organizer to draw as planning for writing

= wrote what they learned about penguins and used the shared
writing as a model.

This piece of writing shows an attempt at a response to the task, with Do-nnell using a
combination of drawing and writing to convey information about penguins. This piece does not
meet the standard for kindergarten.

Where do penquins live?
penguins live in Cld Col plu-
cold cold

Do-nnell’s writing does not
meet standard because the
teacher needed to draw for
her (she did add to the
picture). The picture has a
label “beck” and this does not
match his writing. The first two
words were copied from the
question (which shows
independence). Do-nnell then
became stuck. The teacher
supported by having her orally
rehearse what she wanted to
say then helped her count the
words. The teacher drew lines
for the words as a support.
(W.K.2)

Do-nnell has used the model
provided by the teacher and
begun her writing “penguins
live...” (W.K.2)

Do-nnell can write her

~ [ N\ M\ " ,/—l:—i’“ name
Name( )LJ"_ |' \'- V|

|
g T

4 Where do penguins live? Do-nnell is beginning
g to draw as a way of

planning. (W.K.2)

Do-nnell can
phonetically spell
words she is unsure of.
She can identify most
sounds. (LS.K.2.d)

Do-nnell is not yet
punctuating her work.
The period was put

[ there by the teacher.
(LS.K.2.b)

Do-nnell has difficulty
e sustaining writing
independently.

heena Hervey (AUSSIE) for New City Department of Education
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Teacher Student Conversations
During the first draft:

Teacher: Can you tell me what you want to tell the reader?

Do-nnell: Where the penguins live

Teacher: That will be interesting — | like the label in your diagram. Can you read what you
have written so far?

Do-nnell: penguins live

Teacher: What do you want to say next?

Do-nnell: in (pause) in cold cold places

Teacher: You know how to write ‘in’ (teacher waits while she writes) — well done — tell

me again what you are going to write next.

Do-nnell: Penguins live in cold, cold places (counting on her fingers). Teacher draws the
lines for each word and leaves Do-nnell to finish.

Do-nnell’s writing rubric.

Writing Standard 2: Kindergarten

Use a combination of drawing, dictating, and writing to compose informative/explanatory texts in which you name what you are writing
about and supply some information about the topic.

[N Department of
. \1‘ 4 Education

i =2 heena Hervey (AUSSIE) for New City Department of Education
Page [9
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Level 1
Well below Grade
Standard

— orally recounts own
ideas

Level 2
Approaching Grade
Standard

— chooses to write on a narrow
range of familiar topics

Kindergarten
Performance Indicators

— gathers information from
reading and forms and
expresses simple ideas

Level 4
Exceeds Grade Standard

— writes on unfamiliar topics
gathering ideas from listening to
and reading texts

Ideas

— tells what
writing/drawing is
about

— holds an idea in head long
enough to write it down

Language Features Organization

Conventions

— begins to support ideas with
some detail

— begins to add or delete details and
comments, showing some
selectivity in the process

— shows some — plans by drawing pictures — plans for writing using talk, — plans for writing by using talk,
evidence of that match writing drawing, and simple graphic drawing, and simple graphic
planning by organizers with support organizers
drawing

— beginning to — often writes lists of — gives writing a title and uses — gives writing a title and uses
separate writing unconnected ideas diagrams with guidance features such as diagrams and
and drawing illustrations and labels

— places — uses some organizational — uses a partial organizational — organizes ideas and information

letter/drawings
randomly on the

page

— repeats a few
known symbols often
using letters from
own name

structures, with support

— uses simple sentences with
or without punctuation

framework, e.g., groups ideas
under headings

— composes simple sentences
and some compound
sentences using conjunctions
such as and or but

with confidence and uses headings
to support the reader

— begins to use a variety of sentence
structures, beginnings, and
lengths

— attempting to write
down words

— uses vocabulary from oral
language

— uses vocabulary drawn from
oral language and reading

— uses a large and increasing bank
of topic-specific, and personal-
content words to create meaning

— thinks ‘writing’ can
be read by others

— uses drawings,
signs, and symbols
to convey message

— writing reflects oral language

— includes some written
language structures

— uses dominant sounds to
represent whole word.
Hears/records some sounds
in words with support.

— writes random
strings of letters

— recognizes some words in
print but not yet using these
in writing

— forms some letters
correctly

— leaves a space between
words

— spells some high-frequency
words correctly and begins to
use some common spelling
patterns

— locates words in the classroom
on the word wall in the
environment

— uses capital letters and full
stops to begin and end
sentences

— uses written language structures

— spells most high-frequency words
correctly and shows a growing
knowledge of common spelling
patterns

— demonstrates independence by
using a writing resources, e.g.,
word lists, word wall

— uses capitals, periods, and
question marks appropriately

Where To Next

To move Do-nnell towards her next learning step, the teacher might help her focus on:

« extending ideas with some simple comments;

» getting her ideas down efficiently by using word resources around the room;

« orally rehearsing her writing to help clarify her ideas.

This could be done by...

* ongoing class and individual discussion, prompting further detail through questioning;

« further shared reading and writing of informational texts;

= conferencing in reading and writing programs.

‘I
‘\i
S
|
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Task Non-exemplar

How does this task differ from the penguin task?
Task Description:

After reading The Playground by Aksel Gake, The students can
illustrate his or her favorite activity on the playground. The
students will match label to the picture.

Standards: W.K.2 Use a combination of drawing, dictating,
and writing to compose informative/explanatory texts in
which they name what they are writing about and supply
some information about the topic.
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Tasks Change the Experience

1.

How does this task show students doing the m
thinking from the text?

How does this task allows students to engage in
productive struggle and rigor around literacy?

How does this intentional planning cause
coherence?

How does this task match the text's purpose to the
depth of the standard?

TN
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Connecting to the TEAM Rubric

Indicators Descriptors (Level 5-
Significantly Above Expectation)

Instructional Plans Instructional plans include:
(Planning) » measurable and explicit goals aligned to state content
standards;

TN

| TEAM Administrator Rubric |

TEAM General Educator Rubric
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http://team-tn.org/wp-content/uploads/2013/08/Administrator-Evaluation-Rubric-2015-16.pdf
http://team-tn.org/wp-content/uploads/2013/08/TEAM-General-Educator-Rubric.pdf

The Cycle of Assessment

Assess: How is student learning P
being measured or determined for M..,'T
the identified learning target(s)?

TN
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Formative Assessment

Formative Assessment (for learning)

“Formal and informal processes teachers and students use
to gather evidence for the purpose of improving learning.”

Difference - PURPOSE

Summative Assessment (of learning)
“Assessments that provide evidence of student

achievement for the purpose of making a judgment about
student competence or program effectiveness.”

TN
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Connections to Written Expression

Writing should be an expression of understanding that
synthesizes new knowledge and is incorporated into every
day learning.

The goal is for the students to view writing as a way to share
and express their learning.

® Writing is not general skill that should be
taught independent of reading.

Writing is a powerful formative and/or summative
assessment. —_—
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Written Expression

Effective writing experiences should show us the
following:

« students’ understanding of new knowledge;

students’ ability to synthesize new knowledge;
« students’ ability to express new knowledge;

« students’ mastery and misconceptions;

« struggles for groups of students;

« and, any misconceptions about the concept.

Where do you see these types of writing experiences in your

school or district?

Key Question 3 Page 82



Written Expression

When writing is an extension of reading and meaning

making, how does writing become a formative assessment
tool?

In using a writing sample as a formative assessment tool, the
purpose would be to gather evidence to improve student
learning.

What would a teacher learn from a student writing sample?

Key Question 3 Page 83



Connecting to the TEAM Rubric (Literacy)

Descriptors (Level 5-
Significantly Above Expectation)

Student Work  Assignments require students to:

(Planning) « organize, interpret, analyze, synthesize, and
evaluate information rather than reproduce it;
« draw conclusions, make generalizations, and
produce arguments that are supported through
extended writing; and
» connect what they are learning to experiences,
observations, feelings, or situations significant in their daily

lives both inside and outside of school. TN

TEAM Administrator Rubric

| TEAM General Educator Rubric |
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The Cycle of Assessment

Teach
Mission &
. Vislon: f
Action Toeducate ALL Assess
students

Anal yZ€

Analyze: How is the information
from assessments being analyzed?

TN
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Types of Analyses

Specific Analysis Global Analysis m

What does the student work show How well did my class do as a
that the students know? whole?

What are the strengths and

What does the student work show weakresses Inthestandards?

that the students do not know?

Who are strong and weak
What are the students thinking? students?

What gaps exist in the students'’ What do our TVAAS reports say
thinking? about our students?

What are the implications of this ~ Who should be in tier 2 or tier 3
work for instruction? intervention? .

TN
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Bridge to Practice

B

When you walk the hallways of your building, what
does student work look like?

What kinds of writing tasks are occurring?

We asked you to bring five samples of student work.
Let’s look at your student work.

Let's look at work samples that are deeply analyzed.

TN
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Bridge to Practice Work Samples

This piece of writing shows a clear response to the task, with Sophie using a combination of drawing
T e and writing to convey information about animal she was an expert on. This piece is above the
Cool Facts standard for kindergarten in that Sophie used the charted facts o write on penguins and then used

penguins could surf in

the text to find further information such as the tvoes of penauins

(‘hcrc belies and in their # 5 Sophie includes more

feet to land. Penquins than one idea in her

have big eys to see under piece without teacher

ye d support. (W.K.2)

water. 74

What penguins eat :

Pengutns eat fish squid

.m:i' shellfish. Penguins eat way o’f;;ms‘:,

krill too. ~writing. (WK 2)
Sophie is beginning
to use more complex
sentence structures.

Sophie gives her writing a LWK2)

topic. She exceeds the

standard in that she organizes

her ideas under headings

(WK2)
Adds detail to provide
more information for

Sophie can phonetically spell | the reader. W.K.2)

words she is unsure of and

she has a visual knowledge of

spelling pattemns. (LS K 2.c)

Sophie exceeds the
Sophie exceeds the standards standard in that she
in that she has picked up on < extends her writing
the pattern of language from over a number of
non-fiction texts and is writing pages and grouping
in the present tense. She is ideas under
able to distance herself as a . headings. (WK2) TN
writer. (W.K.2 LSK 1)
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Bridge to Practice Work Samples

1. What do penguins look
like?
Penguins have beak. and
we feet and fllpr. and eyes
2.Where do penguins live!
Penguins live in the cold
ice and the ice water.a
3. What do penguins do!
Penguins canot fly
pcr::jums wdddle on the 1ce
4.What do penguins eat?
Penguins like fish and skd

This piece of writing shows a clear response to the task, with Jose using a combination of drawing and
writing to convey information about penguins. This piece meets the standard for kindergarten.

Jose establishes the topic in the
first sentence and supplies
information about the topic.
Penguins have 'beak’ ‘feet’
‘fLPr’, and ‘eyes’. (W.K.2)

Jose exceeds the standards in
that he has picked up on the
pattern of language from non-
fiction texts and is writing in the
present tense. He has distanced
himself as a writer. Jose is also
able to group ideas. (W.K.2)

Key Question 3 Page 90

=

Jose extends writing over
a number of days. Page 1
of 4 (W.K2)

Jose draws as a way of
planning for writing,
WK2)

Jose uses some content
specific vocabulary such
as “we' feet, fLPr’
‘penguins’, ‘beak’
(WK2)

Jose can phonetically
spell words he is unsure
of. He identifies the
dominant sounds.

WK2)

Jose uses a conjunction
‘and’ to join ideas in a
sentence. (W.K.2)

Jose is attempting to use
periods, but tends to
over-use them. (W.K2,
LSK2b)

TN



Bridge to Practice Work Samples

Transcript: Where do
Penguins live?

This piece of writing shows an attempt at a response to the task, with Do-nnell using a
combination of drawing and writing to convey information about penguins. This piece does not

meet the standard for kindergarien.

Where do penquins live!
pengutns live in Cld Col plu-

cold cold

Do-nnell’s writing does not
meet standard because the
teacher needed to draw for
her (she did add to the
picture). The picture has a
label "beck” and this does not
match his writing. The first two
words were copied from the
question (which shows
independence). Do-nnell then
became stuck. The leacher
supported by having her ocally
rehearse what she wanted 1o
say then helped her count the
words. The teacher drew lines
for the words as a support
WK2)

Do-nnell has used the model
provided by the teacher and
begun her writing *penguins
live...” (W.K2)

N

Do-nnell can write her
name

Do-nnell is beginning
to draw as a way of
planning. (WK.2)

Do-nnell can
phonetically spel
words she is unsure of.
She can identify most
sounds. (LS K24d)

Do-nnell is not yet
punctuating her work
The period was put
[ there by the teacher.
(LSK2b)

Key Question 3 Page 91
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Bridge to Practice Discussion

1.

Are your work samples tied to standards?

. How can the writing samples you have be used as a

formative assessment?
What do the writing samples tell you about students?

What do they not tell you about students can do?

Key Question 3 Page 92
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Connecting to the TEAM Rubric

Descriptors (Level 5-
Significantly Above Expectation)

Assessment Assessment Plans:

(Planning) + are aligned with state content standards;
* have clear measurement criteria;
+ measure student performance in more than
three ways (e.g., in the form of a project, experiment,
presentation, essay, short answer, or multiple choice test);
* require extended written tasks;

Student Work Assignments require students to:
(Planning) + organize, interpret, analyze, synthesize, and
evaluate information rather than reproduce it;
« draw conclusions, make generalizations, and
produce arguments that are supported through
extended writing; and
+ connect what they are learning to experiences,
observations, feelings, or situations significant in their daily lives
both inside and outside of school. TN

TEAM Administrator Rubric

TEAM General Educator Rubric
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Cycle of Assessment - Action
Notes:

The Cycle of Assessment

| Teach
Mission &
? Vishon:
Action ["ENIENIEE Assess
stadents

Analvze
!..(_..'.‘/ _//.4

Action: What actions or changes
are taking place based on the
findings of that analysis?

TN
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Scaffolding

The term scaffold, as applied
to learning situations, comes
from Wood, Bruner, and Ross
(1976), who defined it as a
process “that enables a child
or novice to solve a task or
achieve a goal that would be
beyond his unassisted
efforts.”

Guided Instruction-Fisher and Frey, 2010

Image retrieved from http.//serc.carleton.edu/details/images/765.html
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Auther Menegraphs

Effective Use of
the Gradual Release

of Responsibility Model

By
Dr. Douglas Fisher

Professor of Language and Literacy Education

San Diego State University

Evidence on effective instruction is
accumulating at an amazing rate.

We know that all learners need

purposeful instruction in reading

skills and strategies, motivation

to read, access to a wide

variety of texts, and authentic

opportunities to read and write

both inside and outside of school

(Farstrup & Samuels, 2002; Fink

& Samuels, 2008). We also know

that students need to develop

their expertise in all aspects of

reading and writing, including

oral language, phonemic awareness, phonics,
vocabulary, fluency, and comprehension (Frey &
Fisher, 2006). And we also know that the skills of
the teacher, and how the teacher uses valuable
instructional time, matters.

This evidence on effective literacy teaching,
which includes small group instruction,
differentiation, and a response to intervention,
presents a challenge for many teachers and
schools. Clearly, whole-class instruction will not
work to improve the literacy achievement of our
children. To be effective, teachers have engaged
students in purposeful instruction designed to
meet the needs of individual and smaller groups
of students.

The Gradual Release of
Responsibility Model

A common way that teachers can
do this is to use a gradual release
of responsibility model (Pearson

& Gallagher, 1983). The gradual
release of responsibility model

of instruction requires that the
teacher shift from assuming “all
the responsibility for performing

a task ... to a situation in which
the students assume all of the
responsibility” (Duke & Pearson,
2002, p. 211). This gradual release
may occur over a day, a week, a month, or a
year. Stated another way, the gradual release of
responsibility “... emphasizes instruction that
mentors students into becoming capable thinkers
and learners when handling the tasks with which
they have not yet developed expertise” (Buehl,
2005).

The gradual release of responsibility model of
instruction has been documented as an effective
approach for improving literacy achievement
(Fisher & Frey, 2007), reading comprehension
(Lloyd, 2004), and literacy outcomes for English
language learners (Kong & Pearson, 2003).
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Components of the Gradual Release of
Responsibility Model

As delineated in the visual representation in
Figure 1 (Fisher & Frey, 2008), there are four
interactive (or interrelated) components of a
gradual release of responsibility model:

¢ Focus Lessons. This component allows

the teacher to model his or her thinking and
understanding of the content for students.
Usually brief in nature, focus lessons establish the
purpose or intended learning outcome and clue
students into the standards they are learning.

In addition to the purpose and the teacher
model, the focus lesson provides teachers and
opportunity to build and/or activate background
knowledge.

¢ Guided Instruction. During guided
instruction, teachers prompt,

¢ Independent work. As the goal of all of

our instruction, independent learning provides
students practice with applying information

in new ways. In doing so, students synthesize

information, transform ideas, and solidify their
understanding.

Importantly, the gradual release of responsibility
model is not linear. Students move back and
forth between each of the components as they
master skills, strategies, and standards.

How is the Gradual Release of
Responsibility Used?

The gradual release of responsibility model
provides teachers with an instructional
framework for moving from teacher knowledge
to student understanding and application. The
gradual release of responsibility model ensures
that students are supported in

guestion, facilitate, or lead
students through tasks that
increase their understanding

of the content. While this can,
and sometimes does, occur with
the whole class, the evidence

is clear that reading instruction
necessitates small group
instruction. Guided instruction
provides teachers an opportunity
to address needs identified

on formative assessments and
directly instruct students in

“As part of a gradual
release of responsibility
model, curriculum must

be vertically aligned.”

their acquisition of the skills and
strategies necessary for success.

Implementing the gradual
release of responsibility model
requires time. Instructional
planning can consume hours of
a teacher's time. As teachers,
we have to plan for a diverse
group of learners, students
learning English, students who
find reading easy and those
who struggle, and students who

specific literacy components,
skills, or strategies.

e Collaborative Learning. To consolidate
their understanding of the content, students
need opportunities to problem solve, discuss,
negotiate, and think with their peers.
Collaborative learning opportunities, such as
workstations ensure that students practice and
apply their learning while interacting with their
peers. This phase is critical as students must

use language if they are to learn it. The key to
collaborative learning, or productive group work
as it is sometimes called, lies in the nature of the
task. Ideally each collaborative learning task will
have a group function combined with a way to
ensure individual accountability such that the
teacher knows what each student did while at
the workstation.

need strategic intervention to be
successful. As part of a gradual
release of responsibility model, curriculum must
be vertically aligned. Our students do not have
time to waste on skills and strategies they have
already mastered. Similarly, without strong
vertical alignment as part of the gradual release
of responsibility model, skills can be missed.

What is vertical alignment?

Vertical alignment is both a process and an
outcome, the result of which is a comprehensive
curriculum that provides learners with a coherent
sequence of content. Vertical alignment

ensures that content standards and reading

skills and strategies are introduced, reinforced,
and assessed. Vertical alignment guarantees
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that instruction is targeted on the intersection
between student needs and content standards.
In curricula with strong vertical alignment,
content redundancy is reduced and the
curriculum is rigorous and challenging.

Why is vertical alignment important?

First and foremost, strong vertical alignment
accommodates a wide variety of developmental
levels and is designed to increase the
intellectual, personal, physical, social, and career
development of all students. Vertical alignment
allows teachers increased precision in their
teaching because they are not teaching content
that is covered elsewhere or that students have
mastered previously. Vertical alignment also
ensures that specific content standards are

not entirely missed as a teacher at one grade
assumes someone else focused on that content.

Conclusion

With strong vertical alignment and purposeful
instruction, students learn. While there are many
reasons that children struggle with reading

and writing, there are not endless numbers

of solutions. Students who find literacy tasks
difficult deserve increased attention from their
teachers, quality reading materials, and authentic
opportunities to read and write. If we provide
them with these essentials, we can expect great
things. If we do not, we cannot expect students
to know themselves or their world.
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Teacher Responsibility

“I do it”

“We do it”

“You do it
together”

“You do it
alone”

Figure 1
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12/08 10M




Effective components of Scaffolding

A Model for Success for All Students
“Gradual Release of Responsibility”
TEACHER RESPONSIBILITY

13 49
Direct Instruction Idoit

ooooooooooooooooooooooooooooooooo

Guided “We dO
Instruction it”

“You do it
together”

Independent “You do it
alone”

STUDENT RESPONSIBILITY

Fisher, D., & Frey, N. (2008). Better learning through structured teaching: A framework for the gradual
release of responsibility. Alexandria, VA: Association for Supervision and Curriculum Development.
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Discussion
« When did “l do” occur? m

« When did “we do” occur?

« When did “you do it together” occur?

* When did “you do it independently” happen?

TN
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How does Gradual Release of Responsibility fit into
effective reading practices

Read About It

Think About It

Talk About It

Write About It
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alone”



Teacher Partnerships

Areas for Leader Actions

LEADER
ACTIONS
] ]
Teacher
Cycle of Partnerships
Assessment
Standards Formative Analysis of Instructional
& Tasks Assessment Work/Data Scaffolding

Key Question 3 Page 99



How do you build teacher capacity?

Teacher knowledge and practice are critical. Educators
must have a deep understanding of the art and science of
literacy instruction in order to develop lifelong readers.

TN

-
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Observe
Practice

Allow
Teachers to
Practice

Provide Peer
Discussion
Opportunities
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Provide
Prepared or

Ready
Feedback

Use Teacher
and Video
Models




Teacher Partnerships

« Teacher partnerships
provided job embedded,
collaborative professional
learning focused on a
specific topic.

« Partners work
collaboratively during
regular times to strengthen
practice.

» Teacher partnerships build
capacity and create a
culture of learning

throughout the school.

https://gp: press.com/category/gp ‘page/2/
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Leaders Build Teacher Capacity

Students need access to highly effective teachers.

Students who had highly effective teachers
were far more likely to advance to a higher
achievement level than students who did not.

Lower achieving students are significantly

4 Vi LV TS 4 L
less likely to be placed in the classrooms of s \ 9y 8/ s
our highest rated teachers. F 1
d S t to Ensure
l/_B‘ecatioenr: TeuaPCZer Siicat
Readiness
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Tennessee’s plan to ensure equitable access to excellent educators is a continuation of the work we
have engaged in over the last several years to improve students’ access to effective teaching. Through
our Race to the Top plan, we have focused on a set of ambitious goals to address achievement gaps and
ensure growth for all students. Our efforts to address issues of inequity are evident in many of the
human capital strategies and initiatives we have implemented in pursuit of these goals. Moving into the
2015-16 school year, Tennessee aims to maintain its emphasis on rigorous standards, aligned
assessment and strong accountability and to focus on five priority areas: early foundations and literacy,
high school and the bridge to postsecondary, all means all, educator support and district empowerment.
As part of this new plan, we continue to refine the ways we examine equity issues, consider the state’s
key levers in addressing these issues, and develop a set of new data metrics to consider and share.

Theory of Action
Our theory of action for addressing issues of inequity centers on the following principles and key beliefs:

e Research shows that teachers have a greater impact on student achievement than any other in-
school factor. Yet some students, in many instances the students who need good teaching the
most, systematically do not have the same access to effective teaching.

e We believe this gap develops as a result of two key issues: 1) an inadequate supply of effective
teachers and 2) the within- or between-school factors limiting access to effective teachers for
particular groups of students. We carefully examine data metrics for each of these issues.

e There are a number of factors that impact a district’s supply of effective teachers and students
access to those teachers. To address these issues we need to continue working with districts to
improve human capital management—preparation, recruitment, hiring, staffing, evaluation,
development, retention, and compensation. Much of this work has been underway in
Tennessee over the last several years.

e Districts vary considerably in the set of human capital issues they face, and improving access to
meaningful data we believe will lead to improved district-level decision-making in this area.

e Our strategy for engagement includes several phases: initial support for districts across the full
spectrum of human capital decisions, providing data to districts to facilitate targeted analyses
and initiatives, and, finally, public transparency and accountability for equity and results.

Data and Performance
Defining the Issue: We describe state-level equity gaps in terms of both the supply and access to highly

effective teachers. Highly effective teachers are defined as those teachers who achieve a level four or
five rating on our Tennessee Value Added Assessment System (TVAAS). We believe that focusing on
outcome measures like student growth is critical to improving equitable access.



Supply of Effective Teachers: To consider issues of equity, we first begin with the supply gap. As
evidenced in Figure 1, we know that not all districts currently have the same supply of highly effective
teachers. For some districts, the challenge of addressing issues of equity will begin with improving the

pipeline of incoming teachers as well as the effectiveness of current teachers.
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Access to Effective Teachers: We also examine issues of access by determining whether particular groups
of students have more or less access to effective teachers. We looked at this issue considering a variety
of student groups, including prior achievement levels, minority, and low-income status. We ultimately
chose to focus our analysis on advanced v. below basic students’ access to highly effective teachers for

several key reasons:

e We have a statewide focus on achievement and gap closure. In order to improve achievement of
all students in our state, we must ensure our lowest achieving students have access to highly
effective teaching

e Asignificant majority of our students who are low-income or minority are also low-achieving.

e The majority of our schools are homogenous in terms of racial and economic makeup. If we
focused solely on minority or low-income students rather than on low achieving students of any
race or income level, we would limit our ability to detect inequities between students within a
single school.

Similar to what we found with supply data, we know that our districts vary considerably in the size of
their equity gaps (i.e., the difference in access across student groups to highly effective teachers). Figure
2 below highlights that district variation in gap size.
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We also examined the underlying data about the types of equity gaps in each district. In our analysis we
considered both gaps caused by within- and between-school differences. Our districts vary widely in the
type of equity gaps that we saw.

Stakeholder Engagement

We have been engaged in ongoing stakeholder engagement about issues of human capital. We also
engaged in some preliminary stakeholder engagement on these particular issues and have continued to
engage in discussions with district leaders, teachers and external groups throughout Spring 2015.
Internally, we formed a workgroup consisting of members of the Teachers and Leaders Division and the
Research and Policy teams. We also engaged a broader network of internal stakeholders and held day-
long planning meeting with representatives from multiple other teams including, our District Support
Office, Office of Consolidated Planning and Monitoring, and our Commissioner’s Office.

External stakeholder engagement will be a critical focus of our efforts in 2015. We already address
issues of human capital with a variety of stakeholder groups, and the engagement around this plan will
capitalize on these existing stakeholder meetings. We will continue to communicate with several key
audiences regarding this plan, including:

e Directors of Schools

e Supervisors and principals

e Teachers and teacher advocacy groups
e Other external education organizations

A full matrix outlining specific organizations and groups is included in the full draft. In November 2014,
solicited input from a small group of districts to discuss issues of human capital management and
compensation. We provided these districts with a state level overview of new equity metrics and piloted
an initial version of a human capital data report. Connecting with small networks of district leaders for



feedback will be a critical component of our ongoing engagement plan. In April and May 2015, we
solicited input from the Board of Directors of the Tennessee Organization of School Superintendents,
the Commissioners Teacher Advisory Council and a group of external organizations such as the
Tennessee Education Association, the Urban League of Middle Tennessee, and the Tennessee Business
Roundtable, to name a few.

Root Cause Analysis

Given the variety of supply challenges and the size and type of equity gaps seen in our district data, we
recognize that root causes will likely vary across districts. This is an area where we want to further
engage stakeholders to understand the variety of root causes at the district level. We do anticipate,
however, that there are some common root causes for supply and access challenges. The following is a
list, more fully explained in the full plan, of what we anticipate those common root causes might be:

e Rural challenges

e Lack of quality preparation programs in specific geographic or subject areas
e Inadequate feedback, coaching, and professional learning for teachers

e Variance in leadership skills and capacity

Strategies for Achieving Objectives
We hope to capitalize on the strong policy foundation laid through our Race to the Top grant and other

key initiatives to continue to address issues of equity. The strategies we are proposing fall into several
phases designed to allow the state and districts opportunity to analyze new data metrics, build off of
successful practices, and design local solutions. The graphic below outlines the key phases we intend to
implement.
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In Phase 0 we will further our implementation of existing policies and practices. Initiatives like
evaluation and differentiated pay have helped to address issues of both supply and access in the last
several years. Other initiatives have focused specifically on improving the incoming and existing supply
of educators or specifically addressing educator access. We have made changes to educator preparation
policy, embarked on new partnerships to improve recruitment and hiring, and invested heavily in
improving professional learning opportunities for teachers. In Phase 1 we will share new data metrics
with districts through human capital reports and allow districts the time to develop and implement
responses to this new information. Phase 2 will focus on a series of targeted supports for those districts
with the greatest challenges. Finally, in Phase 3 we will ensure public transparency by reporting about
our progress in closing equity gaps.

Ongoing Monitoring and Support

The state has heavily invested in support structures for districts throughout the last few years. These
support structures will play a valuable role in supporting districts in addressing supply or access
challenges. Our regional support offices, Centers of Regional Excellence (CORE), are charged with
support of district achievement and will play a large role in assisting districts in planning and
implementing equity strategies. We will also monitor equity data through a yearly release of new human
capital data reports as well as providing regular updates to external stakeholders. To foster cross-
departmental work streams and transparency, this data will be also shared with the Division of
Consolidated Planning and Monitoring (CPM) and utilized as part of the annual LEA risk-assessment to
prioritize district support and strategic planning.
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Four years ago Tennessee set forth an ambitious goal to become the fastest improving state in the
nation. We believed the future welfare of our state and the livelihood of our students hinged on our
success in this effort. Over the course of the last few years, the state added to the solid foundation laid
through previous efforts to ensure the attainment of this vision. We use a multiple measures model
including student growth to evaluate all teachers and principals in an effort to provide meaningful
feedback to improve instruction. We are committed to implement a set of college- and career- ready
standards so that all students graduate prepared for post-secondary success. We also set rigorous
proficiency and gap closure targets to measure the progress of all students and districts.

In November 2013, Governor Bill Haslam announced that Tennessee educators and students had in fact
achieved this goal of becoming fastest improving. Fourth graders jumped from 46™ in the nation in math
as measured by the National Assessment of Educational Progress (NAEP) to 37", while their scores in
reading accelerated from 41% to 31°. Eighth grade scores had a similar trajectory, and the overall growth
of the state outpaced all others. The fall of 2014 also saw the state’s biggest improvement in ACT scores
since all students began taking the assessment in 2010.

While the attainment of these goals represented a watershed moment in Tennessee education, our
vision is not complete. We know that while we have made progress in closing achievement gaps
between minority and economically disadvantaged students and their peers, we can do more to ensure
that all students achieve. Tennessee students on average still perform at proficiency levels in the bottom
half of the nation, and less than 19 percent of our graduates meet all of the ACT college-readiness
benchmarks. Furthermore, economic forecasts have shown that within the next five years that more
than half of the state’s jobs will require postsecondary credentials while currently only 32 percent of
Tennesseans have these credentials. These statistics look even graver when we consider the outlook for
our students who are furthest behind, often those who are low income and minority students.

As we approach the next phase of our work, we are bolstered by another set of goals. Our Governor laid
forth the “Drive to 55”, an ambitious plan to increase the percentage of Tennesseans with
postsecondary credentials from 32 to 55 percent. This initiative is accompanied by another historic
program—Tennessee Promise—the only free, public P-14 education system in the nation. Tennessee
Promise offers two tuition-free years of community or technical college to all graduating seniors. This
program offers the potential to substantially alter the college-going prospects for students throughout
our state and further highlights the importance of our P-12 responsibility to ensure that all students are
prepared to take advantage of these new opportunities.

Moving into the 2015-16 school year, Tennessee aims to maintain its emphasis on rigorous standards,
aligned assessment and strong accountability and to focus on five priority areas: early foundations and
literacy, high school and the bridge to postsecondary, all means all, educator support and district
empowerment. We will not achieve our goals of postsecondary success for all students unless we ensure
students’ access to effective educators. Educators are the largest in-school factor contributing to



student achievement, and our assurance that all students, regardless of prior achievement, minority, or
income status, have access to effective teaching is a critical part of our mission as a state agency.

This plan sets forth a careful examination of our state data and considers two key issues of equity:
access to effective teachers and the supply of effective teachers. We analyze gaps in these two metrics
at both the state and district levels revealing variations in the size and types of gaps present throughout
the state. We also thoughtfully consider possible root causes of these issues and outline our stakeholder
engagement plan to further investigate these causes and possible strategies. Finally, we highlight the
crucial state levers and strategies for addressing these equity issues. These strategies include
strengthening our current policies and practices, sharing new data metrics with districts, providing
targeted support for districts with the greatest challenges, and ultimately ensuring public reporting and
transparency as a mechanism for holding ourselves accountable to addressing this important issue of
equitable access to effective teaching.
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During the development of this plan, we considered a few key issues concerning equitable access. First,
we worked with leaders across our state agency to better understand and connect the way various
divisions and programs were already addressing issues of access to effective educators. We established
an equity workgroup of representatives from our internal Office of Research and Policy as well as our
Teachers and Leaders division to consider not only what data metrics we might analyze to better
understand this issue, but also to grapple with difficult questions about the state’s role and key levers
for addressing problems of inequity.

Research shows that teachers have a greater impact on student achievement than any other in-school
factor.” They are especially important for students who do not have the same access to additional
resources outside of school. Yet some students, in many instances the students who need good teaching
the most, systematically do not have the same access to effective teaching.

Analysis of Tennessee’s data echoes the above findings. As seen in the figure below, students who score
at lower achievement levels are much more likely to achieve proficiency if they have a highly effective
teacher. The relationship between teacher quality and student success is even stronger for our most
disadvantaged students. This national and state level research about the importance of access to
effective teaching formed the basis of our theory of action and research into the state and district equity

gaps.
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We sought to better understand whether particular subgroups of students based on minority, income,
or prior achievement status had the same access to effective educators as their peers. In examining this
data, we find that students from the most disadvantaged subgroups tend to have less access to the most

!sa nders, W. L., & Rivers, J. C. (1996). Cumulative and residual effects of teachers on future student academic
achievement (Research Progress Report). Knoxville, TN: University of Tennessee Value-Added Research and Assessment Center.

9



effective teachers than their peers. Importantly, we find substantial variation across districts in the
state, with the state-level gap in access driven by particular districts rather than by a homogenous
pattern of inequitable access in all districts across the state.

We hypothesize that a number of factors influence a district’s supply of effective teachers and the
extent to which certain students receive access to these teachers. Supply-side factors likely include the
quality of and proximity to teacher preparation programs, recruitment and teacher hiring practices,
geographic labor markets, teacher evaluation and professional development, teacher retention, and
compensation strategies. Factors affecting access include the quality of school leadership, teacher
preferences about schools and courses, district assighment of teachers to schools (where applicable),
principal assignment of teachers to courses, and school assignment of students to teachers.

The varied root causes of inequity as well as the heterogeneous nature of the size and type of equity
gaps across districts precipitated an important dialogue around the state agency’s role in addressing
issues of inequitable access. While we know that many of the root causes lie in systemic issues outside
of education or are issues best addressed through district solutions, we also recognize several key levers
that the state can utilize to call attention to and address inequitable access. Providing the right policy
context to empower districts to make human capital decisions for their district is invaluable, along with
the invaluable role that the state can play in providing data transparency around key issues. Our plan
builds off of these strategies in a multi-phased approach to consider current initiatives like evaluation
and differentiated pay and providing districts with access to new data metrics. We believe that sharing
this data will enable the majority of districts to address issues, while the state will also provide a series
of targeted supports for those districts with more severe challenges. Finally, ensuring regular
mechanisms to share the state’s progress in addressing equitable access to effective teachers will hold
both the state agency and districts accountable for improvement.

10
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Tennessee measures teacher effectiveness based on teachers’ contributions to student learning. In
2011-12, Tennessee implemented a new policy around statewide teacher evaluation. The evaluation
system is comprised of multiple measures including teacher observations, student growth, and student
achievement measures. For the purpose of this analysis we use a measure of teacher effectiveness from
our evaluation system, the Tennessee value-added assessment system (TVAAS). This measure provides a
statistical estimate of a teacher’s contribution to students’ learning. It also provides the greatest amount
of variation. Under this system teachers are categorized as a level one to five.

In this analysis we define highly effective teachers as teachers scoring a level four or five on TVAAS in
math and reading/language arts on a five-point scale. A level four or five score indicates that a teacher’s
students tended to show more growth than expected. We use one-year TVAAS scores in the year prior
to assignment.

To identify issues of equity, we examined both the supply of highly effective teachers as well as
particular students’ access to those highly effective teachers. For a district to address an issue of equity
they must first ensure that they have a high quality supply of teachers, then consider which students are
assigned to those teachers. We felt that this two-prong analysis was critical for capturing the complexity
of equitable access issues.

AAAAA

In order to provide students’ access to highly effective teachers they must have a sufficient supply of
highly effective teachers. The table below shows the variation in highly effective teachers across
subjects at the state level. The percentage of highly effective teachers ranges from 42 to 56 percent.
Forty-five percent of the elementary teachers in Tennessee received a TVAAS score of four or five and
would be considered highly effective for the purpose of this analysis.

¢l-ofS my {U1-iS [SOSE {dLiLe

tSI0SyaI-3S 27 ¢SI-0KSIE SliK 1-n

20 p ¢ 1 1{ 50205

9fSY SylilHie 45%
TivH al-iK 56%
TiMH 9y3taKK [ 1-y3dz1-3S 1 43%
TimH {0ISy0S 42%
TimH {2001 {{dzRISa 53%

This data highlights that we must do more to address supply by focusing on the quality of both incoming
teachers and providing supports for existing teachers to improve. In order to achieve our goals, we must
increase the number of highly effective teachers available to our students. We also recognize that this
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issue of supply becomes even more critical as we examine the percentage of highly effective teachers
available in particular districts.

AAAAA

We also examined this supply data at the district level. The percentage of highly effective teachers varies
substantially across districts in Tennessee (see Figure 6 below). For districts on the far left side of this
distribution, ensuring equitable access means first increasing the number of effective teachers in the
district. One element of our plan involves identifying the districts that have small number of highly
effective teachers and working with the district leadership to improve the pipeline of high quality
teachers in those areas. Concurrently we must also focus on improving the effectiveness of currently
employed teachers through access to effective feedback, coaching, and professional learning.
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After examining, the state and district-level variation in the supply of highly effective teachers, we
turned our attention to the issue of access. We calculated gaps in access to highly effective teachers
between several student subgroups and comparison groups. Subgroups examined include low-income
students, minority students, low-performing students, and high-performing low-income students.

For the purposes of our analysis, low-income students are those who were eligible for free and reduced
price lunch. Minority students include black, Hispanic, and Native American students, as defined within
our state accountability system. These racial subgroups comprise the minority group because they are
the subgroups currently performing below the state average. We define student performance levels
based on proficiency levels on state assessments. The low-performing students’ analysis focuses on
assignment inequities between below basic and advanced students. We focus on below basic students

12



as our low-performing students due to our state priority to increase the achievement of below basic
students.

The “equity gap” is defined as the difference in the percent of students in one subgroup who receive
highly effective teachers compared to the percent of students in a comparison group who receive highly
effective teachers. The equity gaps at the state level are displayed in Tables 2 and 3.
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Tables 2 and 3 above display the percent of students from subgroups and comparison groups that have
access to highly effective teachers across the state. It is evident from these tables that the size of the
equity gaps range depending on the year, subject, and subgroup analyzed.

Although we calculated gaps for all of the subgroups described above, our primary focus in this analysis
is on the gaps in teacher access between low-performing students and their advanced peers, with a
secondary focus on low-income students’ access, once we control for achievement. We believe low-
performing students’ access to highly effective teachers is a priority due to the following reasons.

1. Tennessee prioritizes improving achievement for all students and closing achievement gaps. We
have historical achievement gaps by race and economic status. In order to improve achievement
of all students in our state, we must ensure our lowest performing students have access to
highly effective teaching.

2. The majority of the low-performing students are also low-income and/or minority. In 2014, 83
percent of students scoring below basic on the state’s reading language arts assessments were
low-income and 53 percent were minority. When we fail to include achievement in our analysis
it is difficult to untangle the root causes of inequities in students’ access to highly effective
teachers.
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3. Schools in Tennessee tend to be homogenous in terms of racial and economic makeup. About
70 percent of schools in the state have student bodies comprised of 75 percent or more of one
race. About two-thirds of schools serve 60 percent or more low-income students. If we focused
solely on minority or low-income students rather than on low achieving students of any race or
income level, we would limit our ability to detect inequities between students within a single
school.

To better understand the size of the gaps, we translated them into the chances a student had of
receiving an effective teacher over a six year period. In the case of our primary analysis, across the state
in 2013, 50.6 percent of advanced reading students had access to a highly effective teacher, which
means an advanced reading student in grades four through eight had a five in ten chance of receiving a
highly effective teacher. In contrast, only 40.8 percent of below basic reading students had a highly
effective teacher, which means a below basic student had a four in ten chance of receiving a highly
effective teacher. This means that over the course of the five year period, we expect the advanced
students to have three years of highly effective teachers while the below basic student only receives two
years of highly effective teachers.

2j(Kiyi YR 650655yra0K22E 31

Inequitable teacher assignment can occur within- and between-schools. The following section explains
the difference between within school gaps and between-school gaps, as well as how we combine the
two to compute the overall district equity gap. We think it is important to consider which type of gaps
districts are experiencing so that district leaders can better target strategies to address the specific
problems.

Within- Between- District
school school effective
teaching teaching teaching

gap gap gap

Within-school gaps occur when certain students are assigned to more or less effective teachers in their
school, dependent on characteristics such as socio-economic background or prior achievement.
Consider the following scenario: John and Kevin, both attended fourth grade at Meadowbrook
Elementary in 2013. John scored advanced on his third grade RLA and math TCAP exams. He is placed
with a teacher named Ms. Knight, who received a level five TVAAS score in math and a level four TVAAS
score in reading in 2012. Kevin scores below basic on his third grade RLA and math TCAP exams. He is
placed with Ms. Shipp, who received a level three TVAAS score in math and a level two TVAAS score in

15



reading in 2012. If this assignment pattern occurred systemically, then this would be an example of a
within-school gap.

Between-school gaps occur when more effective teachers are assigned or selected to teach in schools
that serve certain groups of students in mass, dependent on characteristics such as socio-economic
background or prior achievement. For example, Liberty Elementary in Hope School District has five
fourth grade teachers. All teachers at Liberty received a TVAAS score of four or higher in math and RLA
in 2012. Therefore, all students at Liberty had access to highly effective teachers in 2013. Fourth graders
at Liberty Elementary are mostly from non-economically disadvantaged households. In contrast,
Freedom Elementary in Hope School District has three fourth grade teachers. No teacher at Freedom
received a TVAAS score higher than a three in math or RLA in 2012. Thus, no fourth grader who
attended Freedom Elementary in 2013 received a highly effective teacher. All the fourth graders at
Freedom Elementary come from economically disadvantaged households. If this occurred systemically
throughout the district, the district would have a between-school gap.

S1&n0ntSASt AIHmI-il2y ly iKS Riaiiodii2y 2F KIKEe STSOidS dSI-0KSIA

The primary analysis examines the size of the equity gap between low-performing and high-performing
students. Similar to all gaps examined, the size of the equity gaps between these two student groups
varies by district (see Figure 7). In 2013, some districts provided low-performing students more access to
highly effective teachers than high-performing students. About 60 out of 142 districts, however, had an
equity gap greater than zero, meaning that low-performing students had less access to highly effective
teachers than their high-performing peers.
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We then examined in Figure 8 whether the districts with gaps greater than zero (those districts
represented by the lines in the upper, positive portion of Figure 7) had challenges with student
placement between- or within-schools. Figure 8 shows that some districts’ gaps were due entirely to
between-school placement, where highly effective teachers are concentrated at the schools with a
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larger percentage of high-performing students than at those schools serving low-performing students.
In other districts gaps were due to within-school placement, where low-performing students within a
school have less access to highly effective teachers than their high-performing peers in the same school.
For several districts both within- and between- school placements contributed to the gaps.
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The secondary analysis examines the size of the equity gap between low-income high-performing
students and high-performing students who are not low-income. Like the primary analysis, districts vary
in the size of their equity gaps. Many districts place low-income high performing students with highly
effective teachers at higher rates than the high performing students who are not low-income. In 50 of
the state’s 142 districts, advanced low-income students receive highly effective teachers at lower rates
than their advanced, not low-income peers (see Figure 9 below).
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In Figure 8, we saw that equity gaps between low-achieving and high-achieving students were explained
partially by within-school gaps and partially by between-school gaps. In contrast, Figure 10 shows that
majority of gaps between low-income and not low-income students, controlling for achievement, are
explained by between-school differences.
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Given the district level variation in equity gap size, we concluded that not all districts contribute to the
gaps we see at the state level. Only some of our districts are encountering large issues with providing
equitable access to their most effective teachers. Based on this and the supply data analyzed we
determined that we should classify districts based on the problem(s) the data revealed and to plan
targeted support strategies. We are aiming to identify districts that have a particularly low supply of
highly effective teachers or large equity gaps. Additionally, we plan to include data from secondary
subjects (i.e. End of Course exams) to provide a more complete picture for districts and to further
examine patterns in districts and schools. We plan to engage with multiple stakeholders to develop a
common definition of what a low supply or large equity gap looks like. The following sections will detail
our strategies to address the root causes of low supplies of highly effective teachers and equity gaps.
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While we plan to primarily use the percentage of highly effective teachers, as measured by teacher
value-added scores, to identify equity gaps in Tennessee, we also examined equity gaps by other teacher

quality indicators including: highly qualified status, out of field teaching, and teacher experience.
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We defined highly qualified as a teacher who is fully licensed and does not have any licensure
requirements waived on an emergency, temporary or provisional basis and who has subject content

knowledge verified for federal reporting purposes under No Child Left Behind (NCLB).

Out of field teaching is defined as teaching on an approved waiver or permit. A waiver must be
requested and approved if an educator holding an Apprentice, Transitional, or Professional License is
scheduled to teach more than one course or more than two sections of one course outside the area of
endorsement. A permit is a type of emergency credential that may be issued to an individual who does
not meet the requirements for any other type of teaching license. Permits are rare and issued by the
Commissioner in response to extenuating circumstances. It is important to note that any courses which
conclude with an end-of-course exam for high school credit may not be taught on waivers or permits.
Due to the high percentage of teachers defined as highly qualified and the few number of state licensure
waivers, almost all students from both the subgroup and comparison group tended to have highly

qualified teachers and teachers teaching in-field .

Experienced teachers are defined as having three years or more of teaching experience. Low-performing

students were more likely to have inexperienced teachers compared to their advanced peers.
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The Tennessee Department of Education recognizes the need for early and frequent input from
stakeholders in three key ways:

e Development of the equity plan;
e Root cause analysis at the state, district, and school level, and;
e |Implementation and monitoring of state and local strategies to address equity gaps.

Over the last three years of statewide teacher and principal evaluation implementation, the department
has listened to educators and has made modifications to its evaluation model each year as a result of
stakeholder feedback. Because the equity gaps identified through our research rely heavily on teacher
evaluation data, we intend to continue sharing information on the methodology as well as working
collaboratively to develop solutions to address the identified gaps.

In summer 2014, the Teachers and Leaders division convened an internal workgroup to create a
coordinated human capital report using the various, existing state level data on educators. The internal
working group consisted of representatives from the internal Office of Research and Policy, the
Evaluation team, the Educator Talent team. Concurrently, an internal equity workgroup was formed as
the Office of Research and Policy team began working to understand teaching gaps and supply and
demand issues across the state. As both groups finalized their analyses, the teams began to share the
information with a broader network of internal and external stakeholders.

Beginning at the department level, a cross-functional team convened to review the equitable teaching
gap information and draft human capital report. The team included former Commissioner Kevin
Huffman, representatives from the Teachers and Leaders Division, representatives from the Centers of
Regional Excellence (CORE) offices, and representatives from the Deputy Commissioner’s office
including the Office of Consolidated Planning and Monitoring.

In November 2014, the Educator Talent team also convened approximately 25 district teams who are
currently implementing strategic compensation plans. The participants in this day-long meeting received
a draft of the new human capital data report and previewed the equitable teaching gap state-level
research. The human capital data report is one of the new strategies proposed by the state and includes
information such as evaluation distributions, persistently low-performing and persistently high
performing educator information, and teacher improvement information. The participants were able to
provide valuable feedback on the types of additional information they would like to see and how this
report could be used at the district and school levels.

In early 2015, under the leadership of Commissioner Candice McQueen, an engagement plan was
developed to gather feedback on the draft equity plan from teachers, district leadership, and external
policy and community organizations. In spring 2015, the team met with the following groups to get
feedback on the research methodology, the root causes and the strategies described in the following
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sections. Participants in these meetings also received a draft of the human capital data report and a

draft of a district equity gap report.

e Tennessee Organization of School Superintendents Board of Directors on April 15, 2015

e Commissioners Teacher Advisory Council on May 7, 2015

e External organizations and Community groups on May 12, 2015

(0}
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Professional Educators of Tennessee

State Board of Education

State Collaborative on Reforming Education

Teach for America

Tennessee Association of Colleges of Teacher Education
Tennessee Association of School Personnel Administrators
Tennessee Business Roundtable

Tennessee Education Association

Tennessee Parent Teacher Association

Tennessee School Boards Association

Urban League of Middle Tennessee

Based on the feedback of the group, we plan to conduct additional data analyses which include
secondary TVAAS data (i.e. End of Course exams) in fall 2015 and build upon the existing strategies with
input and new ideas proposed by district level leaders.

We will continue to seek feedback on the district level data reports and the strategies outlined in the

next section throughout the upcoming school year. Below is a table which represents the types of
stakeholders that the TDOE typically engages with on a regular basis.
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After careful examination of data, a thorough root cause analysis is critical to determine underlying
causes of inequitable access to effective teachers. The state views this root cause analysis as an integral
part of our stakeholder engagement plan and key to successful implementation of strategies. Without
this step in the process, we risk investing time and resources into strategies ill-equipped to address the
specific causes of inequity. Furthermore, we believe most of this root cause analysis must be conducted
at the district level. Because our districts vary widely in terms of their size, geographic location, local
challenges, leadership, and in many other aspects, we know that a one-size fits all root cause analysis is
not sufficient.

Through the analysis described in the data and performance section, we identified a state-level picture
of the supply and distribution challenges. While we believe that a comprehensive district-level root
cause analysis is critical, that there are likely some common root causes for supply and access challenges
across districts. To begin that discussion, our internal stakeholder group identified several likely state-
level root causes. As will be explored in the Strategies for Achieving Objectives section, many current
initiatives are aimed at addressing many of these root causes, including evaluation, differentiated
compensation, and enhanced recruitment tools.

The preliminary root cause list outlined below is not exhaustive and is outlined for purposes additional
discussion with our districts.

e Variance in Leadership Skills and Capacity—We know that principals and district leadership must
be excellent talent and human capital managers. They must be adept evaluators and skilled at
providing feedback and coaching. They are also often responsible for recruitment and selection
of teachers. We recognize that this instructional leadership and talent management focus is a
big shift from the previous responsibilities focused on building management for some of our
administrators. The variance in these skills and capacities and the shifting role of leaders are
likely contributing factors to the supply challenges faced in some schools and districts. We must
ensure all school leaders have the skills to effectively recruit, assign, and develop their teachers.

e Rural Challenges—We know that the challenges present in rural communities make it difficult to
attract and retain great teachers. The pressures to recruit and retain high quality candidates in
rural areas without a local tax base to contribute to more competitive salaries is difficult. This is
particularly a challenge in certain subject areas where the state already has a lower supply of
highly effective teachers®. Because of these challenges, we must support rural districts in
creating innovative recruitment programs and compensation systems, while also developing
strong professional learning plans that help them grow their own talent.

2 Supply and demand study
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e Lack of quality prep programs in certain regions/for certain subjects—We know that access to
the state’s most effective educator preparation programs is not equal throughout the state®. We
also know that currently our largest producers of new teachers are not always the most
effective preparation programs”. Districts also tend to hire educators from the nearest
institutions which may not always be the highest quality’. This precipitates the need to continue
raising preparation standards and strengthening partnerships between districts and programs.

e |nadequate professional learning—We know that high quality, targeted professional learning is
key to improving teacher effectiveness of our existing workforce and ensuring a high quality
supply of educators for all students to access. We also know that increased focus on providing
job-embedded and personalized professional learning is the right one®. We must support
districts in establishing more job-embedded opportunities like Professional Learning
Communities (PLCs) and more frequent coaching and feedback for educators.

While the root causes outlined above are likely to resonate throughout the state, a more thorough
analysis with the engagement and conversation of our districts is needed. Moreover, when we
disaggregate the supply and distribution metrics to the district-level we see great variation across the
state. For example, when we analyze supply data, we know that some districts struggle to maintain a
high quality supply of teachers, while in other districts this is not a current challenge. The same variation
is true as we examined our other equity metric—access to effective teachers. A closer look at this data
revealed not only variation among districts as to whether there was an effective teaching gap or not, the
size of that gap, and whether it was due to between or within school gaps.

With this nuanced data picture, it is essential that we also conduct a similarly nuanced root cause
analysis. Root causes are likely to vary from district to district depending on their precise supply and
distribution data metrics. A district with a high quality supply of teachers but with a within school
effective teaching gap could likely have a different root cause and strategy than a school without an
effective teaching gap but with a low quality supply of teachers.

* Tennessee Higher Education Commission. Tennessee Report Card on the Effectiveness of Teacher Training
Programs.
http://www.tn.gov/thec/Divisions/AcademicAffairs/rttt/report_card/2014/report_card/14report_card.shtml|
* Ibid.

 Ibid.

® Common Core Research Report
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It was clear from the outset that our ambitious charge to be the fastest improving state in the nation
that success would hinge on ensuring access to excellent educators for all students. In the department’s
2011 strategic plan, the first strategic priority provided the vision for aligning the state’s resources and
strategies to “[expand] kids’ access to effective teachers and leaders.” The strategic plan outlined
several key strategies for this important Priority:’

e Create marketplaces and supports for districts to hire the most effective teachers
e Strengthen the links between effectiveness, licensure and program approval

e Expand recruitment and supports for districts to hire effective principals

e Support superintendent searches where desired

e Expand the reach of our most effective teachers and leaders to access more kids

The strategies outlined above along with others implemented over the course of the past three years
point to effective human capital management as an integral part of improving access to excellent
teachers. We know that teacher effectiveness matters if we want to improve outcomes for all students,
and that we must employ the right policies, systems, and programs to support districts in human capital
management. It is not enough to simply focus on those teachers currently in the classroom; we must
have a holistic view and consider the entire educator human capital continuum, outlined in Figure 11
below.
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’ TDOE. Strategic Plan. 2011
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We must focus on strategies that effectively address all parts of this educator continuum from
preparation through leadership if we want to ensure that all districts have a high quality supply of
educators and that all students have equitable access to those educators.

Since the adoption of the state’s bold student performance goals and corresponding strategic plan in
2011, we have focused on supporting districts in human capital management by laying the policy
groundwork and providing data and best practices. This plan to ensure equitable access to excellent
educators aligns with the state’s current policies and initiatives that span the educator continuum. With
robust data sources available, we have been able to refine and provide additional nuance to how we
look at issues of equity, moving past input measures and focusing on effectiveness. This has been
integral to achieving our ambitious performance goal of becoming the fastest improving state. The
additional analyses examining supply and distribution of effective teachers described in the previous
“Data and Performance” section above will help us to strengthen the strategies already proven effective
and target support in the areas of greatest need.

The strategies we propose in the following sections fall into several phases designed to allow state and
district opportunities to analyze new data metrics, build off of successful practices, and design local
solutions. As Figure 12 outlines, the sequence of supports ranges from ensuring fidelity of
implementation for current policies and programs, to a focus on sharing new data and information, to
providing a series of targeted supports for those districts with the greatest need, and finally to sharing
progress publicly.

CA3dzIS mhy 9ljdzAiil-otS 100883 {{N-i53@ {S1jd:Sy0S

Phase 0
Current Strategies:
Further Data Sharing:
implementation of )
policies and share new Metrics | Targeted Support:
; onsu an
practices PPy Strengthen Public
addressing supply |3cc€ssVia support for
d additional data upp : Transparency:
and access reports districts with ]
supply and/or Pr<|)a\|/.|de r((ejgular
access challenges | PuPllc up ates on
supply and access
metrics

The state believes that our existing policies and programs have laid a strong foundation for addressing
issues of equity evidenced by the minimal state-level gaps in access described in the data section. Going
forward, the five priority areas of Early Foundation and Literacy, High School and Bridge to
Postsecondary, All Means All, Educator Support, and District Empowerment build on this foundation and
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further strengthen the state’s commitment to equity for all students. The Phase 0 section below will
outline these existing strategies in more detail, and our goal is for this plan to reinforce existing
initiatives. In the Phase 1 section, we describe our proposed strategy for sharing new data metrics with
districts that will allow for ongoing access to robust human capital information. In the Phase 2 section a
proposed system of targeted supports will be described. Finally in the Phase 3 section, we will publicly
report on our progress in closing equity gaps.
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access challenges

The state and districts have worked diligently together over the last several years to implement a broad
range of policies and programs to address issues of teacher effectiveness and human capital
management. As outlined in the data section, the state is proposing for the purposes of this plan to
examine equitable access in terms of the overall supply and quality and quantity of educators, and the
distribution of those teachers (whether within or between school effective teaching gaps are present).
Ensuring a high quality supply of teachers focuses not just on ensuring that we prepare and select high
quality incoming teachers, but also that we continue to focus on development and improvement of our
existing educators. Strategies to address the distribution of educators across and within schools are not
focused on forced placements or transfer but rather that we have the right incentives and support
structures to encourage our best teachers to serve in the areas of greatest need. The various initiatives
currently implemented by the state address one or both of these supply and access challenges are
described in the following sections.

Strategies Addressing Both Supply and Access

Several strategies implemented by the state span the continuum of educator human capital
management focusing on both ensuring a high quality supply of teachers and equitable access to those
educators.
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Evaluation

The foundation of our equity plan rests on our theory of action that access to effective teachers matters
for all students, particularly our students who are furthest behind. This theory of action makes
imperative the identification of effective teachers as the key strategy of our plan to ensure equitable
access. Without a mechanism in place to identify our most effective teachers, we are unable to assess
our equity gaps or begin to employ other strategies to address them. Like the rest of our work to
improve student outcomes, we know that an effective evaluation system is the key to improving teacher
effectiveness. Four years into our revised evaluation implementation, we continue to assess and
improve our efforts.

In 2011-12, Tennessee became one of the first states in the country to implement a comprehensive,
student outcomes-based, state-wide educator evaluation system. Implementing a statewide evaluation
system for teachers and principals was a key tenet of Tennessee’s First to the Top Act, passed in January
2010 with bipartisan support in the Legislature, from educator unions, community leaders, business
leaders and public education advocates. The resulting Tennessee Educator Acceleration Model (TEAM) is
a comprehensive evaluation tool designed to improve instructional practices. The evaluation model has
become the foundation for much of our work to increase students’ access to effective teaching.

The TEAM model gives educators a roadmap to instructional excellence, a process to guide reflection,
and a common language for collaborating to improve instructional practice and student outcomes.
Designed to include frequent observation for teachers and principals, the model facilitates constructive
conversation between teachers and school leaders about improving practices and student results. Under
the TEAM model, 50 percent of the educator’s final effectiveness rating is based on observations
conducted by trained LEA officials (principals, LEA employees, other administrators, etc.); 35 percent of
the rating is based on a student growth measure (25 percent for those teachers without an individual
growth measure); and 15 percent is based on an achievement measure that is cooperatively agreed
upon between the educator and evaluator. Experienced teachers are observed four times annually, and
novice teachers are observed six times annually. The TEAM model differentiates educator performance
into a one through five scale (from “significantly below expectations” to “significantly above
expectations”), based on observational data, student growth data and achievement data.

The TEAM model is in marked contrast to the pre-existing system. Previously, student achievement data
was not considered, and there was insufficient differentiation of performance. In contrast, TEAM uses
student growth data for up to 35 percent of the overall evaluation, and student achievement data for up
to 50 percent, and allows for a clear distribution of results across five categories. Under the past system,
tenured teachers were evaluated only twice over a 10-year period (in contrast with annual evaluations
under TEAM). In contrast, TEAM provides frequent observation and feedback for all teachers.
Furthermore, teachers were not treated as professionals with unique strengths and developmental
needs, but instead as a monolithic group with no regard for individual differences. TEAM addresses
these variations, enabling school leaders to provide tailored feedback that teachers can immediately use
to improve their practices. Finally, in addition to providing differentiated, meaningful feedback, TEAM
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also allows us to identify Tennessee’s most outstanding classroom leaders, through the full model of
both quantitative and qualitative measures. This enables school and district leaders, for the first time, to
tap into the state’s greatest educational resource — our most outstanding teachers. We are learning
what makes them successful and how we can share, replicate, and reward their best practices.

The state’s implementation of the evaluation model has evolved and significantly improved in the past
four years. Under Commissioner McQueen, we plan to further improve the accuracy of the educator
evaluation process and work in improve the quality of feedback that educators receive. The following list
highlights some of the major modifications made to the state’s evaluation system:

e Changes to school-wide growth scores. The General Assembly unanimously passed legislation,
on the TDOE’s recommendation, changing the weighting of school-wide value added scores for
those teachers without individual growth from 35 percent of a teacher’s evaluation score to 25
percent.

e TEAM coaches. Beginning in the 2012-13 school year, TEAM coaches were contracted to work
through the state’s regional CORE offices to provide support directly to schools.

e Students with disabilities included in individual teacher value-add data. Under prior statute,
special education students were barred from inclusion in individual teacher growth scores.

e Non-tested grades and subjects. We have continued to pilot and adopt new models for assessing
growth in Fine Arts, Physical Education, and World Languages, allowing teachers in these areas
to have individual growth despite not having TVAAS. In 2015-16, a new portfolio model for Pre-K
and Kindergarten has been approved for districts to adopt.

e Student surveys. We have continued to support districts in piloting and implementing student
surveys as part of the formal evaluation system, comprising five percent of the overall score.

Because we have identified school leadership and the evolving expectations as a potential root cause of
our equity gaps, we are investing more in a new evaluation tool that will clarify expectations and provide
more targeted feedback to leaders. This is especially true for those leaders failing to retain or develop
their best teachers. The state’s implementation of administrator evaluation has evolved since its
inception in 2011. The components of the administrator evaluation model mirror those of the teacher
model with a 50 percent qualitative measures based on an observation rubric and 50 percent
guantitative measures. The quantitative measures are composed of 15 percent achievement measure
and 35 percent student growth. We underwent an extensive process to revise the administrator
evaluation rubric in 2013-14 so that it better aligns with the state’s revised Tennessee Instructional
Leadership Standards (TILS). The revised TILS, adopted in 2013, focus on four key standards:

e Standard A: Instructional Leadership for Continuous Improvement

e Standard B: Culture for Teaching and Learning

e Standard C: Professional Learning and Growth

e Standard D: Resource Management

The Administrator Evaluation Advisory Council met monthly to inform the rubric revisions, and ten
districts piloted the revised rubric and provided feedback to the state during the 2013-14 school year. All
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districts are implementing the revised version in the 2014-15 school year. Given the wide range of
administrator responsibilities, the revised rubric focuses on the importance of evidence collection over
time rather than in a single school visit or observation. Administrators are scored via two cycles: the first
semester cycle covering standards A, B, and C makes up one-third of the qualitative score while the
second semester cycle covers all standards makes up two-thirds of the qualitative score. Districts are
also required to implement a stakeholder or teacher perception survey as part of the evidence gathered
to inform scoring. Finally, a bridge conference is conducted at the conclusion of the school year and is
intended to serve as a summative conversation about qualitative and quantitative data as well as a
mechanism for developing individual growth plans and school goals. Sixteen regional administrator
evaluation coaches were in place during the 2014-15 school year to facilitate content sessions on the
evaluation rubric and to support principal evaluators.

The state has also heavily invested in data systems and prioritized district reporting of evaluation data.
Beginning with the first year of evaluation implementation, the state has provided all districts with the
optional, no-cost use of a data system. The system which has evolved over time includes an option for
observation entry and scoring, and also serves as the location for achievement and growth measure
selections. The system provides teachers with access to view observation feedback and summative
evaluation scores. Districts are also able to access a variety of data reports about system level progress
and scoring.

Given the critical nature of evaluation data reporting, the state is constantly seeking to improve its data
system functionalities. We are currently in the midst of a large scale data system project designed to
build a comprehensive educator data management system. In its first phase, scheduled for release in fall
2015, this new system will connect our evaluation and licensure data systems, allowing for a holistic
view of an educator’s preparation and teaching profile.

We recognize that there is not a perfect evaluation system and the department is committed to the
process of continuous improvement and making enhancement to the evaluation system in response to
data and feedback. Most recently, in a spring 2015 annual survey to teachers statewide, approximately
68% of teachers reported that the teacher evaluation process has led to improvements in their teaching
and 63% of teachers reported that the evaluation process has led to improvements in student learning.
In the fall of 2014, the evaluation team met with districts leaders and teachers throughout the state
during a feedback tour to gather this information. We will continue to improve our implementation of
the evaluation system by assessing impact and responding to feedback. We know that this work on
teacher effectiveness is the most critical state lever for ensuring that teachers receive the quality of
feedback and development needed to continually improve student achievement.

Compensation

Another current, critical strategy in addressing equity issues is the state’s recently updated
compensation policy. Ensuring a competitive salary is a key component of a human capital system
designed to attract and retain highly effective teachers. Previously, the rigid nature of the state
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minimum salary structure limited the ways that districts could recognize teachers for exceptional
performance. In June 2013, the State Board of Education, after more than a year of discussion and
research, passed a more streamlined version of the state minimum salary schedule and revised the
state’s differentiated pay policy. The policy was updated to provide additional guidance and clarity for
the law, originally passed in 2007, requiring all school districts to implement some form of differentiated
pay for educators. The state provided a number of technical assistance offerings to support district
planning, including a series of intensive workshops for a select group of interested districts as well as
statewide training sessions.

Between January and June 2014, districts submitted their differentiated pay plans and updated salary
schedules. Districts proposed a range of innovative strategies to ensure that effective teachers have the
opportunity to earn additional pay through performance-based compensation, taking on additional
instructional responsibilities, or serving in hard-to-staff schools or subjects. Figure 13 highlights the
variety of differentiated pay elements implemented by districts.
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More than one hundred districts developed plans to recognize teachers taking on additional
responsibilities, and nearly half of districts included hard to staff elements. One-third of districts
included some type of individual, school, or district performance incentive. These changes indicate that

III

Tennessee districts are increasingly moving away from a “one size fits all” approach to compensation.

Given the diversity of the state, districts were encouraged to develop plans that help solve the unique
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challenges they face in recruiting, retaining, and recognizing the talented educators needed to reach
student achievement goals.

These new flexibilities provided to districts currently help them to address supply and access issues.
Both the changes to base salary in some districts, as well as the hard to staff incentives help to attract a
high quality supply of candidates. Hard-to-staff school stipends offer a way for districts to address access
by incenting highly effective teachers to serve where they are most needed. The performance bonuses
also help to address teacher retention affecting both supply and access. We plan to continue working
with districts to strengthen and expand their differentiated pay plans. Technical assistance resources
and individual consulting are available to districts as they draft future year plans.

Strategies Addressing Supply

Preparation

Highly effective preparation programs are critical for ensuring that districts have a high quality supply of
educators in the grades and subjects most needed, and we believe that the state plays an integral role in
setting the bar for effective teacher preparation. The Teachers and Leaders division has spent significant
time working with education preparation providers (EPP) to develop a revised process for program
review. This effort is an integral part of the state’s strategy to improve the quality of incoming teachers.
The previous review process to approve or deny EPP programs was cumbersome and overly focused on
inputs to the program without significant attention to outcomes, recruitment and selection strategies,
clinical partnerships, and impact of program completers.

In July 2013, the Council for the Accreditation of Educator Preparation (CAEP) was formed as the new
accrediting agency for educator preparation programs; CAEP convened a board of experts to develop a
new set of standards that are more focused on EPP outcomes and impact. Armed with the new CAEP
standards, we sought to revise and update the EPP review policy. Over the course of year, we engaged
stakeholders to consider what changes needed to be made to the review process for education
preparation providers and programs. In October 2014, the State Board of Education passed a revised
version of the Tennessee Educator Preparation Policy that encompassed the new CAEP standards and
accounted for program impact and outcomes by establishing annual reporting categories. The specific
metrics and benchmarks are being developed and will be used as part of the approval process in 2017.

The more rigorous standards will have a focus on program and student outcomes. EPPs are subject to
more frequent reviews under this policy. Annual reports will also be developed and in addition to more
standard metrics like recruitment, selection, placement, and retention, the annual reports will also
include information on the following:

e Completer Satisfaction — The EPP will report or verify results from a completer satisfaction
survey.

e Employer Satisfaction — The EPP will report or verify results from an employer satisfaction
survey. All primary partner LEAs will be surveyed.
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e Completer Outcomes — The EPP will verify on completer outcomes as measured by components,
such as:
O Graduation rates
0 First time pass rates on required content assessments
0 Ability of completers to meet licensing requirements
e Completer Impact — Completer performance will be measured by performance, including:
0 The distribution of overall evaluation scores
0 The distribution of observation scores
0 The distribution of individual growth scores

These annual reports will be an important aspect of sharing feedback with preparation providers to
improve their performance.

In addition to the changes to EPP approval, the department has also been working to improve supply by
elevating expectations for content knowledge. When tests are regenerated by Educational Testing
Services (ETS), a new recommended cut score is determined. Previously the state often approved cut
scores that were within one or two standard deviations below the ETS nationally recommended cut
score. However, now as several Praxis tests are regenerated each year, the State Board of Education is
approving the nationally recommended cut scores. This effort will continue to raise the expectation
about what it means to be a teacher with strong content knowledge, allowing districts a better quality of
teacher candidates.

Recruitment and Hiring

Identifying and scaling up effective recruitment and hiring practices will help address issues of supply,
and in the last several years the state has devoted additional resources to determine what supports it
can provide to districts for improve this area of human capital management. Through Race to the Top,
the state contracted with Teachers-Teachers.com, one of the largest educator databases available in the
country, in order to provide Tennessee school districts with access to job seekers, to support districts in
automating the application, outreach, and screening processes and to develop proactive recruitment
strategies. All districts are able to use the site for recruitment and its applicant tracking software.
Teachers-Teachers.com provided a dedicated Recruitment Coordinator who assists districts with
registration, postings, and campaigns based on the districts’ level of need. The Recruitment Coordinator
has built relationships with the 42 Tennessee higher education institutions to increase awareness and
connect with potential graduates/job seekers. The Recruitment Coordinator also attends state and
national conferences and job fairs in order to increase the number of licensed candidates in the
database who may be interested in teaching in Tennessee. In the most recent quarter, Teachers-
Teachers portal usage climbed to:

0 152 districts and charters with accounts

0 127 active districts or charters (posting or messaging during the quarter)

0 3,000 job postings

0 50,000 messages sent to potential candidates
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0 39,000 candidates expressing interest in teaching in Tennessee (include 3,900
Tennessee residents)
It is clear that this type of recruitment support is an integral part of the state’s strategy to support
districts in improving their supply of educators. The support has been well received thus far and many
districts have been able to transition away from paper application processes for the first time.

The state also contracted with New Leaders to develop a set of selection tools for assistant principals
and train district leadership on using the tools. New Leaders already developed and launched a set of
rigorous principal selection tools, creating a demand for a similar suite of interview and screening
processes. Recognizing the selection and hiring of assistant principals to be key levers in improving
leadership pipelines, the state purchased an Assistant Principal Selection Process tailored for Tennessee
context and offers the tools at no cost to districts. New Leaders also provided six trainings across the
state to demonstrate the tools for district leaders. CORE offices were also provided with training to
support districts that adopt the tools in the future. The tools are now in place in many districts who
were early adopters. We plan to continue working with districts to use these new selection tools and the
Teachers-Teachers site. Phase 2 will also highlight some of the additional work we hope to engage in
around recruitment and selection.

Professional Learning

Ensuring access to effective professional learning that helps teachers improve instructional practices is
integral to increasing the number of effective teachers. Opportunities for growth and development of
the current workforce must be addressed if we are to improve all students’ likelihood of being taught by
an effective teacher. The state has invested in a variety of educator professional learning programs
designed to improve instruction.

One example of this high-quality professional learning is the state’s training strategy for the transition to
new college- and career-ready standards. To aid in this transition the state developed the core coach
training model to “develop a network of teachers with a deep content and pedagogical knowledge of
the [new standards] who could pass the knowledge on to their peers during formal training sessions and
informal interactions throughout the year. Coaches were Tennessee teachers selected via a competitive
application and interview process. Coaches received eight days of intensive grade-level training provided
by the Institute for Learning at the University of Pittsburgh, engaging with the material first as learners
and then as teacher trainers. Coaches then delivered training to participants at three-day, grade-level
workshops held throughout the summer.”®

The state “consistently found positive and significant effects of the TNCore math training on
participants’ instructional practice and on their effectiveness at raising student test scores. These results
remain consistent using methods that control for previous year scores, school-level inputs, and for the
fixed characteristics of teachers.

% The Impact of the 2012 TNCore Math Training on Teaching Practices and Effectiveness
http://tn.gov/education/data/doc/impact_of TNCore Training.pdf.
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e Participants’ gains on observation scores were equivalent to about half of the gains made by the
average teacher between the first and second year of teaching.

e The gains in instructional practice ratings were largest for the practices emphasized in the
training sessions, including skills such as questioning, providing academic feedback, and teaching
problem-solving techniques.

e Participants’ gains in effectiveness as measured by the Tennessee Value-Added Assessment
System (TVAAS) translate into the equivalent of approximately one extra week of learning for
each of their students than we would have expected had they not attended the training
sessions.

e Participants who had a Core Coach working at their school made significantly greater estimated
increases in questioning practices compared to participants without this support.”

Many districts have also capitalized on this model of professional learning, working with coaches in their
district to provide ongoing professional development. This type of professional learning holds promise
for improving teachers’ instructional practice and student outcomes.

In addition to efforts focused on teacher professional learning, the state has also devoted resources to
improving administrator professional learning. The state-run Tennessee Academy of School Leaders
(TASL) is a state provided professional development program and one of two pathways for beginning
administrators to advance their licenses. Previously this program was primarily outsourced to a variety
of professional development providers; however, since 2012 the state has made significant changes to
the coursework ensuring its relevance and alignment to the Tennessee Instructional Leadership
Standards (TILS) which are the foundation of the administrator evaluation tool. Through this targeted,
cohort-based program we reach 50 percent of administrators in their first three years providing an
important lever for supporting administrator professional learning.

Revised sessions focus on many of the critical human capital management skills that principals need to
address issues of supply and access in their schools. The prioritized skills and session content includes:

¢ Importance of human capital and hiring decisions connected to the TILS and related indicator in
the administrator rubric

e Response to Instruction and Intervention strategies connected to the TILS and related indicator
in the administrator rubric

e Feedback and coaching strategies for the teacher TEAM rubric connected to the TILS and related
indicator in the administrator rubric

e Creating a school based mission and vision connected to the TILS and related indicator in the
administrator rubric
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Strategies Addressing Access

Staffing and Assignment

The state has invested in several strategies to address issues of access through innovative school staffing
and student assignment decisions. One such strategy was the 2013 inclusion of the Supplemental Scope
of Work in our First to the Top plan. The state reallocated approximately $8,000,000 from the state
portion of RTTT funds, to award LEAs that agree to implement a specific set of reforms. Districts chose
to implement specific options within each of three categories: evaluation, standards, and student
assignment. The student assignment options outlined below represented a significant attempt to direct
highly effective teachers to those students in greatest need:

¢ Assign students to classes ensuring that no students who are Below Basic in either reading or
math on TCAP in the 2012-13 school year are assigned to a Level 1 (on final evaluation score or
on TVAAS individual growth metric) teacher.

¢ Assign students so that Level 5 teachers will teach at least 10 percent more students, on
average, than Level 1 teachers. The district will stay within the mandates of the state class-size
restrictions, but will differentiate size to ensure top teachers reach more students. Stipends or
other recognition plan for the Level 5 teachers are encouraged and would be created by the
LEA.

e On average, ensure that at least 80 percent of all students with disabilities are assigned to a
general education classroom environment for at least 80 percent or more of the school day in
the 2014-15 school year.

Participating districts implemented one of these strategies during the 2014-15 school year. Initially, the
majority of participating districts selected the last of the three options listed above, the state plans to
gather evidence about the impact of these strategies in the fall of 2015.

In the fall of 2013, the state piloted an innovative package of financial incentives to help attract and
retain the most effective teachers in Priority Schools, schools in the bottom five percent of performance
in the state. With this program the state provided funding, with School Improvement 1003(a) funds, to
districts for recruitment and retention bonuses. Districts were provided $7,000 per Level 5 teacher
newly recruited to a Priority School and $5,000 per Level 5 teacher retained in a Priority School. We
developed this program to provide district and school leaders in those schools that traditionally struggle
with issues of access with substantially more leverage in the recruiting and retention cycle.

Another element in ensuring equitable access to excellent educators is the state’s revised tenure policy.
The First to the Top statute passed in 2010 states that teacher and principal evaluations “shall be a
factor in employment decisions, including, but not necessarily limited to, promotion, retention,
termination, compensation and the attainment of tenure status.” All personnel decisions are continued
to be made by LEAs. The state does not mandate that LEAs make any employment decisions based on
educators’ final TEAM effectiveness ratings, but instead gives districts meaningful data in order to
inform their personnel decisions.
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Tennessee also passed tenure reform legislation that extends the teacher tenure probationary period
from three to five years, and requires teachers to perform “above expectations” (level four of five) “or
“significantly above expectations” (level five of five) for two consecutive years before receiving
tenure.26 Similarly, tenured teachers who perform “below expectations” (level two of five) or
“significantly below expectations” (level one of five) for two consecutive years may be dismissed by their
districts. With these changes tenure becomes an important policy lever for districts seeking to ensure
that they retain an effective teacher for every student within and across their schools.
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Continuing to share human capital data and providing new and more frequent reports is a key strategy
in the state’s plan to ensure equitable access to excellent educators. As a state agency, we recognize
that one of our biggest levers to drive improvement in student outcomes and teacher effectiveness is
data transparency. We have devoted considerable resources to improving the quality of our data
systems and ensuring we have internal capacity to conduct data analysis and answer key research
qguestions.

By providing districts with improved data reporting, we are able to call attention to new trends and
identify areas of strength and challenge. The state firmly believes that when given access to data,
schools and districts will act. With the change in accountability systems under the state’s ESEA Flexibility
Waiver, districts and schools have responded to new annual measureable objectives (AMOs), which
included for the first time metrics on achievement gaps between groups of students. Beginning with the
state’s First to the Top grant, school working conditions data was available via TELL (Teaching,
Empowering, Leading and Learning) survey. The sharing of teacher effectiveness data is another
example. The state not only has a long history of providing student growth and teacher effectiveness
data through the TVAAS system that has been in place since the 1990s, but new data reporting began
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with the 2011-12 implementation of the new evaluation model. Finally, other data reports shared with
districts include information on overall teacher retention as well as differential retention based on
effectiveness data.

As previously described, the department provides all districts a state data system to capture educator
evaluation data. Annually, each district receives a summary report, called the Evaluation Data
Completion Report, which contains district and school evaluation distribution information and alignment
information between TVAAS Individual Evaluation Composites and Observation Scores. Additionally,
district and school leaders have access to a wealth of information on educator effectiveness through the
data system. The data system also has a number of reports which allow administrators to analyze and
track performance of educators by observation indicator, by school, by observer, etc. Throughout the
last three years, the Teachers and Leaders division has worked to train and encourage educators to
review this data regularly guide their human capital decisions, ranging from hiring and placement to
professional development to compensation and advancement.

This Phase 1 strategy of improving human capital data sharing between the state and districts is critical
to moving the practice of evaluation beyond the mechanics and operational aspects and toward using
longitudinal data to make better and smarter human capital decisions. The state plans to streamline
some of the existing data reports available to districts as well as provide new human capital data
through a new human capital data report.

The proposed human capital data report will incorporate information previously reported in disparate
district reports. Evaluation reports on distribution of teacher effectiveness by observation, individual
growth, and overall level of effectiveness will be integrated with other data reports on teacher retention
and working conditions. This report will also incorporate the newly analyzed supply and access data
described in earlier sections of this plan.

As mentioned previously in the stakeholder engagement section, the state has already developed a draft
of this report for district feedback. This draft takes the first step at incorporating existing evaluation
metrics, developing some new evaluation based data metrics like percentages of persistently high and
low performing teachers, and integrating teacher retention data. This initial draft was shared with a
small group of stakeholders during a November 2014 Compensation Convening. Early stakeholder
feedback was overwhelming positive and interest in seeing additional metrics and refined reporting was
expressed.

The state continued to seek feedback on the reports from the Centers of Regional Excellence (CORE)
offices and in spring 2015 provided each CORE director a complete set of reports for his/her region to
begin initial conversations with district leaders on how to interpret the reports and how to identify
trends at a regional and district level. We intend to make additional edits and iterations of this report
over the next year. The state has also developed a district equity gap report which will be incorporated
into the next iteration of the human capital data reports in 2015-16. The state aims to include
information on working conditions, supply, and access as part of those additions to the human capital
data report. We will convene representatives to provide additional feedback on future iterations of the
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report and data metrics. The next iteration of the report is planned for late fall 2015. As previously
mentioned, the state is also in development of a new Educator Management Data System, which will
combine data entry and management for evaluation and licensure. A key component of the project plan
includes the accessibility of view-on-demand reports at the district level.

The Division of Consolidated Planning and Monitoring will also include human capital and equity gap
information as part of its annual LEA risk assessment process. The annual LEA risk assessment
incorporates over 65 indicators of risk that prioritize LEAs and identify those that will have conditions
placed on grant awards and/or will require an on-site Results-based Monitoring visit by a cross-
departmental team. The on-site Results-based Monitoring protocol is described in more detail in the
Ongoing Monitoring and Support section.
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The state believes that continued data transparency and access to new data metrics on supply and
access will allow districts with specific equity challenges to act. It is essential to allow time for districts to
respond to new data, determine root causes, and assess current and needed strategies. While much of
this work is best situated at the local level, it also important for state resources to be readily available.

Phase 2 of the state’s plan to ensure equitable access to excellent educators is designed to provide
targeted supports for those districts in greatest need. The state plans to continue discussions with
stakeholders and conduct further analyses to determine how to best identify a need for more targeted
support. The following are strategies that could be deployed in instances where a district has been
identified or requests additional support.
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Centers of Regional Excellence (CORE) Office Strategic Support

In 2012, the state restructured its existing regional offices, Field Service Centers, from a primarily
compliance function, to one focused on districts’ student achievement outcomes. Each CORE office is
staffed with a Director charged with direct support of district leadership, a data analyst, and a team of
math, reading, and intervention specialists. The CORE offices provide a wealth of support offerings for
districts and utilize a yearly process of identifying districts with the highest needs to devote more direct
assistance to. Incorporation of new equity data metrics will allow CORE Directors additional data points
to determine and sequence interventions and services. These could include assistance with
disaggregating and analyzing school level data, refining a district’s Response to Instruction and
Intervention (RTI?) plan, or additional professional development offerings for district leadership.

TEAM Coaches

As mentioned earlier in the strategies section, one of our existing supports for evaluation
implementation is the voluntary, but suggested assignment of a TEAM coach. With this initiative, school
leaders struggling with scoring accuracy and feedback and coaching have access to job-embedded
professional development. Responses to the program have been overwhelmingly positive, and internal
data shows great improvement in scoring accuracy in participating schools after the TEAM coach
intervention.

¢ Nearly 90 percent of support schools identified reduced misalignment

¢ Nearly 70 percent of support schools identified reduced misalignment by more than 10

percentage points
e 13 support schools dropped from double digit misalighment to 0 percent misalignment

TEAM coaches represent an important lever in the equity plan, as one of the key strategies in many
schools and districts will be to improve existing teachers’ effectiveness through feedback and coaching.
The TEAM coaches provide in-depth support in the places where administrators need assistance in
improving the accuracy of their feedback and supports for improvement. We anticipate that in districts
and schools with an identified equity challenge who determine through a root cause analysis that
improving evaluation implementation is a key need might be offered the placement of a TEAM coach
during upcoming school years.

In 2015-16, the TEAM coaches are reviewing and analyzing the teacher and administrator evaluation
data (TEAM and TILS) to prioritize district and school(s) support. Specifically, the coaches are identifying
districts and school for additional support based using the following information:

e High percentage of misalignment between individual growth scores and observation scores

e High percentage of non-differentiating observers

e Survey responses from teachers specifically on evaluation

e Administrator evaluation rubric scores for TILS Standard C1 (Evaluation) that are Below
Expectations
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Recruitment, Selection, Staffing Cohort

While there are a number of state strategies aimed at improving teacher recruitment and selection, this
is a relatively new portfolio of work. Through supporting districts on the differentiated pay policy as well
as through the human resources interviews conducted by the Educator Talent team mentioned in
previous sections, it became clear that districts desired additional resources and tools in thinking about
this area of human capital. The development of this plan and examination of the supply data has also
highlighted the need for more direct state and district engagement on recruitment, selection, and
staffing best practices. We plan to offer a series of training sessions to address this need and plan to
focus on practices like workforce data analysis of turnover and staffing trends, developing a district
brand and recruitment strategy, and improving the quality of selection process and tools. This training
will be piloted in spring 2015 for interested and suggested districts. We believe this type of training will
be integral for those districts grappling with supply challenges.

Targeted Differentiated Pay Elements

Another opportunity for targeted strategies is the use of specific differentiated pay elements.
Mentioned as a Phase 0 strategy that impacts both supply and access, the state’s differentiated pay
policy laid the groundwork for districts to develop local incentives for a variety of areas including
retention of highly effective teachers and hiring bonuses for particular schools or subject areas. The
policy is flexible and does not prescribe specific types of incentives beyond the broad pay criteria.
Working with districts determined to have a specific supply or access challenge to develop a pay plan
designed to target that area of need, is an important lever in this work. The state plans to analyze
current differentiated pay plans for those districts identified for targeted support and develop pay plan
recommendations and modifications for district leadership. While we recognize changing pay alone is
unlikely to solve an equity issue, we believe its competitiveness is integral to attracting and keeping
great teachers in the profession.

Identify and Scale Up Effective Local Initiatives

Finally, we know that there are many successful strategies at the local level, designed to focus on
improving both supply of and access to effective teachers. As the state, it is our responsibility to identify
these strategies, spread their best practices, and assist other districts in scaling up their usage. For
example, districts like Metropolitan Nashville Public Schools (MNPS) have instituted an aggressive
recruitment campaign called the Turnaround Corps® to recruit highly effective teachers to their neediest
schools. Other districts have focused on identifying those teachers most effective at growing students in
the bottom quartile of proficiency to factor into student placement decisions. Partnership programs
with student teachers from local universities, Teach For America, and specialized degree programs like
ELL certification have also been established in several districts to proactively address issues of teacher
supply. As we shine a spotlight on issues of supply and access through the availability of new data
reporting, we anticipate a great number of new local strategies to address equity issues will develop

? http://www.mnpsturnaroundcorps.org/
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throughout the next school year. We plan to remain in frequent communication with our districts to
identify these practices, assess their impact, and spread this knowledge to others.

tKI-4S of thofi0 SHI- {KIiy3

Phase O

Current Strategies:
Further Data Sharing:
implementation of .y
policies and i:asre nTWar:st”CS Targeted Support:
: u
practices access?/i\a/ Strengthen Public
addressing supply dditional d support for Transparency:
d access additional data PPt : p y:
an R districts with _
reports supply and/or Provide regular
access challenges | Public updates on
supply and access

metrics

Finally, in Phase 3 of our plan, we recognize that accountability is often an impetus for action. Public
accountability allows us to celebrate our success in addressing critical challenges, but it also provides a
necessary lens for external stakeholders to shine a light on issues where progress is not expedient
enough. While we believe that the majority of districts will respond to newly shared data metrics around
supply and access and others will turn to the targeted support options for assistance, the need for public
transparency still prevails. As part of the Tennessee Succeeds strategic plan, we plan to create a new
district report card in 2016-17 which will include new data such as the district equity gap information.

In places where either supply or access issues are persistent, parents and community members have a
right to know about the specific challenges and strategies that have been used to address those
challenges. The state plans to share progress with districts annually via the human capital data report.
We plan to allow a period of time for districts to develop and implement strategies to address specific
equity issues and to engage with state offered supports prior to making information on equity gaps
publicly available, because we know that many districts might not yet be aware of these issues and with
knowledge will handily address them. However, in the future we plan to provide annual updates to key
external stakeholders, including the State Board of Education. Public data sharing represents a key state
lever to address inequity and will hold both the state and districts accountable for improvement.

43



Ongoing Monitoring and Support

We firmly believe that effective strategies and supports are not one-size-fits-all. Our goal in establishing
this plan to ensure equitable access to excellent educators for all students is to examine outcomes data
in a nuanced way to determine equity issues and refine our data sharing mechanisms with districts all
with the intent to allow for a variety of strategies and supports. Our data reveals that the specific
challenges facing our districts vary throughout the state as do the root causes. Because of this variety,
we feel the most important role the state can play in ongoing monitoring is one of data transparency
and continuation of existing support structures.

It is important to provide this data transparency at both the state and district levels. At the state level,
we anticipate continuing to provide stakeholder groups updated information about human capital data,
which going forward will include updates on our equity supply and access metrics. The state department
will also be responsible for providing updates about both our data and strategies to the State Board of
Education. These updates will allow for even greater public awareness about our state progress in
addressing issues of inequitable access. We have also invested in several state level structures that aid in
the monitoring and ongoing evolution of this work. Our internal Office of Research and Policy provides
innovative and timely analysis of these key metrics.

At the district level, our primary mechanism for continued awareness and monitoring will be through
our human capital data reports. As one of our key strategies, these reports will be available on a yearly
basis to districts and include a wealth of data regarding evaluation, retention, working conditions,
supply, and access data. This LEA-level data will be summarized and analyzed to determine the progress
that each LEA is making to ensure equitable access to highly effective teachers. This data will be shared
with the Division of Consolidated Planning and Monitoring (CPM) and utilized as part of the annual LEA
risk-assessment. The annual LEA risk assessment incorporates over 65 indicators of risk that prioritize
LEAs and identify those that will have conditions placed on grant awards and/or will require an on-site
Results-based Monitoring visit by a cross-departmental team.

The Results-based Monitoring conducted by CPM is a comprehensive on-site process that looks at
effective program implementation, not just compliance. The review instrument focuses on specific
levers that affect student academic achievement, not specific funding sources. The in-depth review of
teacher equity issues by will focus on areas such as quality leadership, instructional practices, and
effective teachers. LEAs and schools will be required to provide documentation for and discuss:

e Strategies to attract highly qualified teachers

e Strategies for ensuring that low achieving students have access to highly effective, highly
gualified teachers

e Existing partnerships with local teacher preparation institutions to ensure a continuous pipeline
of highly qualified teachers

e Strategic and equitable distribution of highly effective teachers within the LEA and schools
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e Processes and procedures implemented to provide quality feedback and support to new and/or
struggling teachers

e Professional development opportunities related to effective teaching strategies for students
with disabilities, English learners and other targeted subgroups

e Retention strategies such as, incentive pay, differentiated pay scales, career pathways and
leadership opportunities for highly effective teachers

e Strategies to address between school and within school equity gaps

e Process to review and act upon human capital data regarding evaluation scores and
misalignment of observation data and teacher growth data

LEAs that are unable to document and demonstrate the implementation of these processes, practices,
procedures and strategies are required to develop corrective action plans with specific action steps and
deadlines that must be met. Necessary support is provided to address the areas of deficiency and
follow-up visits are conducted to ensure that all corrective actions are addressed within the specified
timeframe(s).

As mentioned in previous sections, the state has done extensive work over the last three years to
reimagine and restructure our district support function. Both the CORE offices and the Division of
Consolidated Planning and Monitoring (CPM) will play integral roles in supporting districts with specific
equity issues. CORE offices conduct yearly data deep-dives with each district to identify yearly priorities
and develop their CORE office plan for support. This information is then used to inform each district’s
strategic plan and school improvement plans to which federal and state resources must be aligned. The
CPM office collects, reviews, and approves the consolidated federal funding applications that outline the
use of ESEA and IDEA funds. Both the strategic planning process (LEA and school) and the consolidated
federal funding application are aligned and integrated within the new ePlan system. This shared, web-
based system allows for planning and budgeting of available funds to be fully integrated and transparent
to all stakeholders.

By using these existing structures to monitor and support both state and district level implementation of
strategies to address equity, we are ensuring that this plan is not a standalone effort, but rather an
embedded aspect of the human capital data we expect ourselves and districts to address each year.
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Conclusion

In order to fulfill our vision of a college- and career- ready workforce, we must ensure that all students
have access to highly effective teachers. Tennessee’s plan to ensure equitable access laid forth in this
draft builds off the state’s existing foundation of policies and initiatives aimed at growth for all students
and closing achievement gaps. Our aim is that this work, with new efforts to address issues of
inadequate supply or inequitable access, becomes integrated into our larger efforts to improve human
capital management.

We carefully analyzed both supply and access data revealing a great deal of district variation in the
percentage of highly effective teachers employed as well as the type and size of equity gaps. This data
highlights the need for us to focus on the key state levers for increasing the supply of effective teachers
and improving access, while also allowing for district-level analysis of root causes and locally developed
strategies. We believe our phased sequence of supports will do just this. The plan also identifies several
key state levers for improvement through specific state policies and programs and increased data
sharing and transparency while providing districts with the time and targeted support to implement
local strategies. We look forward to continuing to refine our plan over time and in close partnership with
stakeholders, especially district and school leaders.
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Appendix
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Between-School Gap - when more effective teachers are assigned or selected to teach in schools that
serve certain groups of students in mass, dependent on characteristics such as socio-economic
background or prior achievement.

Equity Gap — the difference in the percent of students in one subgroup who receive highly effective
teachers compared to the percent of students in a comparison group who receive highly effective
teachers.

Highly Qualified - a status which occurs when an educator is fully licensed to teach in the Tennessee
and does not have any licensure requirements waived on an emergency, temporary or provisional basis
and who has subject content knowledge verified for federal reporting purposes under No Child Left
Behind (NCLB)

Inexperienced — a status which occurs when an educator has less than three years of teaching
experience.

Out of Field — a status which occurs when an educator holding an Apprentice, Transitional, or
Professional License is scheduled to teach more than one course or more than two sections of one
course outside the area of endorsement.

TVAAS — Tennessee Value Added Assessment System which measures student growth and the impact
that schools and teachers have on students’ academic progress.

Within-School Gap - when certain students are assigned to more or less effective teachers in their
school, dependent on characteristics such as socio-economic background or prior achievement.
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I-43533Y Syl For example, a student who is behind academically may show significant academic
growth but not be proficient on the end of year test. Another student may also not be proficient
on the end of year test, but not show any growth. The teacher added a lot of value to the first
student’s academic development (and increased their likelihood of being proficient in 6" grade),
and little value to the second student’s academic development. TVAAS allows educators to
consider their students’ I'OK}SQ’JQYSYG (their score on the end of year assessment), as well as
their W2G(K (the progress students make year to year).
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students grow more than expected, that growth is reflected in a teacher’s TVAAS score —
regardless of whether the student earned below basic, basic, proficient or advanced on the state
assessment. For example, Treadwell Middle School in Memphis had low entering achievement
in middle school math (students performed in the 33rd percentile compared to their peers
across the state), yet they were among the top 20% of schools in the state on growth in 7th and
8th grade math in 2013-14.

113K-1-0KISANy3 aldzRSyda 01y N2 I-yR (KSH GSI-0KSUA 01y Sy &lli2y3 ¢+ 1 1{ 3020540 Just as
children grow in height each year, they also grow in academic ability. If a second grader is tall in
relation to her peers, she will need to continue to grow each year to be tall relative to her peers
in fifth grade. A tall second grader who does not continue to grow will soon be a short fifth
grader. Likewise, our highest performing students still have room to grow academically and their
teachers can still earn high TVAAS scores. Even students who consistently earn advanced scores
can demonstrate growth. For example, Ravenwood High School in Williamson County had
among the highest entering achievement in the state among their Chemistry | students. They
also had strong growth, and made substantially more progress than the state average in
Chemistry in 2013-14.



@EDUCATION

Human Capital Data Report
Mock District

This Human Capital Data Report was compiled using 2013-14 data and covers a range of human capital topics, including
evaluation, retention, and hiring data. It includes data previously shared via the fall Evaluation Completion Reports, but
also incoporates new metrics not previously available. This report is intended to be used in coordination with the Human
Capital Self-Assessment Tool which is designed to aid in data analysis, present possible strategies for improving human
capital management, and aid in prioritizing implementation of those strategies.

Section |I: Evaluation

Table 1: Distribution of Scores

Teachers | Percent 1s | Percent 2s | Percent 3s | Percent 4s | Percent 5s
w/ Data
Overall Level of 100 of 100 10.0% 30.0% 20.0% 10.0% 30.0%
Effectiveness
Overall Level of 0.8% 11.2% 25.2% 31.5% 31.3%
Effectiveness (State)
Observation Average 100 of 100 10.0% 20.0% 10.0% 30.0% 30.0%
Observation Average 0.3% 2.7% 22.4% 43.3% 31.3%
(State)
Growth Score: 100 of 100 10.0% 10.0% 30.0% 20.0% 30.0%
All Teachers
Growth Score: All Teachers 22.5% 9.0% 19.4% 10.6% 38.5%
(State)
Growth Score: Teachers w/ | 100 of 100 10.0% 30.0% 10.0% 30.0% 20.0%
Individual Growth
Growth Score: Teachers w/ 19.7% 9.6% 24.2% 11.5% 35.1%
Individual Growth
(State)
Achievement Measure 100 of 100 10.0% 10.0% 30.0% 20.0% 30.0%
Achievement Measure 10.6% 5.9% 17.7% 15.8% 50.1%
(State)
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Guiding Questions:

1. s this the distribution you expected?

2. Do you see any measures that seem out of line with the rest of the measures? If so, why do you think this may
be?

3. Do you anticipate this distribution changing notably this school year? If yes, why? If no, why not?

4. How does your district’s distribution compare to the distribution at the state level? Why do you think this may
be?

Table 2: Alignment between Individual Growth Scores and Observation Scores

Number of Teachers with
Observation Scores and Individual

District Average
Percent Aligned or

District Average
Percent Misaligned

State Average
Misaligned by Three

Growth Scores within Two Levels by Three or More or More Levels
Levels
40 out of 50 90.0% 10.0% 12.5%

Guiding Questions:

1. Are you concerned about the level of misalignment in your district? Why or why not?
Can you identify why there might be a discrepancy between individual growth and observation scores?
Do you have some schools where misalignment might be more of an issue than others? If so, what are you doing
to combat misalignment in those schools?

4. Are you concerned about the quality of feedback teachers are receiving? Are you more concerned about this in

your schools with higher rates of misalignment?
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Section 2: Growth and Development

Table 3: Change in Individual Growth Scores from 2012-13 to 2013-14

In this chart, cells highlighted in green represent teachers whose individual growth score improved between 2012-13
and 2013-14. Also highlighted in green is the cell showing teachers who maintained an individual growth score of 5
between 2012-13 and 2013-14.

2013-14 Individual Growth Scores
1 2 3 4 5
1 5.0% 25.0% 10.0% 10.0% 50.0%
20 teacher(s)
4 (1) (5) (2) (2) (10)
3 2 20.0% 10.0% 20.0% 40.0% 10.0%
£ 10 teacher(s)
g @) W @) (@) (1)
‘—u: 3 20.0% 0.0% 20.0% 20.0% 40.0%
_-3 50 teacher(s)
5 (10) (0) (10) (10) (20)
N 4 0.0% 0.0% 0.0% 40.0% 60.0%
E 10 teacher(s)
g (0) (0) (0) (4) (6)
5 0.0% 0.0% 40.0% 0.0% 60.0%
5 teacher(s)
(0) (0) (2) (0) (3)

Guiding Questions:

Did more of your teachers improve their individual growth scores than not?

Which group of teachers were you most effective at growing?

Are there any district-wide practices that have led you to be more effective at moving some groups of teachers?
Do you know which teachers had big growth score changes and why?

(NOTE: This change could be in either direction and may be related to changes in grade and subject taught.)

PwnNPR



@EDUCATION

Section 3: Retention

Table 4: Persistently High vs. Low Performing Teachers

. . Persistently High
Persistently Low Performing .
Performing
L 25.0% 75.0%
District
(5 out of 20) (15 out of 20)
8.9% 45.3%
State
(1,331 out of 14,924) (6,757 out of 14,924)

There are many ways to define to persistently high and low performing teachers, for the purpose of this report they are
defined as follows:

A persistently high performing teacher is defined as a teacher who has three years of individual growth with a sum
greater than or equal to thirteen (13). For example, a teacher who scored a 4in 2011-12,a4in 2012-13,anda 5in
2013-14 would have a sum of 13, making this teacher persistently high performing. To be considered persistently high
performing, a teacher had to have an individual growth score of 5 for at least one year, and could not have received an
individual growth score of 2 in any of the three years.

A persistently low performing teacher is defined as a teacher who has three years of individual growth with a sum less
than or equal to four (4). A teacher who scored a 1in 2011-12, a 2in 2012-13, and a 1 in 2013-14 would have a sum of
4, making this teacher persistently low performing. To be considered persistently low performing, a teacher could not
have received an individual growth score of 3 in any of the three years.

Guiding Questions:

Is this distribution what you would expect?

Do you know who these teachers are?

Do your persistently high performing teachers know who they are?

Do you have any recognition or retention practices in place, specifically for teachers who have demonstrated
strong performance over time?

5. Do you have any practices in place to develop and support your persistently low performing teachers?

PwnNpE
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Table 5: Teachers who Left District Based on
2013-14 Overall Level of Effectiveness

Overall Level | Total Teachers | Total Teachers | Total Teachers Moved Not Rostered?
of Retained who Left Districts
Effectiveness
1 10 2 8 2 6
2 15 7 8 1 7
3 12 1 11 0 11
4 10 8 2 2 0
5 6 5 1 0 1

» Teachers who moved from your district went to: District A (3), District B (2)

Guiding Questions:
1. Are you retaining your high performing teachers at a higher rate than your low performing teachers?
a. Ifso, how are you accomplishing that?
b. If not, why do you think this might be and what could you do to change it?
2. What is the primary reason teachers are exiting your district?
3. Are teachers exiting your district to go to other districts at a rate that is concerning?
4. Which districts are your teachers leaving for and why? Are these the districts you would have expected?

! Teachers may fall into this category for a number of reasons, including but not limited to: retirement, exiting the profession, exiting
the state, maternity leave, medical leave, leave of absence.
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Table 6: Teachers who Stayed in District but Moved Schools
Based on 2013-14 Overall Level of Effectiveness

Overall Level of 1 2 3 4 5
Effectiveness

10 Teacher(s) 0 2 4 3 1

Guiding Questions:

1. Which teachers are moving schools within your district? High performing teachers or low performing teachers?
Why is this?

2. Is the movement of high performing teachers resulting in better access to great teachers for low performing
students?

3. Do you know which schools are recruiting teachers from within the district and why?

4. Why do you think teachers are accepting these within district transfers (Ex. school culture, teacher leader
opportunities, other leadership opportunities, physical location, etc.)?
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Section 4: Hiring

Table 7: New Hires in 2014-15 Based on 2013-14 Overall Level of Effectiveness

District: Total District: Percent of | State: Percent of
Teachers Teachers Teachers
Newly Hired in
40 80.0% 45.3%
Tennessee
Level 1 0 0.0% 5.0%
Level 2 2 4.0% 5.4%
Level 3 1 2.0% 12.3%
Level 4 1 2.0% 15.4%
Level 5 6 12.0% 16.6%
Total New Hires 50 100.0% 100.0%

» Teachers who moved to your district came from: District A (7), District B (3)

Guiding Questions:

1.

2.
3.
4

Where are you getting most of your new teachers? Why is this?

Do you have a robust support system for teachers who are new to teaching in Tennessee?

From which district do most of your new teachers come?

Did you ask teachers to share previous evaluation data as part of your hiring process? If yes, what information
did they share? If no, why did you not ask for this information?

What recruitment strategies do you have in place to insure you are attracting high performing teachers?
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Table 8: Level 1 Observation Hours Breakdown

Task Total Hours
Initial Coaching 0.5
Conversation )
Announced? Observation 1 2.0
Unannounced?® is
Observation 1 '
Announced Observation 2 2.0
Unannounced 15
Observation 2 '
Summative Conference 0.5
Total 8.0

Table 9: Level 1 Observation Hours 2014-15%

Total Teachers

Percent of Teachers

Observation Hours

Total Hours

District:
Level 1

5 3.8%

8 per teacher

40

Guiding Questions:
Does this align with the amount of support you are prepared to provide to struggling teachers?
How are these hours of work distributed amongst your evaluation team?
What additional supports are you providing to these teachers outside of the required minimum?

1.

2.
3.
4.

What percentage of these teachers do you anticipate improving based on this support? (NOTE: It may be helpful

to look at the chart on pg. 4.)

2 Announced Observation: Pre-Conference-0.5 hrs., Observation-1 hr., Post-Conference-0.5 hrs.

3 Unannounced Observation: Observation-1 hr., Post-Conference-0.5 hrs.

4 A teacher is on the Level 1 track if he or she received a 1 on individual growth or Overall Level of Effectiveness.




District: District A
Subject: Reading
Grades: 4-8
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District Number 930
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Each bar in the above graph represents a district in the state. The height of the bar represents the size of the district’s
RLA equity gap. The district’s equity gap is calculated by subtracting the percent of students who scored advanced on the
prior year’s RLA TCAP and receive a highly effective RLA teacher from the percent of students who scored below basic on

the prior year’s RLA TCAP and receive a highly effective RLA teacher.

7%
6% -
5% -
4% -
3% -
2% -
1% -
0% -

District Equity Gap State Equity Gap
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Within School
77.4%

The above graph displays the size of the state RLA
equity gap, as well as your district’s RLA equity gap.
Your district has a positive RLA equity gap. This means
a smaller percentage of below basic students in your
district receive a highly effective RLA teacher
compared to advanced students.

The above graph displays the portions of your RLA
equity gap that are explained by within and between
school placement. When a positive equity gap is
mostly explained by within school placement it
means that highly effective RLA teachers in the
district are located throughout the schools in the
district but placement decisions within schools lead
to smaller percentages of below basic students
receiving highly effective RLA teachers.



District: District A
Subject: Math
Grades: 4-8
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Each bar in the above graph represents a district in the state. The height of the bar represents the size of the district’s
mathematics equity gap. The district’s equity gap is calculated by subtracting the percent of students who scored
advanced on the prior year’s math TCAP and receive a highly effective teacher from the percent of students who scored
below basic on the prior year’s math TCAP and receive a highly effective teacher.
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The above graph displays the size of the state math
equity gap, as well as your district’s math equity gap.
Your district has a negative math equity gap. This
means a greater percentage of below basic students in
your district receive a highly effective math teacher
compared to advanced students.

The above graph displays the portions of your math
equity gap that are explained by within and between
school placement. When a negative equity gap is
mostly explained by between-school placement it
means that highly effective math teachers in the
district are located in schools that serve higher
percentages of below basic students.
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Sylvia Flowers

Executive Director of Educator Talent
Tennessee Department of Education
710 James Robertson Parkway
Nashville, TN 37243

May 29, 2015
Dear Ms. Flowers:

Thank you for the opportunity to provide input regarding the draft report, “Equitable Access to
Excellent Educators.” We can all agree that a qualified teacher is essential to a child’s academic
success. We believe there are several facets to improving access to qualified educators in Tennessee.
Those areas include recruitment and hiring, retention, and professional development.

Recruitment and Hiring

The Tennessee Education Association (TEA) believes that strong teacher recruitment programs are
necessary to maintain and enhance the teaching profession.

Partnerships: It is important to maintain strong relationships with teacher education programs.
Establishing partnerships with colleges and universities can help bring education students into district
school buildings. This exposure, often through student teaching, helps strengthen the applicant pool.
This approach should be part of a comprehensive marketing and outreach campaign.

Future Teachers of America: Programs targeting middle, high school, and community college students
IS a great way to encourage talented young people to pursue teaching as a career. TEA has continued to
support Future Teachers of America (FTA), a program that promotes teaching to high school students.

We currently have active chapters across Tennessee and award annual scholarships to FTA high school
students planning to attend college in Tennessee and major in education.

Retention

Preparation: We need to prepare teachers adequately to enter the profession. We applaud that the
Department revised the process for reviewing and approving Education Preparation Providers (EPP).
Having more frequent reviews and detailed analysis will help us move toward having a higher quality
supply of teachers. TEA believes that teacher education programs must be approved at the State level
and through a national accreditation body (CAEP).

Part of the EPP analysis should identify areas that many new teachers struggle with. For example,
cultural competency should be an integral component of any teacher education program. This needs to
be considered when moving teachers between districts and schools.



Working conditions: Surveys have shown that working conditions are the most significant factor in
retaining teachers, particularly in hard-to-staff schools. Schools with energetic leadership in which
teachers feel like valued members of a learning community attract and maintain their staff while those
lacking these qualities do not. The 2013 Tennessee TELL survey highlighted a few areas that need
heightened focus such as: providing sufficient non-instructional time, opportunity to collaborate with
colleagues, differentiated professional development, and strategies to involve parents and community
members as active partners in their children’s education.

Financial Incentives: While most financial incentives are targeted primarily at recruiting new teachers,
such incentives can also be used to encourage experienced teachers to increase their skills and
expertise and take on additional leadership responsibilities.

TEA believes that a single salary schedule is the most transparent and equitable system for
compensating teachers. The development of models that provide additional compensation beyond the
single salary schedule should be accomplished through a bilateral decision-making process. In
addition, any performance based compensation model shall not be used solely on student achievement
as measured by standardized tests; rather such models shall be designed to encourage collaboration
rather than competition; and shall be criterion-based so that everyone meeting an agreed-upon standard
earns the award.

We believe that any system providing compensation beyond the single salary schedule may:

(a) Be based upon knowledge or skill-based systems which support and reward the acquisition of
critical skills that contribute to professional competency;

(b) Include incentives to attract and retain teachers with special qualifications and teachers who are
willing to work in high priority schools;

(c) Be based on recognition or designation of teachers as “lead teachers”, “mentoring teachers”, or
“accomplished teachers” provided the criteria used to determine these designations are clearly
stated and subject to objective measurement.

The Association believes any compensation model should be funded without re-prioritizing existing
resources and done in a sustainable manner.

Professional Development

TEA believes that continuous high quality, job-embedded professional development is required for
teachers to achieve and maintain the highest standards of student learning and professional practice.

Quality Professional Development: TEA believes that professional development should be designed,
directed, and differentiated to meet the needs of individual teachers. In addition, TEA supports
professional development that is standards-referenced and incorporates current research on best
practices. Another key component to improving teacher support is to evaluate the professional
development and communicate those results to teachers.

Evaluation Feedback: TEA believes that the ultimate goal of any evaluation model of professional
educators is to improve instruction. The structure of an evaluation model should encourage and
promote a common vision of effective teaching and collaboration among educators to support student
achievement. Teachers need more specific feedback to understand how they can improve their



instruction according to these models. In addition to meaningful feedback, we believe there should be
targeted support for teachers to improve upon their evaluation.

Placement

TEA supports the principle that teachers should be promoted or assigned to preferred positions on the
basis of education preparation, experience, and ability. We believe policies should place the education
employee in the school and assignment for which his/her preparation, experience, and skills may best
be employed and the needs of the school system may best be served.

Cultural competency training should be considered as a factor in teacher preparation and placement.
Furthermore, TEA supports high quality, job-embedded professional development for beginning and
experienced teachers. It is important that the professional development be tailored to the individual
teacher needs based on placement and years of experience.

We appreciate the opportunity to provide feedback on the draft report. We look forward to future
conversations on this important issue.

Sincerely,

o Sy

President Barbara Gray



Teacher Educator Survey

To what extent did each of the following contribute to your improvement in this area?

Did not help Helped somewhat = Helped significantly
40% 20% 0 20% 40% 60% 80% 100%

a. Professional development (state or district
training, workshops, college courses)

| b. Collaboration with other teachers

leadership

d. Help from support staff (counselors,
instructional coaches and mentors,
curriculum specialists)

c. Suggestions and guidance from school _

e. Online resources

f. Self-reflection

40% 20% 0 20% 40% 60% 80% 100%

percentage of respondents

Teacher Educator Survey

Key Question 3 Page 104
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Teacher Partnerships

“My partner and | both have different
strengths. We can both learn more from each
other.”

“I thought it would be a good way to learn
from another educator.”

“...that teacher-to-teacher [format] was just
outstanding. | think she just really valued,
and appreciated the teacher coming in. As
an administrator, | can talk it...| can give you
some strategies, | can tell you, but | think
with it actually coming from a classroom
teacher who's actually doing it day-to-day it

just had a lot of value.”

“I could already see improvement. We were
very intentional about what we are doing...
It’s not necessarily what you wrote on your
lesson plan, it’s the impact that it had on
your children..”

Key Question 3 Page 105



Supporting Teacher Growth

K-3 Reading Course

Basic Reading \ J
Support (Prepared) % 2

Walk Through Tool
Follow Up

Administrator/Leader
Observation (formal

or informal) Teacher

Partnerships

Growth Reading
Support (Ready)

Embedded PLC

Administrator’s
Guide Discussions

Key Question 3 Page 106



K-3 Walkthrough Tool-See your office.

Not

Direct Instruction (Large and/or Small Group) Observed | ., . ved

Comprehensive instruction is based on Tennessee Academic Standards

The Foundational Skills Standards are not taught in isolation; there is application
of the skill to connected text and dictation (spelling/encoding)

Correctly produces and models consonant/vowel phonemes and other
phonology skills

A multi-sensory approach is used, which may include the use of manipulatives

Instruction is explicit, differentiated, and includes scaffolds as needed during
large and small group instruction

Evidence exists that reading routines and procedures are familiar to the
students

Deliberately fosters oral language and content-specific vocabulary as a
foundational skill for reading/writing

TN

To reach our to your CORE Offices, click here.
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This guide aims to provide concrete examples of what the Tennessee Academic Standards for English Language
Arts in grades K-3 look like in daily planning and practice. It is designed to reflect the structure and learning from
the K-3 Reading Course. Please note that it is not expected that all of these components of standards-aligned
instruction would be observable during a brief walk-through. For each element, check the box as appropriate.

This tool is not designed for use in evaluation.
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Comprehensive instruction is based on Tennessee Academic Standards

The Foundational Skills Standards are not taught in isolation; there is application
of the skill to connected text and dictation (spelling/encoding)

Correctly produces and models consonant/vowel phonemes and other
phonology skills

A multi sensory approach is used, which may include the use of manipulatives

Instruction is explicit, differentiated, and includes scaffolds as needed during
large and small group instruction

Evidence exists that reading routines and procedures are familiar to the
students

Deliberately fosters oral language and content specific vocabulary as a
foundational skill for reading/writing

Analyzes and corrects speaking, reading, and spelling errors in English
orthography

Guides students through text; asks text dependent questions; directs
students to evidence in the text as meaning is constructed

Majority of instructional time is spent listening to, reading, and responding to
texts selected to advance reading skills

Teacher uses a lesson framework (such as the Integrated Reading Lesson
framework from the Reading Course) to plan instruction

Notes:
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Assessments (either formal or informal) are used to determine small groups

There is evidence of regular instructional adjustment based on ongoing
assessment

Small group instruction includes explicit and systematic teaching of the
Foundational Skills (print concepts, phonemic awareness, phonics, fluency)

Evidence that the end goal of reading is to make meaning (comprehension)

Vocabulary and oral language development is an essential component/element

Writing is done in response to the reading/instruction

Technology is utilized

Notes:
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Efficient transition from large group instruction to small group instruction

Classroom arrangement allows for whole group and small group instruction

Most students are authentically engaged

Corrective feedback is given

Oral language development is supported through conversation, rich
vocabulary, use of read alouds, etc.

Notes:

Notes and thoughts for reflection:




Administrator Partnership Guide

Skills Level of Model Feedback Partnership
Practice

Read About It
Think About It
Talk About It

Write About It

TN
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This guide is intended for use with effective prepared literacy teachers and provides concrete examples of effective literacy instruction. It is intended to help administrators
partner teachers in building literacy practices throughout the building. This guide can assist administration and instructional coaches in identifying peer models, exemplar
classroom, and feedback guidance. If a teacher attends the reading course, begin feedback practices with the K-2 Walk Through Tool and use this document as appropriate.

Reading Instructional Practices include:
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Read about it

Use of lISIR  f2dzR& to model language and vocabulary, to build knowledge and develop critical
thinking skills, and to provide opportunities for students to grapple with the structure and
meanings of more complex texts (use of productive struggle and scaffolding)

Use of on grade level texts through 3KIiSd and intelll-00idS reading  apply foundational skills,
develop reading fluency, and build comprehension. Provide multiple opportunities to practice
rereading familiar text at the I13K( S@SE T IF0di8.

Think about It

Utilizes text dependent questions during interactive read alouds to engage students in thinking
activities with text.

Provides opportunities to grapple 60zS 2T LI2Rd:0010S &iildz33ES0 with more complex text and
provides &01-F12R4 to support readers Interactive Read Aloud/Shared Reading.

Literacy instruction provides &01-712{Ra for support w/ JI-RdzIf relSI-&S to independent work.

Talk About It

Tailored tyaillz0di2y1€ 1SSR61-01 focusing on the learning target is provided throughout lesson to
all students.

Listening, speaking, reading, and writing are integrated throughout literacy instruction, not
(143K in 1&2€1-USR sections of a lesson.

Provides opportunities daily to practice responding to texts through speaking and discussion.

Write About it

Provides opportunities daily to practice responding to text through written expression.

Use oral discussions and writing to synthesize new knowledge gained from reading.




Next Steps and Reflection

« What are the biggest actions you need to take to move
classroom practice forward?

« What does a leader still want to know about literacy
practices? What are ways a you can get that knowledge?

« How do model classrooms help you and your teachers
develop these skills?

« How do you create actionable change in your building?

Key Question 3 Page 109



Key Question 4

Key Question 4:
Creating a Literacy Culture
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READTO0BE

75 percent of Tennessee students \
reading on grade level by 2025

TN Department of
..Education $0d
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Where are we now?

 Over the past several years, English !anguage arts
performance in grades 3-5 has remained stagnant
or declined.

 Historically underserved subgroups are struggling
even more; less than one-quarter of English
language learners and students with disabilities
are proficient or above in reading on the third
grade TCAP assessment.

« For many students, early intervention is a key
element of later outcomes.

”‘- o 10
ducation -

.

Key Question 4 Page 115



Where are we now?

NAEP Reading

: Grade 4
e i proved aur Past Performance & Path to Ranking
ranking among states

. ) in T 1
in grade 8 reading but in Top Half of States by 2019
went backward in

grade 4 reading. v
T
E <z 27 25
 Tennessee still ranks o -ty
in the bottom half of 2 ’_‘——\/1‘ ;
all states on the o
< 40 39 39 38 36th

Nation’s Report Card
or NAEP in grades 4 ,
and 8 reading 2005 2007 2009 2011 2013 2015 2017 2019

Education 106

Key Question 4 Page 116



Importance of Third Grade Reading

* Third grade is a pivotal marker in the academic trajectory
of a student.

+ National data show children who are not reading
proficiently by third grade are four times less likely than
their peers to graduate high school by age 19.

« By the end of third grade, only 43 percent of students in
Tennessee are proficient in reading.

[Education 107
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Read to be Ready

Read to be Ready: Key Takeaways

1. Early literacy matters. Early language and
literacy development must begin at birth
because of its direct impact on later success in
reading and in life.

.Education
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Read to be Ready: Key Takeaways

2. But it's never too late. With quality resources
and support, even those who are not reading
on grade level by third grade can catch up.

.Education

109
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Read to be Ready: Key Takeaways

3. Reading is more than just “sounding out”

words. Reading is thinking deeply about a
text's meaning and how it builds knowledge of

the world around us.

o

~ 110
.Education
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Read to be Ready: Key Takeaways

4. Teacher knowledge and practice are
critical. Educators must have a deep
understanding of the art and science of

literacy instruction in order to develop lifelong
readers.

to Ensure
tfagers _?uPﬁfrt Student
ctions eachers Bentinads

.Education
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Creating a Culture of Literacy

We each hold a piece of
? 1 the puzzle and we must do !
’ our part to improve literacy
in Tennessee.

IT TAKES A

COMMUNITY.
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Involve all stakeholders

Reach out to your community resources:

StoryBlocks

& Songs as¢ Rhymes
that Build Readers

www.readtosucceed. org
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Why Now?

Reading...it is a RIGHT!

It is not a privilege to learn to read. It is a RIGHT. We have a
moral obligation to ensure ALL children learn to read. To
reach our goal, we must work with a sense of urgency.

TN
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https://youtu.be/MczEU0QAJ-E

Time and Planning

All this takes time. It takes lots of time.
To be successful, a program must be
generous in allocating adequate time
for students to engage in the practices
that will make them strong readers,
and allow more time yet for the
students who need more.

‘Both and’ Literacy Instruction K-5 A Proposed
Paradigm Shift for the Common Core State
?tandards ELA Classroom, Achieve the Core, p.

TN
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Creating a Literacy Culture: How?

Establish a sense of urgency.

KE ® Areds

Who will leaa those areas?

Where are your models?
Teachers: Videos:

What are the critical moves?
Is the community included~

How will you celebrate success?

How will you build habits?
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Key Focus Areas

S 7

Who will lead those areas?

NS

Where are your models?

NS

What are the critical moves?

JC

How will yoMnto emotion

N

How will you build habits?




Creating a Literacy Culture: A few first steps

2014-15 Rutherford County School- 2015-16 Winter
Goal:75% of 2" grade reading on grade level —_
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What leader actions are necessary to support teachers to
get students ready?

to Ensure
Student
Readiness

Leaders Support

Actions Teachers

TN
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What is your plan? When do you begin?

ALICE ne: T 91";’; In the road,
Wm hroad do I take!

dw"
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3-2-1 reflection

What three
things did you
learn that will
impact your
practices as a
leader?

What two ideas
do you need to
discuss with
teacher leaders
in your

building?
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What one idea
do you need to
share with
another leader?

TN



Department of

'Education

Districts and schools in Tennessee will exemplify
excellence and equity such that all students are

equipped with the knowledge and skills to
successfully embark on their chosen path in life.

Excellence | Optimism | Judgment | Courage | Teamwork
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Bridge to Practice

Bridge to Practice

The Bridge to Practice will ask you to complete an in-depth
action plan. (Detailed reminders will be emailed in May).

Please return to your district and work with your
leadership team to complete your literacy action plan in
preparation for course four.

This activity will be a part of our opening for Course Four
and is an opportunity for you to extend the learning from
Course Three into your current leadership practices.
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Survey Link

+ To receive TASL credit, you must complete the survey.

* Your survey link is:
https://www.questionpro.com/t/ALbGhZUd2d

Your facilitator names were:
« Itis also in your digital packet.

* Your survey information and your name are separated by
our surveying software and ensure that your survey
responses are anonymous.
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