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EPP REVIEW TIMELINE

Three Months. Monthly webinars to
touch base (Q & A, Logistics, etc.)

Three Months

Notification of
Review Visit

Webinar
EPP presents selfstudy rubrics and
worksheets.

EPP faculty and staff
engage in the review
process to complete the
self-study rubrics and
worksheets.

On-site Visit

Observations are
conducted. Surveys are
completed.

Day 1- 12:00-3:00
*Team
Orientation

Day 2- 8:00-5:00
Interviews,
Evidence
Compilation,
Begin Draft
Summary

*The on-site visiting team should consist of:

Day 3- 8:00-12:00

8 visitors (+/-2)

Complete Draft
Summary

2-3 Postsecondary Representatives from Institutions scheduled to
receive a visit

Summary
Presentation

5 Local District Representatives – District Administrators,
Principals/Assistant Principals, Teachers, Instructional Coaches, etc.
1-2 PED Staff Members
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EPP REVIEW VISTING TEAM TIMELINE

Three Months. Monthly webinars to
touch base (Q & A, Logistics, etc.)

Three Months

Webinar

Notification of
Review Visit

Data Pull.
EPP faculty and staff
engage in the review
process to complete the
self-study rubrics and
worksheets.

On-site Visit

EPP presents selfstudy rubrics and
worksheets.

Team
Orientation
Webinar. Team
Component
Assignments.

Team Webinar.
Observation
Assignments.

Observations are
conducted. Surveys
are completed.
Team Plus/Delta
Organizers are
completed.

Day 1- 12:00-3:00
*Team
Orientation

Day 2- 8:00-5:00
Interviews,
Evidence
Compilation,
Begin Draft
Summary

Day 3- 8:00-12:00
*The on-site visiting team should consist of:
8 visitors (+/-2)

Complete Draft
Summary
Summary

2-3 Postsecondary Representatives from Institutions scheduled to
receive a visit
5 Local District Representatives – District Administrators,
Principals/Assistant Principals, Teachers, Instructional Coaches, etc.
1-2 PED Staff Members
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Section I: Conducting Classroom Walk Through Observations
The purpose of the classroom walk through observation is to determine, within a 15- to 20-minute snapshot, the
degree to which students are actively engaged in learning challenging content. Given the time limit, this form
must be brief, while encouraging the observer to note key characteristics of the instruction that support student
achievement. Space is provided for running notes (on the back of the form) and for reflection on the level of
rigor and engagement for each classroom. It is important to note that the key difference between an observation
and a walkthrough observation is that no teacher will receive individual results. The collected evidence is used
to look for program trends and or/trends by candidate type.
During all observations, observers will be paired with a partner. Each pair will enter the classroom together and
position themselves to observe a cross-section of students. It is recommended to find open seats at either side of
the classroom or in the back so that observers can take note of what students are doing and note the resources
used to support the content in the classroom. Observers should not interrupt the class in any way.
Observers will gather evidence, align the evidence, and create an initial score using the NMTEACH Rubric.
The observation form should be completed for each observation independently. Observers will be asked to take
notes on classroom artifacts and resources (what is visible to learners and what has been provided on the student
desk top as a learning resource); student behaviors (what students are doing in the classroom); and teacher
behaviors (what the teacher is doing to support learning). Observers should only collect evidence on the form
and not identify recommendations or questions.
All observation forms will be collected during the Team Debrief session. The observation forms will not be
provided to individual teachers, but they will be used by the team to identify trends in classroom practices. The
forms will be used for the three types of observations that will be conducted during the visit: Program
Instructor Observations, Intern/Student Teacher Observations and Completer (1-2 Year Teacher) Observations.
You and your partner will complete all of the assigned observations for your location within the allotted time
schedule that has been provided on your agenda. Once observation evidence has been collected on the forms,
you are encouraged to build a block of time within your personal schedule to score the collected observation
evidence using the NMTEACH Rubric. You and your partner may score each observation independently and
then discuss your scores to come to consensus. You will be asked to enter scores for all your observed
classrooms on a summary chart. Please ensure that you and your partner use the language of the rubric as you
score each Domain and Element. You will want to be able to connect your evidence with the scoring
descriptions found within the Rubric.
The Observation Walk Through Form includes a summary of the observation and asks the observer to indicate
the rigor of the work as basic, proficient, or advanced; and the level of engagement as low, medium, or high.
The basic rigor level involves acquiring knowledge, for its own sake, and being able to recall or locate that
knowledge in a simpler manner. The advanced rigor level involves more complex ways in which students use
knowledge. At this level, the knowledge is fully integrated into the student’s mind and the student can do much
more than locate information. Students can take several pieces of knowledge and combine them in both logical
and creative ways to solve complex real-world problems or create projects and designs. The level of student
engagement refers to the degree of attention, curiosity, interest, optimism, and passion that students show when
they are learning or being taught, which extends to the level of motivation they have to learn and progress in
their education.
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EPP Classroom Observation Walk Through Form
Course:
Time of Observation: Opening
Class Size:
Ethnicity: Caucasian

Middle

Closing

Grade Level:
Period/Block:

(Female
Male
)
African-American Hispanic/Latino
Asian American
Native American

Seating arrangement:

Program Faculty Only: Content as Connected to Day-One Readiness

Artifacts, Evidence of Learning:

Student Behaviors:

Teacher Behaviors:

Summary of Observation:

Rigor/Challenge of Work:
Engagement of students:
2A

2B

2C

Basic

Proficient

Advanced

Low (Compliant)
Medium
High
NMTEACH Scores (Domains 2 and 3)*:
2D
2E
3A
3B
3C

3D

3E

*Please reference your NMTEACH Rubric when scoring classroom observation evidence.
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Appendix II

Depth of Knowledge (DOK) Levels

Level One Activities
Recall elements and details
of story structure, such as
sequence of events,
character, plot and setting.

Conduct basic
mathematical
calculations.
Label locations on a map.
Represent in words or
diagrams a scientific
concept or relationship.
Perform routine
procedures like
measuring length or using
punctuation marks
correctly.
Describe the features of a
place or people.

Level Two Activities

Level Three Activities

Identify and summarize
the major events in a
narrative.

Support ideas with details
and examples.

Use context cues to
identify the meaning of
unfamiliar words.
Solve routine multiplestep problems.
Describe the cause/effect
of a particular event.
Identify patterns in
events or behavior.
Formulate a routine
problem given data and
conditions.
Organize, represent and
interpret data.

Use voice appropriate to
the purpose and audience.
Identify research
questions and design
investigations for a
scientific problem.
Develop a scientific
model for a complex
situation.
Determine the author’s
purpose and describe how
it affects the interpretation
of a reading selection.
Apply a concept in other
contexts.

Level Four Activities
Conduct a project that
requires specifying a
problem, designing and
conducting an experiment,
analyzing its data, and
reporting results/solutions.

Apply mathematical model
to illuminate a problem or
situation.
Analyze and synthesize
information from multiple
sources.

Describe and illustrate how
common themes are found
across texts from different
cultures.
Design a mathematical model
to inform and solve a practical
or abstract situation.
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Section II: Conducting Interviews
Each team member will interview at least one group during the visit. Again, you will be with a partner or
a team of three. You are grouped together to ensure that quality notes are collected throughout the
interview. The following job duties should be assigned before you arrive at the interview location:
• Interviewer (Questioner): This individual will introduce the visiting team to the group that is
being interviewed. After the initial introductions, the interviewer will be responsible for asking
questions, rephrasing questions (if unclear) and cueing individuals to answer.
• Scribe (Note Taker): This job may be shared if there are three on the team. This individual is
responsible for taking notes during the interview. Special attention should be paid to capture exact
language as much as possible. Notes can be hand written or typed. No video or audio recording is
allowed.
The following pages contain specific questions for interviews with teacher candidates, program leaders,
cooperating teachers, program instructors and field experience supervisors and district-level
administrators. Your team will use these notes to gather supporting quotes for the exit report and related
summary statements.
Tips for Effective Interviews
1. Introduce yourself and provide a brief statement about the nature of the visit. Be clear about the visit’s
purpose—to help the program identify best practices and future actions needed to improve all program
areas. The goal is to get views on what the program has done and to define next steps and challenges.
2. Be prepared. Study the available data and information. Develop an idea of what you want to learn
about the program. Take 15 minutes to review the specific interview questions in the Team Member
Guide. Decide if there are other questions you should ask that will help fill in any gaps.
3. Avoid the trap of allowing one person to dominate the responses. Ask everyone in the room to respond
to each question. Another approach is to ask for one person to provide an initial answer then prompt
the remaining interviewees to clarify or expand on the answer based on their experience.
4. Restate the question when answers miss the point. For instance, you may not get an adequate answer
to a probing question such as, “Why aren’t your students performing well?” Don’t move on to the next
question. Instead, repeat what they have said to you in a different way: “What challenges do your
students face when being placed in the field? Why do you think those challenges occur?”
5. Generate follow-up questions based on responses. For example, if an interviewee says, “I don’t have
time to give students extra help,” you may wish to ask, “How can your program adjust your schedule
to help you make time for extra help?”
6. Be prepared to confront challenges constructively. You may say to leaders, “As we look at the data,
we might conclude that professional development for your faculty is a problem. What can we do to
help address the problem?”
7. Remember that you are there to listen and not to talk. Please avoid discussions about your experience
or program. If asked about your thoughts, try to answer quickly or redirect back to the purpose of the
interview. State that you are happy to discuss the topic more after the interview (if needed).
8. Thank interviewees for their time and their commitment to raising student achievement.
9. Remember the contextual differences in interviews with students, teachers and site leaders. Relate this
to the purpose of the interview and the questions that you ask.
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Curriculum and Delivery

EPP Interview Questions—Program Completers
1.

What do you consider to be strengths of your program?

2.

Describe essential skills or content that your courses provided to you that you used regularly in your
classroom. In what areas do you feel you were best prepared?

3.

Are there any specific content or skill areas that you would like to see emphasized more in your program?
(What areas would you like to have had more instruction or support?)

4.

In what ways did your teacher education program prepare you to work effectively with students from
diverse backgrounds (i.e. ELL, special education, poverty, etc.)?

5.

In what ways did your program prepare you to effectively use technology to enhance learning in your
classroom?

6.

Describe the pedagogical practices that your instructors used, and how did they prepare you to teach?

7.

In what way did your program prepare you to use assessment data to benefit your students (monitor
progress or make instructional planning decisions)?

8.

How did your program assist you to address the expectations and content of the Common Core and New
Mexico State Standards?
What types of field experiences were part of your program and in what ways did they benefit you?

Clinical Practice

9.

10. Describe the feedback and support that your mentoring/cooperating teacher provided to you. What traits
and practices do you want to replicate from your mentor or cooperating teacher?
11. How well did your program help you to improve how you planned or delivered lessons during your field
experience? Give specific examples.

13. How well does your current teaching position reflect your initial licensure preparation?
14. Describe your understanding of the selection or entry process of your program.
15. What advisory support and progress monitoring were you provided as you progressed in your program?
16. How well were you prepared for the formal assessments that you were required to take to gain your
certification (NES/NMTA)? What else could your program do to better prepare you for those assessments?

Improvement

Continuous

Candidate Quality

12. What recommendations would you provide to enhance the clinical experience for future teacher
candidates?

17. How well do you think your program prepared you to be Day-One Ready?
18. What changes would you make to the program to ensure that more teacher candidates are Day-One Ready
in the future?
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Curriculum and Delivery

EPP Interview Questions—Student Teachers/Interns
1.

What do you consider to be strengths of your clinical experience so far?

2.

Describe essential skills or content that your courses provided that you have used. In what areas do you
feel you were best prepared?

3.

Are there any specific content or skill areas that you would like to see emphasized more in your program?
(In what areas would you like to have had more instruction or support?)

4.

In what ways did your teacher education program prepare you to work effectively with students
from diverse backgrounds (i.e. ELL, special education, poverty, etc.)?

5.

Describe the pedagogical practices that your instructors use, and how are you incorporating those
into your own teaching?

6.

In what ways did your program prepare you to effectively use technology to enhance learning in your
classroom?

7.

In what way did your program prepare you to use assessment data to benefit your students (monitor
progress or make instructional planning decisions)?

8.

How did your program assist you to address the expectations and content of the Common Core, New
Mexico State Standards, and NMTEACH?
Describe the opportunities that you have had in your program to participate in clinical activities. When?
Where were you placed? What did you learn?

Clinical Practice

9.

10. Describe the feedback and support that your mentoring/cooperating teacher provided to you. What traits
and practices do you want to replicate from your mentor or cooperating teacher?
11. How did your university supervisor help you to improve how you planned or delivered lessons during your
field experience? Give specific examples.
12. What recommendations would you provide to enhance the clinical experience for future teacher
candidates?

Candidate
Quality

13. How well does your current placement reflect your desired licensure area?
14. What advisory support and progress monitoring were you provided as you progressed in your program?
15. How are you being prepared for the formal assessments that you were required to take to gain your
certification (NES/NMTA)? What else could your program do to better prepare you for those assessments?
16. As a student, what opportunities do you have to provide feedback to leaders about your program?

Improvement

Continuous

17. How do you perceive your program and clinical practice has prepared you to be Day-One Ready?
18. What changes would you make to the program to ensure that teacher candidates are effectively prepared to
begin teaching? Day-One Ready in the future?
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Clinical
Practice

Curriculum and Delivery

EPP Interview Questions—Postsecondary Program Leaders
1.

What do you consider to be the main strength of your program?

2.

Describe how your program organizes content to support the expectations for teachers as outlined in the
NMTEACH Rubric. (Take me through the typical course sequence and identify how each teach the
elements of NMTEACH).

3.

How do you support faculty and cooperating teachers to teach and model instructional best practices? (i.e.
using technology to support instruction, literacy strategies, etc.)

4.

How does your program prepare candidates to work effectively with students from diverse backgrounds
(i.e. ELLs, poverty, SPED, etc.)?

5.

How do you prepare candidates to effectively use assessment data to benefit students (monitor student
progress or make instructional planning decisions)?

6.

How does your program assist students to understand the state requirements such as PARCC, school report
cards, Common Core and NMTEACH?

7.

What systems are in place to evaluate and improve the quality of clinical experiences for your program?

8.

How do you partner with district and charter leaders to determine placement for candidates?

9.

How do you ensure that candidates experience a variety of placements that reflect the diverse student
population of the area?

10. What opportunities are there to improve the clinical experiences of your candidates?

Candidate Quality

11. Describe your program recruitment practices. How does your program promote opportunities for careers in
education?
12. Describe the major milestones in your program. How are candidates provided feedback and support to
ensure that they are on track?
13. How does your program select partnering districts, schools and teachers? Are there any factors that are
considered when placing candidates in field study experiences?
14. What are the primary reasons that candidates exit your program without completing?
15. How are candidates prepared for formal assessments (NES/NMTA)? What changes have been
implemented to support success on these assessments?

Continuous
Improvement

16. How are you involved in efforts to improve the quality and outcomes of your program?
17. How has the unit or program been involved in discussions with stakeholders that focus on improving the
program and/or improving the placement of candidates in field experiences?
18. How does the program utilize data to support continuous improvement?
19. What professional development or support has been provided to instructors and cooperating teachers to
support continuous improvement efforts?
20. What changes would you make to the program to ensure that more teacher candidates are Day-One Ready
in the future?
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Clinical
Practice

Curriculum and
Delivery

EPP Interview Questions—Program Faculty
1.

What do you consider to be strengths of your program?

2.

What changes have you implemented over the past three years to improve either content or instruction
within your courses (and why)?

3.

How does your program educate students about state initiatives such as NMTEACH, PARCC, school
grades, etc.?
5.

Describe the opportunities that you have had in your program to support clinical activities?

6.

What feedback do you provide to your candidates? How often is feedback provided and how is it
delivered? Give specific examples.

7. What recommendations would you provide to enhance the clinical experience for future teacher

Candidate Quality

candidates?
8.

Describe the major milestones in your program. How do you work with candidates to ensure that they
are on track?

9.

What advisory support do you provide to students as they progress in your program?

10. How are candidates being prepared for the formal assessments that they will be required to take to gain
certification (NES/NMTA)? What else could your program do to better prepare them for those
assessments?
11. What are the primary reasons that candidates exit your program without completing?

Continuous
Improvement

12. How are you involved in efforts to improve the quality and outcomes of your program?
13. How have you been involved in discussions with local districts or charters that focus on improving your
program and/or improving the placement of candidates in field experiences?
14. Describe the professional development opportunities that you have participated in over the last three
years (content and setting).
15. What changes would you make to your program to ensure that more teacher candidates are Day-One
Ready in the future?
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Candidate
Quality

Clinical Practice

Curriculum and
Delivery

EPP Interview Questions—Clinical Supervisors
1.

What do you consider to be strengths of your program?

2.

What changes have been implemented over the past three years to improve the quality of field
experiences for candidates (and why)?

3.

How is the content knowledge of the candidate assessed?

4.

How do field experiences expose candidates to the expectations of the NMTEACH Educator Effectiveness
System?

5.

What systems are in place to evaluate and improve the quality of clinical experiences for your program?

6.

As a clinicals supervisor, how often is feedback provided and how is it delivered to teacher candidates?
Give specific examples. Describe any specific tools or protocols that are used.

7.

What recommendations would you provide to enhance the clinical experience for future teacher
candidates?

8.

As a clinical supervisor, how do you provide feedback to program faculty about strengths and
weaknesses of teacher candidates observed during field experiences?

9.

How often do you meet with the cooperating teacher and what is the substance of those
meetings?

10. How often does the clinical triad (PBS and CT/Mentor and candidate) meet?
11. How do you collaborate with districts to enhance field experiences for candidates? (placement, activities,
district initiatives, etc.)
12. How does your program select partnering districts, schools and teachers? Are there any factors that are
considered when placing candidates in field study experiences?
13. What are the primary reasons that candidates exit your program without completing?

Continuous
Improvement

14. How are you involved in efforts to improve the quality and outcomes of your program and the candidate’s
field experience activities?
15. How have you been involved in discussions with local districts or charters that focus on improving your
program and/or improving the placement of candidates in field experiences?
16. Describe the professional development opportunities for clinical supervisors provided by the program.
17. What changes would you make to your program to ensure that more teacher candidates are Day-One Ready
in the future?
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EPP Interview Questions—Partnering Principals/LEA Leaders
1. To what extent have you had the opportunity to observe teacher candidates from the
EPP?

2. What do you consider to be the strengths to be reinforced and the opportunities for
Curriculum and Delivery

improvement of the teacher candidates, from the EPP, that you are currently supervising?

3. Are there any specific content or skill areas that you would like to see emphasized more in the
teacher preparation program? (What areas do you think candidates need more support in?)

4. In terms of the NMTEACH Rubric, which elements could be considered strengths of your candidates
(looking at trends) and which would be considered areas for improvement?

5. Do teacher candidates engage their students using active learning strategies? Which strategies are
frequently used by your candidates?

6. What is the level of content knowledge demonstrated by your teacher candidates?
7. Describe the level of understanding that your candidates have about state initiatives such as

Clinical Practice

8.

PARCC, the school report card, NMTEACH, etc.
Describe the opportunities that you have had to support teacher candidates in clinical activities (methods
field experience activities, student teaching, internships, etc.).

9. Describe the frequency and type of feedback that you are able to provide in these field experiences.
10. How does your school work with the candidate’s mentor (your staff) and the postsecondary supervisor?
To what extent do you believe the EPP is receptive to your involvement and feedback from your school?

11. How do you collaborate with program leaders from the EPP in support of teacher candidates to
determine placement opportunities for candidate’s student teaching/field experiences?

12. What recommendations would you provide to enhance the clinical experience for future
Candidate
Quality

teacher candidates?

13. How do you promote teacher preparation programs with your students? (Communicate education as a
career)

14. What key characteristics or evidence do you look for as you review the candidate pool during the hiring
process?

15. As a supporter of candidates from this program, what opportunities do you have to provide feedback to
Continuous Improvement

leaders about the program?

16. Do your candidates use data to guide instructional decisions?
17. How well do you think the EPP and clinical practice has prepared candidates to be Day-One Ready?
(ALP modification: At what point would you expect a candidate in an alternative licensure program to be
Day-One Ready?)

18. What changes would you make to the EPP to ensure that more teacher candidates are Day-One
Ready in the future?

19. How does the EPP help your school and ALP candidates to become Day-One Ready during their
first year of teaching?
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Candidate
Quality

Clinical Practice

Curriculum and
Delivery

EPP Interview Questions—Cooperating and Mentor Teachers
1.

What do you consider to be strengths of the teacher candidates that you are supervising?

2.

Are there any specific content or skill areas that you would like to see emphasized more in the
teacher preparation program? (What areas do you think candidates need more support in?)

3.

In terms of the NMTEACH Rubric, which elements could be considered strengths of your candidates
(looking at trends) and which would be considered areas for improvement?

4.

Describe the level of understanding that your candidates have about state initiatives such as PARCC,
the school report card, NMTEACH, etc.

5.

If you could design a course for teacher candidates to assist them in becoming Day-One Ready, what
would it be and what critical content would you want them to learn?

6.

Does the candidate use active learning strategies (such as work in small groups, class discussion, inclass writing or polling) that result in student engagement?

7.

Describe the opportunities that you have had to support teacher candidates in clinical activities
(methods field experience activities, student teaching, internships, etc.).

8.

Describe the frequency and type of feedback that you are able to provide in these field experiences.
Do you feel you had adequate time after every observation to speak with your teacher candidate?

9.

How do you work with your candidate and the postsecondary supervisor?

10. How are you involved in working with program leaders from
placement opportunities for candidates?

to determine

11. What recommendations would you provide to enhance the clinical experience for future teacher
candidates?
12. How do you assess a candidate’s progress over time? How do you ensure that the candidate is on
track?
13. What is the process for sharing concerns about struggling candidates or those that you feel will not
be successful in their field experience? How are these students supported?
14. Did candidates practice new techniques that you suggested or coached them on?

Continuous
Improvement

15. As a supporter of candidates from this program, what opportunities do you have to provide feedback
to leaders about the program?
16. How well do you think the program and clinical practice has prepared candidates to be Day-One
Ready?
17. What changes would you make to the program to ensure that more teacher candidates are Day-One
Ready in the future?
18. Were you provided meaningful training in coaching strategies from the EPP?
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DAY 1 Personal Interview and Observation Schedule
Team Member:_
TIME

ACTIVITY—Interview
or Observation

Location

Partner

1:00-2:00

2:00-3:00

3:00-4:00

4:00-5:00

5:00-6:00
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DAY 2 Personal Interview and Observation Schedule
TIME
8:00-9:00

ACTIVITY—Interview
or Observation
Team Conference Call

Location

Partner

9:00-10:00

10:00-11:00

11:00-12:00

12:00-1:00

1:00-2:00

2:00-3:00

3:00-4:00

4:00-5:00

5:00-7:00
Team Debriefing
**Please take notes on drive/travel time for your assignments.
Notes:
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Common Visit Obstacles and Possible Solutions
Problem
Students and Graduates live up to 3 hours
away from postsecondary institution.

Allowing enough time for interviews

Some classes are only offered on Saturday or
after 3 to ensure that candidates can work and
attend classes.

Some candidates would only be available on
Saturdays and not during the week (given the
structure of the program).

It will be difficult to find graduates as a
tracking system has not been solidified for all
programs.
Scheduling conflicts of program leaders and/or
faculty

Possible Solutions*
Webinar or conference call options can be used for
interviewing these individuals.
Survey monkey can be used to gather answers to
interview questions (web or phone based interactions
are preferred over survey type input).
Interviews should last between 60-90 minutes. The
interview questions have been streamlined to ensure
completion within the allotted interview time slot.
If a significant number of courses are offered after
school hours or on weekends, the team leader will
need to work to establish observations of those
components. This may mean that the team leader
and/or designee come on-site earlier or stay after the
on-site visit to conduct these interviews.
These candidates would be able to be interviewed
when they are available. These interviews could be
conducted on-site (immediately before or after their
classes) or conducted via webinar/conference call on a
Saturday. The team leader would need to work with
postsecondary leaders to coordinate these interviews
in the schedule.
A list of graduates can be cross-referenced against
licensure requests.

If a significant leader is unable to complete related
activities during the on-site portion of the visit, the
team leader will identify an alternative time so that
key leaders and faculty members are included in the
process. This may mean that those individuals are
interviewed using a call or webinar or that the on-site
summary presentation is provided via webinar (at a
later time). The team leader will work with
postsecondary leaders to solve any scheduling
conflicts.
Interview participant(s) availability
For any interview group, it is requested that
approximately 8 individuals will participate in the
actual interview. These individuals should be a true
representation of the stakeholder group (i.e. student
teachers should clearly be randomly selected and
representative of the overall demographics of the
student teacher group). To secure interviewees,
postsecondary leaders should work with the team
leader to select up to 10 participants to invite to the
scheduled interview. As a backup, leaders should
have a secondary list available in the case that fewer
than 8 can participate from the initial requested group.
*Solutions listed are just examples. Postsecondary leaders will need to work with the Visit Leader to
identify viable solutions for their program and candidates.
16

Section III: EPP Evaluation
Progress Towards Curriculum Design and Delivery

+

∆

17

Progress Towards Clinical Practice

+

∆

18

Progress Towards Aligned Candidate Quality

+

∆

19

Progress Towards Aligned Continuous Improvement

+

∆
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EPP REVIEW SUMMARY REPORT

At the completion of the review, the EPP will be provided a summary report. This
report is intended to support continuous improvement efforts for the EPP for the
next three years. This report should be used with faculty and stakeholder teams
to validate progress and to confirm the need for changes. The EPP leaders should
prioritize the actions and resources to enhance their current theory of action and
resulting plans.

21

Post-Visit Follow-Up Actions
Requested Follow-Up Actions (within 90 Days)
1.

2.

3.

4.

5.

Notes/Suggested Resources:
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Day One Ready Skills Survey
In addition to completing an interview, the following individuals will be
asked to complete the online Day One Ready Skills Survey prior to the
on-site visit:
Partnering Principal
Cooperating and Mentor Teacher
Student Teacher or Teacher of Record
Clinical Supervisor
Although the EPP may already have instructor or completer surveys, it
is hoped that this survey will collect data that will allow the EPP to gain
valuable information to inform the decision-making process.
The survey asks participants to rate various skill areas as
well-developed, developed, or underdeveloped. These are defined as:
Well-developed: The candidate or Teacher of Record possess full
knowledge of the skill area and displays consistent evidence of
the skill area.
Developed: The candidate or Teacher of Record possess some
knowledge of the skill area and displays little or inconsistent
evidence of the skill area.
Underdeveloped: The candidate or Teacher of Record possess
limited knowledge of the skill area and does not display evidence
of the skill area.
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Day One Ready Skills Survey
For each of the following areas, rate as well developed, developed or underdeveloped:
• Well-developed: The candidate or Teacher of Record possess full knowledge of the skill area and
displays consistent evidence of the skill area.
• Developed: The candidate or Teacher of Record possess some knowledge of the skill area and
displays little or inconsistent evidence of the skill area.
• Underdeveloped: The candidate or Teacher of Record possess limited knowledge of the skill area
and does not display evidence of the skill area.
Use the next column to identify where these skills were addressed in the program (courses or specific
field experiences). The final column has been provided to gather additional ideas to ensure Day One
Readiness of Teacher Candidates. Provide your recommendations to strengthen any area that you rated
as underdeveloped.
Skill Area Ratings
Course(s)/Experiences(s) Recommendations for
used to teach the skill
Improvement
Topic/Skill
Under Dev. Well
Lesson Planning
Using student assessment
data
Creating a positive learning
environment
Classroom management
Strategies to engage
learners
Using technology to
support learning
Designing instruction to
address the needs of diverse
learners
Addressing Common Core
and NM State Standards
Understanding the
NMTEACH Rubric
Notes/Additional Comments:
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Quality Review Rubrics
The Quality Review components are assessed with the following four rubrics. These rubrics are tools intended to inform an effective Quality
Review by (1) providing clear expectations for EPPs to describe which behaviors, actions, and outcomes meet standards and (2) instructing the
scoring of Quality Reviews. Each rubric aligns indicators to subcomponents and measures each indicator on a scale of five performance levels:
Undeveloped, Developing, Proficient, Well Developed, and Industry Leader.
Questions should be directed to the Educator Quality Division at the PED: and submissions should be timestamped by 11:59pm on the deadline
provided by the PED.
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Indicators

Curriculum Design

Rubric for Curriculum Design and Delivery Component
Undeveloped
Developing
Proficient
Well Developed
1.1 Curriculum Design

EPPs do not demonstrate
alignment of curriculum and
assessments to the 10
InTASC standards and 6
priority areas.

EPPs demonstrate alignment
of curriculum and
assessments to the 10
InTASC standards and 6
priority areas. However,
many standards and priority
areas are not covered
comprehensively or
rigorously.

EPPs demonstrate alignment
of curriculum and
assessments to the 10
InTASC standards and 6
priority areas. However,
several standards and
priority areas are not
covered comprehensively or
rigorously.

EPPs demonstrate alignment
of curriculum and
assessments to the 10
InTASC standards and 6
priority areas. Almost all
standards and priority areas
are comprehensively and
rigorously covered.

EPPs demonstrate alignment
of curriculum and
assessments to the 10
InTASC standards and 6
priority areas. All standards
and priority areas are
comprehensively and
rigorously covered.

Observed instructional
delivery is not aligned to
the 10 InTASC standards
and 6 priority areas.

Observed instructional
delivery is aligned to the 10
InTASC standards and 6
priority areas but is of an
inadequate quality.
Observed instruction will not
enable candidates to master
the presented standards.

Observed instructional
delivery is aligned to 10
InTASC standards and 6
priority areas and is of an
adequate quality. Observed
instruction will enable
candidates to mostly
master the presented
standards.

Observed instructional
delivery is aligned to 10
InTASC standards and 6
priority areas and is high
quality. Observed instruction
will enable candidates to fully
master the presented
standards.

Instructors do not employ
active learning strategies
(such as activities that
encourage candidates to talk
with each other, work in small
groups on an activity, or
respond to a question
through discussion, in-class
writing or polling) or employ
such strategies without
achieving active student
engagement.

Instructors occasionally
employ active learning
strategies (such as activities
that encourage candidates to
talk with each other, work in
small groups on an activity, or
respond to a question
through discussion, in-class
writing or polling) or employ
such strategies while
achieving only occasional
student engagement.

Instructors employ active
learning strategies (such as
strategies that encourage
candidates to talk with each
other, work in small groups
on an activity, or respond to a
question through discussion,
in-class writing or polling)
resulting in student
engagement.

Instructors consistently
employ a variety of active
learning strategies (such as
activities that encourage
candidates to talk with each
other, work in small groups
on an activity, or respond to a
question through, discussion,
in-class writing or polling)
resulting in a high level of
student engagement.

Observed instructional
delivery is aligned to 10
InTASC standards and 6
priority areas and is high
quality. Instruction enables
candidates to fully master
the presented standards. In
addition, EPPs make clear to
candidates how coursework
aligns to key standards (e.g.
InTASC, CCSS) and how they
can use those standards in
their own teaching.
Instructors consistently
employ a variety of active
learning strategies (such as
activities that encourage
candidates to talk with each
other, work in small groups
on an activity, or respond to a
question through discussion,
in-class writing or polling)
resulting in a high level of
student engagement;
instructors use metacognitive
narration to explain their use
of instructional strategies to
candidates.

Delivery alignment with
curriculum design

Active learning

Industry Leader

1.2 Instructional Delivery
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Indicators

Classroom dynamics
and diversity

Undeveloped

Rubric for Curriculum Design and Delivery Component
Developing
Proficient
Well Developed

Classroom environments are
not conducive to the learning
of the majority candidates.

Instructors do not make
explicit efforts to embrace the
diverse perspectives of their
candidates.

Classroom environments
are conducive to the
learning of the majority
candidates.

Instructors attempt to, but
may not successfully,
embrace the diverse
perspectives of their
candidates and employ these
to enrich everyone's
understanding of the subject
at hand.

Industry Leader

Classroom environments are
conducive to the learning of
all candidates.

Classroom environments are
highly conducive to the
learning of all candidates.

Classroom environments are
highly conducive to the
learning of all candidates.

Instructors embrace the
diverse perspectives of their
candidates and employ these
to enrich everyone's
understanding of the subject
at hand.

Instructors embrace the
diverse perspectives of their
candidates and the state’s PK12 students and employ these
to enrich everyone's
understanding of the subject
at hand.

Instructors embrace the
diverse perspectives of their
candidates and the state’s PK12 students and employ these
to enrich everyone's
understanding of the subject
at hand. Instructors use
metacognitive narration to
explain their approach to and
use of diversity to improve
their instruction.

Additional Measures for Curriculum Design and Delivery Component

1.1 Curriculum Design and 1.2 Instructional Delivery:
•
Summative and capstone assessment scores to measure candidate mastery of the 10 InTASC standards and 6 priority
areas
•
Graduate Survey to measure graduate satisfaction with effectiveness and relevance of EPP coursework
•
NES exams assessing graduate mastery
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Indicators

Selection of placement
sites

Rubric for Clinical Practice Component
Undeveloped
Developing
Proficient
Well Developed
2.1 Selection of Observation and Placement Sites and Cooperating Teachers/Mentors

EPPs select placements
without attention to providing
candidates with opportunities
to learn about teaching
students from different
backgrounds, with different
learning needs, and in
different geographic settings.

EPPs attempt to select
placement sites that will
provide candidates with
opportunities to learn about
teaching students from
different backgrounds, with
different learning needs, and
in different geographic
settings.

EPPs collaborate with the
placement sites to provide
candidates with opportunities
to learn about teaching
students from different
backgrounds, with different
learning needs, and in
different geographic settings.

EPPs only select sites which
provide candidates with
opportunities to learn about
teaching students from
different backgrounds, with
different learning needs, and
in different geographic
settings.

2.2 Preparation of Program-Based Supervisor and Cooperating Teacher/Mentor

EPPs provide no training to
program-based supervisors
(PBSs) and cooperating
teachers (CTs)/mentors.

EPPs provide training to
program-based supervisors
(PBSs) and cooperating
teachers (CTs)/mentors.

Unclear if and when
candidates apply coursework
to practice.

Candidates sometimes apply
coursework to practice, but
on delayed timeframe and
without fidelity.

There is no dedicated time for
coaching to occur.

EPPs and placement sites
allocate PBSs and
CTs/Mentors time to meet
with candidates, but not
enough time to always meet
after observations.

Training for programbased supervisor and
cooperating
teachers/mentors

Application of
coursework to practice

Coaching time

EPPs provide training in
coaching strategies to
program-based supervisors
(PBSs) and cooperating
teachers (CTs)/mentors.

Industry Leader
EPPs only select sites which
provide candidates with
opportunities to learn about
teaching students from
different backgrounds, with
different learning needs, in
different geographic settings,
and in high-quality schools
(with School Grades of A or
B).

EPPs provide training in
coaching strategies, content
standards, professional
teaching standards, and the
NMTEACH Teacher
Observation Rubric to
program-based supervisors
(PBSs) and cooperating
teachers (CTs)/mentors.

EPPs provide meaningful
training in coaching
strategies, content standards,
professional teaching
standards, and the NMTEACH
Teacher Observation Rubric to
program-based supervisors
(PBSs) and cooperating
teachers (CTs)/mentors. EPPs
ensure that PBSs and
CTs/mentors are trained in
the same coaching
methodology as each other to
provide consistency for
candidates.

EPP provides instruction
and coursework that can
be immediately applied
to practice; candidates
usually apply
coursework to practice
immediately, but only
sometimes with fidelity.

Candidates apply coursework
to practice immediately, and
with fidelity.

Candidates embed
coursework into practice
consistently.

EPPs and placement sites
expect PBSs and
CTs/Mentors time to meet
with candidates after every
observation.

EPPs and placement sites
allocate PBSs and
CTs/Mentors time to meet
with candidates immediately
after every observation.

EPPs and placement sites
allocate PBSs and
CTs/Mentors ample time to
meet with candidates
immediately after every
observation.

2.3 Preclinical and Clinical Experience
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Indicators
Communication
between PBS and
CT/Mentor

Undeveloped

PBSs and CTs/Mentors with
the same candidate engage in
some, but little
communication with one
another about their
candidate.

PBSs and CTs/Mentors
engage in communication
with one another about their
candidate.

PBSs and CTs/Mentors with
the same candidate often
communicate with one
another about their candidate
and coordinate their support
of and to the candidate.

During coaching
conversations, candidates
receive irrelevant or unhelpful
feedback.

During coaching
conversations, candidates
rarely receive evidence-based,
targeted, and specific
feedback.

During coaching
conversations, candidates
receive evidence- based,
targeted, and specific
feedback.

During coaching
conversations, candidates
always receive evidencebased, targeted, and specific
feedback.

Candidates are provided
concrete instructional
strategies for how to improve,
but strategies are not based
on professional teaching or
appropriate content area
standards.

Candidates are provided
concrete instructional
strategies for how to
improve based on
professional teaching and
appropriate content area
standards.

Candidates are always
provided concrete
instructional strategies for
how to improve based on
professional teaching and
appropriate content area
standards.

Candidates do not practice
new techniques.

Candidates sometimes
practice new techniques, but
on delayed timeframe or
without fidelity.

Candidates usually practice
Candidates practice new
new techniques immediately,
techniques immediately and
but only sometimes with
with fidelity.
fidelity.
PBSs reinforce strategies taught
in other coursework.

EPPs rarely or never meet
with partner district(s). EPPs
do not evaluate the quality of
partnership(s).

EPPs meet on “as needed”
basis with partner district(s).
EPPs irregularly evaluate the
quality of partnership(s).

High Quality Coaching

Partner engagement

1

Well Developed

PBSs and CTs/Mentors
coaching the same candidate
do not communicate with one
another about their
candidate.

Candidates are not provided
concrete instructional
strategies for how to improve.

Candidates practice of
new techniques

Rubric for Clinical Practice Component
Developing
Proficient

2.4 Collaboration of Partners

EPPs meet regularly with
partner district(s) to discuss
each partner’s goals. EPPs
irregularly evaluate the
quality of partnership(s).

EPPs meet regularly and
strategically with partner
district(s) to discuss each
partner’s goals. EPPs regularly
evaluate the quality of
partnership(s).

Industry Leader

PBSs and CTs/Mentors with
the same candidate
frequently communicate with
one another about their
candidate and carefully
coordinate their support of
and to the candidate.
During lessons, coaches
conduct active observations.1
During coaching
conversations, candidates
always receive evidencebased, targeted, and specific
feedback that is tied to
coursework.
Candidates are always
provided concrete
instructional strategies for
how to improve based on
professional teaching and
appropriate content area
standards. Coaches use active
observation when
observations are in-person.
Candidates embed new
techniques into practice
consistently.

EPPs meet regularly and
strategically with partner
district(s) to discuss each
partner’s goals. EPPs regularly
evaluate the quality of
partnership(s) and, based on
results, make strategic
improvements.

TNTP (2014). Fast Start: Training Better Teachers Faster, with Focus, Practice and Feedback. Retrieved December 5, 2016, from http://tntp.org/assets/documents/TNTP_FastStart_2014.pdf.
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Indicators

Undeveloped

Rubric for Clinical Practice Component
Developing
Proficient
Well Developed
Additional Measures of Clinical Practice Component

Industry Leader

2.1 Selection of Observation and Placement Sites and Cooperating Teachers/Mentors:
•
Interviews or focus groups to determine usefulness of experience and quality of guided support
•
NMTEACH summative score of cooperating teacher/mentor
•
Candidate surveys to assess satisfaction with student teaching or job-embedded clinical practice experience
•
School site demographics and details related to student placements
2.2 Preparation of Program-Based Supervisor and Cooperating Teacher/Mentor:
•
Supervisor and cooperating teacher/mentor survey to assess satisfaction
•
Candidate survey to assess satisfaction
•
Training plans for PBSs/CTs

2.3 Preclinical and Clinical Experience
•
Candidate survey to gauge candidate learning and alignment of experience with candidate expectations and needs
•
Program-based supervisor and cooperating teacher/mentor survey to assess candidates’ experiences and progress
•
NMTEACH Teacher Observation Rubric scores of candidates over time
•
Formative or, where applicable, summative assessments of the candidates’ students to assess candidate impact on student learning
2.4 Collaboration of Partners:
•
Candidate and cooperating teacher/mentor surveys to assess quality and impact of partnerships
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Indicators

Effective Recruitment
and Selection goals

Alignment and Quality
of Selection Model

Quality of incoming
cohort

Undeveloped

Rubric for Candidate Quality Component
Developing
Proficient
3.1 Recruitment and Admissions

EPPs do not operate with
recruitment and selection
goals for incoming cohorts’
academic achievement,
candidate dispositions, and
diversity.

EPPs operate with implicit
recruitment and selection
goals for incoming cohorts’
academic achievement,
candidate dispositions, and
diversity.

EPPs set explicit, high
recruitment and selection
goals for incoming cohorts’
academic achievement,
candidate dispositions, and
diversity.

The selection model is not
aligned with selection goals.
The selection model
minimally takes into account
academic achievement,
candidate dispositions or
diversity.

The selection model is
somewhat aligned with
selection goals. It takes into
account academic
achievement, candidate
dispositions, and diversity,
but does not clearly describe
selection criterion for one or
more of the elements.

The selection model is mostly
aligned with selection goals;
takes into account academic
achievement, candidate
dispositions, and diversity;
and adequately describes
selection criterion for each of
the elements.

EPPs do not have evidence of
quality of incoming cohorts on
teacher-related dispositions.

EPPs have evidence of
moderate quality of incoming
cohorts on teacher-related
dispositions.

EPPs have evidence of high
quality of incoming cohorts on
teacher-related dispositions.

The quality of incoming
cohorts does not meet any
selection goals.

The quality of incoming
cohorts only meets some
selection goals.

The quality of incoming
cohorts meets most
selection goals.

Well Developed

Industry Leader

EPPs set explicit, high
recruitment and selection
goals for incoming cohorts’
academic achievement,
candidate dispositions, and
diversity. EPPs raise goals
upon meeting them.
The selection model is wellaligned with selection goals;
takes into account academic
achievement, candidate
dispositions and diversity; and
clearly describes selection
criterion for each of the
elements. Standards for each
of these criteria are high and
ensure high-quality incoming
cohorts.
EPPs have clear evidence of
high quality of incoming
cohorts on teacher-related
dispositions. Incoming cohort
quality increases over time.

EPPs set explicit, high
recruitment and selection
goals for incoming cohorts’
academic achievement,
candidate dispositions, and
diversity. EPPs raise goals
annually.
The selection model is
completely aligned with
selection goals; takes into
account academic
achievement, candidate
dispositions, and diversity;
and clearly describes selection
criterion for each of the
elements. Standards for each
of these criteria are high and
ensure top-quality incoming
cohorts.
EPPs have clear evidence of
top quality of incoming
cohorts on teacher-related
dispositions. Incoming cohort
quality increases over time.

The quality of incoming
cohorts meets or exceeds
most selection goals.

The quality of the incoming
cohorts meets or exceeds all
selection goals.

EPPs design an ongoing
evaluation system which
focuses on candidates’
continuous improvement.
EPPs use system to assess
candidates frequently and
rigorously and differentiate
among candidates.

EPPs design an ongoing
evaluation system which
focuses on candidates’
continuous improvement.
EPPs use system to assess
candidates frequently and
rigorously, differentiates
among candidates, and shares
progress with students.

3.2 Continuous Assessment and Support for Candidate Progress

Quality of Evaluation
System

EPPs do not have an ongoing
evaluation system to assess
candidates. EPPs assess
candidates in ad hoc manner
or not at all.

EPPs design an ongoing
evaluation system which
partly focuses on
candidates’ continuous
improvement. EPPs use
system to assess
candidates irregularly.

EPPs design an ongoing
evaluation system which
focuses on candidates’
continuous improvement.
EPPs use system to assess
candidates frequently.
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Indicators
Quality of Support
Systems

Undeveloped

Rubric for Candidate Quality Component
Developing
Proficient

Support systems and
feedback mechanisms are in
place, but are not effective in
supporting candidate growth.

Support systems and
feedback mechanisms in
concert with candidate
placement sites are in place
and are effective in
supporting most candidates’
growth.

Support systems and
feedback mechanisms are in
place and are effective in
supporting all candidates’
growth.

Performance of the cohort is
either not measured or is
stagnant.

Performance of the cohort is
generally increasing during
the program.

Performance of the cohort
increases consistently during
the program.

Performance of the cohort
consistently increases during
the program. Nearly all
students, including candidates
identified ‘at risk’ of not
meeting standards across key
learning areas, grow.

EPP recommends program
graduates for licensure
without assessment of their
preparedness.

EPPs recommend program
graduates for licensure with
moderate assessment of
candidate preparedness.

EPPs recommend program
graduates for licensure based
on assessment of candidate
preparedness. Completion
criteria are based on more
than satisfactory GPA in
coursework.

EPPs recommend program
graduates for licensure based
on rigorous assessment of
candidate preparedness,
potentially resulting in
candidates graduating who
are not recommended for
licensure. Selection criteria
are based on substantial
evidence collected through
the program.

EPPs do not have evidence of
quality of graduating cohorts
on teacher-related
dispositions.

EPPs have evidence of
moderate quality of
graduating cohorts on
teacher-related dispositions.

EPPs have evidence of high
quality of graduating cohorts
on teacher-related
dispositions.

EPPs have clear evidence of
high quality of graduating
cohorts on teacher-related
dispositions. Graduating
cohort quality increases over
time.

Candidate and Cohort
performance

3.3 Selectivity During Graduation

Quality of Selection
criteria during
program completion

Quality of the
Graduating Cohort

Well Developed

No clear support systems or
feedback mechanisms are in
place.

Additional Measures of Candidate Quality Component

Industry Leader

Support systems and
feedback mechanisms are in
place and are effective in
supporting all candidates’
growth, with equal success
supporting struggling
candidates as high achieving
candidates.
Performance of the cohort
consistently increases during
the program. Nearly all
students grow, and
candidates identified ‘at risk’
of not meeting standards
across key learning areas
grow sufficiently quickly to
catch up to their peers.
EPPs recommend program
graduates for licensure based
on rigorous assessment of
candidate preparedness,
potentially resulting in
candidates graduating who
are not recommended for
licensure and are supported
further by their program.
Selection criteria are based on
substantial evidence collected
through the program.
EPPs have clear evidence of
top quality of entire
graduating cohorts on
teacher-related dispositions.
Graduating cohort quality
increases over time.

3.1 Recruitment and Admissions
•
Average GPA, nationally-normed test scores, or other data similar metric
•
Incoming cohort reflects the diversity of the student body of New Mexico’s population

3.2 Continuous Assessment and Support for Candidate Progress
•
Interviews to assess the growth of individual candidate and cohort performance at each stage of evaluation
•
EPP faculty and candidate surveys and interviews to gauge the quality and effectiveness of the evaluation and support systems
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Indicators

Undeveloped

Rubric for Candidate Quality Component
Developing
Proficient
Well Developed
Additional Measures of Candidate Quality Component

Industry Leader

3.3 Quality of the Candidate at Program Completion
•
Interviews of candidates to gauge the rigor of the selectivity criteria and model during completion
•
Average GPA
•
State required nationally-normed test scores
•
Graduating cohort reflects the diversity of the student body of New Mexico’s population
•
Cohort graduation rate
•
NES exams assessing graduate mastery
•
Feedback and graduate surveys to determine candidate satisfaction with preparation and support throughout program
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Indicators

Undeveloped
EPPs ineffectively or do not
articulate a theory of action.

Articulated theory of
action

Strategic Goals

EPPs articulate a theory of
action but it is not aligned
with preparing Day-One
Ready candidates.

EPPs articulate a theory of
action that is implicitly aligned
with preparing Day-One
Ready Novice teachers.

4.2 Goal-Setting and Implementation

Goals are not informed by
data analysis or do not exist.

Goals are informed by data
analysis.

EPPs do not develop plans for
program changes.

EPPs develop plans for
program changes and
iterations, but do not have a
timetable or key actions and
owners.

Goals are driven by data
analysis and use some SMART
(Specific, Measurable,
Attainable, Results-Oriented,
Time Bound) criteria.
EPPs develop plans for
program changes and
iterations, including a
timetable and key actions and
owners.

EPPs do not identify
appropriate measures or tools
for investigating or evaluating
improvement outcomes.

EPPs identify measures for
investigating and evaluating
improvement outcomes.

EPPs identify measures for
investigating and evaluating
improvement outcomes.

EPPs select or develop
effective tools to collect and
analyze data in support of
these measures., but these
tools have limited
effectiveness.

EPPs select or develop
effective tools to collect and
analyze data in support of
these measures.

EPPs demonstrate mixed
capacity to implement, test,
and evaluate program
improvements.

EPPs demonstrate capacity to
implement, test, and evaluate
program improvements
based on data.

Planning

Measures

Implementation

Rubric for Continuous Improvement Component
Developing
Proficient
4.1 Theory of Action

EPPs do not demonstrate
capacity to implement, test,
and evaluate program
improvements.

Well Developed

Industry Leader

EPPs explicitly articulate a
theory of action that is
aligned with preparing DayOne Ready candidates.

EPPs explicitly articulate a
theory of action that is
aligned with preparing DayOne Ready candidates. The
theory of action evolves over
time in response to changes
in local needs and national
trends.

Goals are driven by data
analysis and use SMART
criteria.

Goals are driven by data
analysis and consistently use
SMART criteria.

EPPs develop detailed plans
for program changes and
iterations, including a
timetable, key actions and
owners, and monitoring
processes.
EPPs identify appropriate and
complementary measures for
investigating and evaluating
improvement outcomes.

EPPs develop detailed plans
for program changes and
iterations, including a
timetable, key actions and
owners, and monitoring
processes which include
reflection on quality of
planning.
EPPs identify multiple
appropriate and
complementary measures for
investigating and evaluating
improvement outcomes.

EPPs select or develop
effective tools to collect and
analyze data in support of
these measures.
EPPs demonstrate capacity to
implement, test, evaluate
program improvements and
execute iterations based on
data.

EPPs select or develop
effective tools to collect and
analyze data in support of
these measures and share
them with peer institutions.
EPPs demonstrate capacity to
implement, test, evaluate
program improvements and
execute iterations based on
data.
EPPs solicit and incorporate
feedback from local partners.
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Indicators

Evidence-based decision
making

Undeveloped
EPPs do not revise plans or
only do so in ad hoc manner
not driven by data collection
and analysis.

EPPs make no growth towards
strategic goals and targets.

Outcomes

EPPs have identified local
partners but meet
infrequently.

Rubric for Continuous Improvement Component
Developing
Proficient
4.3 Reflection and Adjustment
EPPs revise plans partially
based on data collection and
analysis and implement new
plans with moderate
effectiveness.

EPPs revise plans based on
data collection and analysis
and implement new plans
with moderate effectiveness.

EPPs make incremental
growth towards strategic
goals and targets and begin
cycle again.
EPPs and partners meet
but do not have pre-set
outcomes of the meeting.
Meetings do not align with
the Theory of Action.

Well Developed

Industry Leader

EPPs revise plans based on
data collection and analysis
and implement new plans
effectively.

EPPs revise plans based on
data collection and analysis
and implement new plans
effectively.

EPPs make moderate growth
towards strategic goals and
targets and begin cycle again.

EPPs make significant growth
towards strategic goals and
targets and begin cycle again.

EPPs share key learnings
within the organization and
with local partners.
EPPs make significant growth
towards strategic goals and
targets and begin cycle again.

EPPs share key learnings
within the organization and
with local partners.

EPP/Partner meetings offer
opportunities to provide
focused feedback on
candidate quality and
program improvement.

Additional Measures of Continuous Improvement Component

EPPs share key learnings
within the organization and
with local partners, and use
available data as the
foundation of requested
feedback to improve program
outcomes.

41. Theory of Action
•
Copy of ToA
•
Strategic goals that came from the ToA
•
Predicted indicators of success that show the ToA is working
4.2 Goal Setting and Implementation
•
Meeting notes from advisory committees (local partners)
•
NES scores (Outputs) of Completers attempting to gain certification
•
Committee structures used for accreditation (i.e. curriculum planning committee; assessment and evaluation committees, etc.)
4.3 Reflection and Adjustment
•
Meeting notes from advisory committees (local partners)
•
NES scores (Outputs) of Completers attempting to gain certification
•
Employer surveys
•
Candidate completion survey (Spring and Fall)
•
Exit survey of candidates placed in the field (one year out and two years out).
•
Program minutes providing evidence of data driven decision and program changes
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Quality Review Worksheets
The self-review consists of worksheets for the four components. These worksheets are tools intended to
inform an effective Quality Review and facilitate specific and constructive conversations during site
visits. Each asks a set of required questions to be answered within a specified word limit. Some
additionally require submission of documents or data; in those cases, existing documents are requested
whenever possible rather than the creation of new material. Each worksheet provides space to provide
an annotated list of artifacts that could be provided to the review team, upon request and before the
site visit, as evidence of the EPP meeting Quality Review standards.
Questions should be directed to the Educator Quality Division at the PED and submissions should be
timestamped by 11:59pm on the deadline provided by the PED.
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Suggested Data and Artifacts for Supplemental Evidence for Postsecondary
Program Approval Visits
The suggested data and artifacts to be used for supplemental evidence have been categorized by the four
proposed components of the visit. Please keep in mind that most of the requested information is
consistent with the data and artifacts that were previously used in NCATE visits.
Component 1: Curriculum Design and Delivery
• All Course Syllabi (per course)
• Matrix or crosswalk showing alignment
between courses and entry level
competencies
• Student Learning Outcomes
• Peer Observations
• Student Evaluations (End of Course)
• Theory of Action Documents
• Conceptual Framework (optional)

Component 2: Clinical Practice
• Placement policies
• Assessments conducted during the
clinical experience (i.e. capstone, selfevaluations, etc.)
• Observation summaries
• School agreements
• Student Teacher Handbook
• Cooperating Teacher Handbook
• Sample observation protocol and
feedback

Component 3: Candidate Quality
• NES Basic Skills Scores (Input)
• Demographic information
• GPAs
• Dispositional assessments (Beginning,
midpoint and end)
• Flow chart of gateway assessments used
to advance students in the program
• Recruitment plan and corresponding
budget
• Program completion rates and placement
rates
• Action plan to recruit diverse candidate
pool

Component 4: Continuous Improvement
• Description of how data is used to inform
curriculum and program adjustments
• Meeting notes, agendas and minutes
from advisory committees (local
partners) and internal committee
meetings
• NES Scores (Outputs) of Completers
attempting to gain certification
• Theory of Action
• Committee structures used for
accreditation (i.e. curriculum planning
committee; assessment and evaluation
committees, etc.)
• Employer surveys
• Assessment System Documentation (For
example: data management system
currently used by the unit) that includes
assessments used, how results are
analyzed, dissemination plan, etc.
• Candidate completion survey (most
recent two semesters)
• Exit survey of candidates placed in the
field (1 year out and 2 years out)
• On-boarding guidelines for faculty
o Faculty Handbook
o Professional Development Plan
o Description of support
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Worksheet for Curriculum Design and Delivery Component
Required Document

Provide a document (e.g. matrix, course list) demonstrating the alignment of course requirements to the
10 InTASC Standards. (Limit 1 page per program under review)
Provide an explanation of the provided document. (Limit 50 words)

Required Written
Response

How are candidates effectively prepared in data literacy as presented in Component 1.1 Curriculum
Design? (Limit 200 words)

Required Written
Response

How are candidates effectively prepared in their program’s required content knowledge as presented in
Component 1.1 Curriculum Design? (Limit 200 words)

Required Written
Response

How are candidates effectively prepared to teach reading as presented in Component 1.1 Curriculum
Design? (Limit 200 words)

Required Written
Response

How are candidates effectively prepared to use technology in the classroom, as presented in Component
1.1 Curriculum Design? (Limit 200 words)

Required Written
Response

How are candidates effectively prepared to address the needs, value the perspectives, and support the
academic language development of culturally and linguistically diverse students, as presented in
Component 1.1 Curriculum Design? (Limit 200 words)

Optional Written
Response

Optional: What else is necessary for the review team to get a full understanding of your program’s
Curriculum Design and Delivery? (Limit 250 words)

Supplemental
Evidence

List at least five, but not more than ten, additional documents or artifacts relevant to Curriculum Design
and Delivery which could be provided to the review team upon request.
Title of Document
Rationale for Inclusion (Limit 50 words each)
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
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Worksheet for Clinical Practice Component
Required Written
Response

Describe the process for selecting preclinical sites (as applicable), clinical sites, and cooperating
teachers/mentors. (Limit 200 words)

Required Written
Response

Describe the training provided to program-based supervisors and cooperating teachers/mentors. (Limit
300 words)

Required Written
Response (one or
both questions as
applicable)

Traditional programs: Describe the design and structure of the preclinical and clinical experience
offered in your program. (Limit 500 words)

Required Written
Response

Student teaching placement data:

Required Written
Response

Alternative certification programs: Describe the design and structure of the preservice and jobembedded training the candidate receives. (Limit 500 words)

District:
Schools:
Number candidates placed:
District:
Schools:
Number candidates placed:
District:
Schools:
Number candidates placed:
District:
Schools:
Number candidates placed:
District:
Schools:
Number candidates placed:
Describe the relationship your program has with the district(s) it serves with respect to strengthening
the clinical practice experience of EPP candidates for the benefit of candidates and districts. Please
describe efforts you are taking to initiate or strengthen any such partnerships, including goals you have
in this area as well as challenges you have faced in working toward those goals. (Limit 500 words)

Optional Written
Response

Optional: What else is necessary for the review team to get a full understanding of your program’s
Curriculum Design and Delivery? (Limit 250 words)

Supplemental
Evidence

List at least five, but not more than ten, additional documents or artifacts relevant to Curriculum Design
and Delivery which could be provided to the review team upon request.
Title of Document
Rationale for Inclusion (Limit 50 words each)
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
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Worksheet for Candidate Quality
Required Documents

Provide an existing document that illustrates your program’s approach to candidate selection. (Limit 5
page per program under review)
OR
Describe your program’s approach to candidate selection. (Limit 500 words)

Required Data
Required Written
Response

Provide aggregated data on quality of incoming candidate pool as presented in Component 3.1
Recruitment and Admissions (Limit 1 page)
To what extent has your program fulfilled its selection and recruitment goals? Describe progress
towards the fulfillment of these goals in the last 5 years (Limit 200 words)

Required Written
Response

Describe the ongoing evaluation system and support systems in place in your program, for advising and
supporting candidates as presented in Component 3.2 Continuous Assessment and Support for
Candidate Progress (Limit 500 words)

Required Written
Response

How does your program determine which candidates graduate and which are recommended for
licensure? (Limit 200 words)

Optional Written
Response

Optional: What else is necessary for the review team to get a full understanding of your program’s
Curriculum Design and Delivery? (Limit 250 words)

Supplemental
Evidence

List at least five, but not more than ten, additional documents or artifacts relevant to Curriculum Design
and Delivery which could be provided to the review team upon request.
Title of Document
Rationale for Inclusion (Limit 50 words each)
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
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Worksheet for Continuous Improvement Component
Required Document
Required Written
Response

Strategic Plan
What is your program’s Theory of Action (Limit 100 words)

Required Written
Response

Describe the ways in which your program pursues continuous improvement. (Limit 400 words)

Required Written
Response

Provide and describe 3 improvement goals your program has had over the past 5 years. How were
these goals chosen? (Limit 200 words each example)

Required Written
Response

Provide an example of a change made in response to goal setting and continuous improvement efforts.
What led to this change and how has the change improved the program? (Limit 400 words)

Optional Written
Response

Optional: What else is necessary for the review team to get a full understanding of your program’s
Curriculum Design and Delivery? (Limit 250 words)

Supplemental
Evidence

List at least five, but not more than ten, additional documents or artifacts relevant to Curriculum Design
and Delivery which could be provided to the review team upon request.
Title of Document
Rationale for Inclusion (Limit 50 words each)
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
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Appendix 1: Sample Letter
Greetings EPP Visiting Team Members,
We are excited about the visit next week. Dr. Smith and her team have created a great agenda for us. In
this letter, I am providing an “At-A-Glance” view of the visit next week. You will want to review the
attached agenda and campus/parking map as they provide additional details that you will want to review.
Day 1—Tuesday
12:30 PM Introductions
and Orientation

Day 2—Wednesday
8:00 AM - 5:30 PM
Team activities and debrief in
various locations

Day 3—Thursday
8:00 AM - 1:30 PM Team
Debrief and Exit Meeting

The Team will be completing
activities from 1-5:30 PM
We want to safeguard your time by starting mid-day on day 1 and concluding mid-day on day 3.
I have made room reservations for those of you who are traveling from out of town. If I missed anyone,
please let me know as soon as possible so I can secure lodging for you. We will reimburse your travel
for this event. This includes mileage and meals (with receipts) up to $ daily. You will need to follow
the attached parking procedures to secure a free week long parking pass.

We will be sending additional information your way throughout the next few days. Please e-mail me if
you have any additional questions or concerns. I am looking forward to our work together next week!
Visiting Team Members:

Sincerely,
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Appendix II:
NMTEACH Rubrics
All Domains of the NMTEACH Rubric have been provided to assist in the
review of the EPP planned and delivered curriculum. Additionally, during
the on-site visit, the visiting team will be using Domain 2: Creating an
Environment for Learning, and Domain 3: Teaching for Learning during
the observation walk through process. Domain 1: Planning and Preparation
and Domain 4: Professionalism will be used to determine how the EPP
supports candidates to effectively plan engaging and rigorous lessons and
to collaborate and continue their learning within the profession.
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Appendix III:
Theory of Action Support
Document
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Appendix IV:
InTASC Progressions at
a Glance
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InTASC Learning Progressions for Teachers 1.0:
A Resource for Ongoing Teacher Development (2013)
At a Glance
Learner Development & Learning Differences
Standard #1: The teacher understands how learners grow and develop, recognizing that
patterns of learning and development vary individually within and across the cognitive,
linguistic, social, emotional, and physical areas, and designs and implements
developmentally appropriate and challenging learning experiences.
Standard #2: The teacher uses understanding of individual differences and diverse
cultures and communities to ensure inclusive learning environments that enable each
learner to meet high standards.
Progression Indicators:
1. The teacher uses understanding of how learners grow and develop (in cognitive,
linguistic, social, emotional, and physical areas) to design and implement
developmentally appropriate and challenging learning experiences.
2. The teacher uses understanding of learners’ commonalities and individual
differences within and across diverse communities to design inclusive learning
experiences that enable each learner to meet high standards.
Learning Environments
Standard #3: The teacher works with others to create environments that support
individual and collaborative learning, and that encourage positive social interaction,
active engagement in learning, and self-motivation.
Progression Indicators:
1. The teacher collaborates with others to build a positive learning climate marked
by respect, rigor, and responsibility.
2. The teacher manages the learning environment to engage learners actively.
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Content Knowledge
Standard #4: The teacher understands the central concepts, tools of inquiry, and
structures of the discipline(s) he or she teaches and creates learning experiences that
make these aspects of the discipline accessible and meaningful for learners to assure
mastery of the content.
Progression Indicators:
1. The teacher understands the central concepts, tools of inquiry, and structures of
the discipline(s) he or she teaches.
2. The teacher creates learning experiences that make the discipline accessible
and meaningful for learners to assure mastery of the content.
Application of Content
Standard #5: The teacher understands how to connect concepts and use differing
perspectives to engage learners in critical thinking, creativity, and collaborative problem
solving related to authentic local and global issues.
Progression Indicators:
1. The teacher connects concepts, perspectives from varied disciplines, and
interdisciplinary themes to real world problems and issues.
2. The teacher engages learners in critical thinking, creativity, collaboration, and
communication to address authentic local and global issues.
Assessment
Standard #6: The teacher understands and uses multiple methods of assessment to
engage learners in their own growth, to monitor learner progress, and to guide the
teacher’s and learner’s decision making.
Progression Indicators:
1. The teacher uses, designs or adapts multiple methods of assessment to
document, monitor, and support learner progress appropriate for learning goals
and objectives.
2. The teacher uses assessment to engage learners in their own growth.
3. The teacher implements assessments in an ethical manner and minimizes bias
to enable learners to display the full extent of their learning.
Planning for Instruction
Standard #7: The teacher plans instruction that supports every student in meeting
rigorous learning goals by drawing upon knowledge of content areas, curriculum, crossdisciplinary skills, and pedagogy, as well as knowledge of learners and the community
context.
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Progression Indicators:
1. The teacher selects, creates, and sequences learning experiences and
performance tasks that support learners in reaching rigorous curriculum goals
based on content standards and cross-disciplinary skills.
2. The teacher plans instruction based on information from formative and
summative assessments as well as other sources and systematically adjusts
plans to meet each student’s learning needs.
3. The teacher plans instruction by collaborating with colleagues, specialists,
community resources, families and learners to meet individual learning needs.
Instructional Strategies
Standard #8: The teacher understands and uses a variety of instructional strategies to
encourage learners to develop deep understanding of content areas and their
connections, and to build skills to apply knowledge in meaningful ways.
Progression Indicators:
1. The teacher understands and uses a variety of instructional strategies and
makes learning accessible to all learners.
2. The teacher encourages learners to develop deep understanding of content
areas, makes connections across content, and applies content knowledge in
meaningful ways.
Professional Learning and Ethical Practice
Standard #9: The teacher engages in ongoing professional learning and uses evidence
to continually evaluate his/her practice, particularly the effects of his/her choices and
actions on others (learners, families, other professionals, and the community), and
adapts practice to meet the needs of each learner.
Progression Indicators:
1. The teacher engages in continuous professional learning to more effectively
meet the needs of each learner.
2. The teacher uses evidence to continually evaluate the effects of his/her decisions
on others and adapts professional practices to better meet learners’ needs.
3. The teacher practices the profession in an ethical manner.

Leadership and Collaboration
Standard #10: The teacher seeks appropriate leadership roles and opportunities to take
responsibility for student learning, to collaborate with learners, families, colleagues, other
school professionals, and community members to ensure learner growth, and to
advance the profession.
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Progression Indicators:
1. The teacher collaborates with learners, families, colleagues, other school
professionals, and community members to ensure learner growth.
2. The teacher seeks appropriate leadership roles and opportunities to take
responsibility for student learning and to advance the profession.
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Appendix V:
InTASC Model Core
Teaching Standards
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InTASC

Model Core Teaching Standards:
A Resource for State Dialogue

Developed by
CCSSO’s Interstate Teacher Assessment and Support Consortium (InTASC)
A5pril 2011
7

The Council of Chief State School Officers is a nonpartisan,
nationwide, nonprofit organization of public officials who
head departments of elementary and secondary education
in the states, the District of Columbia, the Department
of Defense Education Activity, and five U.S. extra-state
jurisdictions. CCSSO provides leadership, advocacy, and
technical assistance on major educational issues. The
Council seeks member consensus on major educational
issues and expresses their views to civic and professional
organizations, federal agencies, Congress, and the public.

For information about how to obtain copies of this document please visit
http://www.ccsso.org/intasc.
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Introduction
The Council of Chief State School Officers (CCSSO), through its Interstate Teacher Assessment and Support
Consortium (InTASC), is pleased to offer this set of model core teaching standards that outline what teachers should
know and be able to do to ensure every K-12 student reaches the goal of being ready to enter college or the
workforce in today’s world. These standards outline the common principles and foundations of teaching practice that
cut across all subject areas and grade levels and that are necessary to improve student achievement.
More importantly, these Model Core Teaching Standards articulate what effective teaching and learning looks like in
a transformed public education system – one that empowers every learner to take ownership of their learning, that
emphasizes the learning of content and application of knowledge and skill to real world problems, that values the
differences each learner brings to the learning experience, and that leverages rapidly changing learning environments
by recognizing the possibilities they bring to maximize learning and engage learners. A transformed public education
system requires a new vision of teaching.

A New Vision of Teaching for Improved Student Achievement
The updating of the core teaching standards was driven not only by new understandings of learners and learning
but also by the new imperative that every student can and must achieve to high standards. Educators are now being
held to new levels of accountability for improved student outcomes. These standards embrace this new emphasis
and describe what effective teaching that leads
to improved student achievement looks like.
hese standards … describe what effective They are based on our best understanding of
teaching that leads to improved student current research on teaching practice with the
acknowledgement that how students learn and
achievement looks like.
strategies for engaging learners are evolving
more quickly than ever. These standards
promote a new paradigm for delivering education and call for a new infrastructure of support for professionals in
that system. Below are the key themes that run through the updated teaching standards and how they will drive
improved student learning.

T

Personalized Learning for Diverse Learners
The explosion of learner diversity means teachers need knowledge and skills to customize learning for learners with
a range of individual differences. These differences include students who have learning disabilities and students who
perform above grade level and deserve opportunities to accelerate. Differences also include cultural and linguistic
diversity and the specific needs of students for whom English is a new language. Teachers need to recognize that all
learners bring to their learning varying experiences, abilities, talents, and prior learning, as well as language, culture,
and family and community values that are assets that can be used to promote their learning. To do this effectively,
teachers must have a deeper understanding of their own frames of reference (e.g., culture, gender, language, abilities,
ways of knowing), the potential biases in these frames, and their impact on expectations for and relationships with
learners and their families.
Finally, teachers need to provide multiple approaches to learning for each student. One aspect of the power of
technology is that it has made learners both more independent and more collaborative. The core teaching standards
assign learners a more active role in determining what they learn, how they learn it, and how they can demonstrate
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their learning. They also encourage learners to interact with peers to accomplish their learning goals. In these ways,
the standards embody a vision of teaching that personalizes each learner’s experiences while ensuring that every
learner achieves to high levels.

A Stronger Focus on Application of Knowledge and Skills
Today’s learners need both the academic and global skills and knowledge necessary to navigate the world—attributes
and dispositions such as problem solving, curiosity, creativity, innovation, communication, interpersonal skills, the
ability to synthesize across disciplines, global awareness, ethics, and technological expertise. CCSSO and the National
Governors Association are leading the work on articulating what learners need to know and be able to do. The
Common Core State Standards for English Language Arts and Mathematics are benchmarked to international
standards and include rigorous content and application of knowledge through high-order skills. As states adopt these
standards, educators throughout the nation will be reexamining what students should know and be able to do
throughout their K–12 education experience.
The core teaching standards describe what
he standards stress that teachers build teachers should know and be able to do in
literacy and thinking skills across the today’s learning context to ensure students
reach these learning goals. For example,
curriculum [and] help learners address cross-disciplinary skills (e.g., communication,
multiple perspectives in exploring ideas and collaboration, critical thinking, and the use of
technology) are woven throughout the teaching
solving problems.
standards because of their importance for
learners. Additionally, the core teaching standards
stress that teachers build literacy and thinking skills across the curriculum, as well as help learners address multiple
perspectives in exploring ideas and solving problems. The core teaching standards also address interdisciplinary
themes (e.g., financial literacy, civic literacy) and the teacher’s ability to design learning experiences that draw upon
multiple disciplines.

T

Improved Assessment Literacy
The current education system treats assessment as a function largely separated from teaching. Yet, teachers are
expected to use data to improve instruction and support learner success. The core teaching standards recognize
that, to meet this expectation, teachers need to have greater knowledge and skill around how to develop a range of
assessments, how to balance use of formative and summative assessment as appropriate, and how to use assessment
data to understand each learner’s progress, adjust instruction as needed, provide feedback to learners, and document
learner progress against standards. In addition, teachers need to be prepared to make data-informed decisions at
varied levels of assessment, from once-a-year state testing, to district benchmark tests several times a year, to ongoing
formative and summative assessments at the classroom-level. This work occurs both independently and collaboratively
and involves ongoing learning and reflection.

A Collaborative Professional Culture
Our current system of education tends to isolate teachers and treat teaching as a private act. This is counter to the
way we think about teaching today. Just as collaboration among learners improves student learning, we know that
collaboration among teachers improves practice. When teachers collectively engage in participatory decision-making,
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designing lessons, using data, and examining student work, they are able to deliver rigorous and relevant learning
for all students and personalize learning for individual students. The core teaching standards require transparency
of practice and ongoing, embedded professional learning where teachers engage in collective inquiry. This includes
participating actively as a team member in decision-making processes that include building a shared vision and
supportive culture, identifying common goals, and monitoring progress toward those goals. It further includes giving
and receiving feedback on practice, examining student work, analyzing data from multiple sources, and taking
responsibility for each student’s learning.

New Leadership Roles for Teachers and Administrators
These core teaching standards set forth new and high expectations for teachers, including around leadership.
Integrated across the standards is the teacher’s responsibility for the learning of all students, the expectation that
they will see themselves as leaders from the beginning of their career and advocate for each student’s needs, and the
obligation to actively investigate and consider
new ideas that will improve teaching and

I

ntegrated across the standards is the
teacher’s responsibility for the learning
of all students [and] the expectation that
they will see themselves as leaders from
the beginning of their career.

learning and advance the profession. Leadership
responsibilities are also implicit as teachers
participate in the new collaborative culture.
Teachers are expected to work with and share
responsibility with colleagues, administrators, and
school leaders as they work together to improve
student learning and teacher working conditions.
This includes actively engaging in efforts to build
a shared vision and supportive culture within a school or learning environment, establish mutual expectations and
ongoing communication with families, and involve the community in meeting common goals.

Purpose of this Document
The purpose of this document is to serve as a resource for states, districts, professional organizations, teacher
education programs, teachers, and others as they develop policies and programs to prepare, license, support,
evaluate, and reward today’s teachers. As noted above, a systemic approach and supportive infrastructure are essential
to successful implementation of these standards. In addition to this standards document, CCSSO has also released a
complementary policy discussion document that outlines key considerations, recommendations, and cautions for using
the standards to inform policy. This paper builds off of CCSSO’s Education Workforce white paper (www.ccsso.org/
intasc), which outlines the chiefs’ strategic goals in building an educator development and support system of which
these standards are the first step.
In updating the InTASC model standards, efforts were made to ensure they align with other national and state
standards documents that were recently revised or released. Specifically, this document has been reviewed to ensure
compatibility with the recently-released Common Core State Standards for students in mathematics and English
language arts, the National Board for Professional Teaching Standards (NBPTS) accomplished teaching core principles,
the National Council for Accreditation of Teacher Education (NCATE) accreditation standards, the National Staff
Development Council (NSDC) (now called Learning Forward) professional development standards, and the Interstate
School Leader Licensure Consortium (ISLLC) 2008 educational leadership policy standards and CCSSO’s companion
document of performance expectations and indicators for education leaders.
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Consistency among all these documents ensures a coherent continuum of expectations for teachers from beginning
through accomplished practice, and sets the conditions necessary to support professional growth along this
continuum. It also increases the probability of building aligned systems of teacher development and support that
begin with recruitment and preparation and run through induction, ongoing professional development, accomplished
teaching, and other leadership roles. For a discussion of the implications of these updated standards for teacher policy
and practice across the career continuum, please see the companion policy document (www.ccsso.org/intasc).

About These Standards
This document is an update to INTASC’s Model Standards for Beginning Teacher Licensing and Development:
A Resource for State Dialogue, which were released in 1992. These standards differ from the original standards
in one key respect: These standards are no longer intended only for “beginning” teachers but as professional
practice standards, setting one standard
for performance that will look different

T

hese standards are no longer intended
only for “beginning” teachers but as
professional practice standards.

at different developmental stages of the
teacher’s career. What distinguishes the
beginning from the accomplished teacher
is the degree of sophistication in the
application of the knowledge and skills. To
reflect this change in emphasis, InTASC removed “new” from its name and now is called the Interstate Teacher
Assessment and Support Consortium (InTASC).

Another key point is that these standards maintain the delineation of knowledge, dispositions, and performances
as a way to probe the complexity of the teacher’s practice. The relationships among the three have been reframed,
however, putting performance first—as the aspect that can be observed and assessed in teaching practice. The others
were renamed. “Essential knowledge” signals the role of declarative and procedural knowledge as necessary for
effective practice and “critical dispositions” indicates that habits of professional action and moral commitments that
underlie the performances play a key role in how teachers do, in fact, act in practice.
Vocabulary choice in the document was deliberate to be consistent with the vision being presented. For example,
wherever possible “student” was replaced with “learner” because learner implies an active role in learning whereas
student could be seen as more passive. Learner also connotes a more informal and accessible role than that of student.
Second, “classroom” was replaced with “learning environment” wherever possible to suggest that learning can occur
in any number of contexts and outside of traditional brick and mortar buildings that classroom and school imply.
The reader of these standards should keep in mind that while each standard emphasizes a discrete aspect of teaching,
teaching and learning are dynamic, integrated and reciprocal processes. Thus, of necessity, the standards overlap and
must be taken as a whole in order to convey a complete picture of the acts of teaching and learning.
Also, it is important to keep in mind that
indicators are examples of how a teacher might
demonstrate each standard. In a performance
assessment of teaching covering several days,
one would not expect the teacher to demonstrate
every indicator—and there may be other
indicators that would provide excellent evidence
for the standard that the committee did not set forth here. Thus, the indicators are not intended to be a checklist, but
rather helpful ways to picture what the standard means.

T

he indicators are not intended to be a
checklist, but rather helpful ways to
picture what the standard means.
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Next Steps
Standards can serve three different functions. First, they can serve as a “banner” and lay out a big picture vision
of where we want to go. Second, they can define a specific “bar” or level of performance that must be met. Third,
they can articulate the “opportunity to learn”
supports that must be in place to ensure a
he purpose [of the standards] is to teacher candidate has opportunity to meet the
describe a new vision of teaching to standards. All three are essential to success.
which we aspire as we work to transform These Model Core Teaching Standards are the
our education system to meet the needs banner in that their purpose is to describe a
new vision of teaching to which we aspire as
of today’s learners.
we work to transform our education system to
meet the needs of today’s learners. It is a reform
document designed to help us see and come to consensus on where it is we want to go.

T

The next step of the work is to take these standards and translate them into a developmental continuum and
performance rubrics that can be used to assess performance at key points along the teacher’s career. Simultaneously,
we must build the infrastructure of accountability and support to match the new vision of teaching. Some of this work
has already begun. We look forward to working with states and partners in developing consensus around this common
core of teaching and moving these standards into practice.

Resources and Research Behind the Standards
The committee drew upon a range of resources in revising the standards. This included key research literature, the
work of states who had already updated their standards, and additional key resources such as books and documents
related to 21st century learning.
In addition to the above, the committee members themselves—teachers, teacher educators, researchers, state policy
leaders—were selected to assure expertise across a range of topics important to the update process. Their expertise
was another key resource in the development of the revised standards.
On the issue of research, InTASC commissioned a review of the literature to capture the current evidence base during
the standards-writing process. Periodic research updates were given to the committee as the standards work was under
way and additional focus areas were added to the review as the committee identified the key ideas grounding its work.
The literature review can be found at the InTASC website (www.ccsso.org/intasc) including summary statements of
what we know and where there are gaps are in the research. CCSSO considers the research base a work in progress
and seeks feedback on the website.
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Summary of Updated InTASC Core Teaching Standards
The standards have been grouped into four general categories to help users organize their thinking about the standards:

The Learner and Learning
Teaching begins with the learner. To ensure that each student learns new knowledge and skills, teachers must understand
that learning and developmental patterns vary among individuals, that learners bring unique individual differences to the
learning process, and that learners need supportive and safe learning environments to thrive. Effective teachers have high
expectations for each and every learner and implement developmentally appropriate, challenging learning experiences
within a variety of learning environments that help all learners meet high standards and reach their full potential. Teachers
do this by combining a base of professional knowledge, including an understanding of how cognitive, linguistic, social,
emotional, and physical development occurs, with the recognition that learners are individuals who bring differing personal
and family backgrounds, skills, abilities, perspectives, talents and interests. Teachers collaborate with learners, colleagues,
school leaders, families, members of the learners’ communities, and community organizations to better understand their
students and maximize their learning. Teachers promote learners’ acceptance of responsibility for their own learning and
collaborate with them to ensure the effective design and implementation of both self-directed and collaborative learning.
Standard #1: Learner Development. The teacher understands how learners grow and develop, recognizing
that patterns of learning and development vary individually within and across the cognitive, linguistic, social,
emotional, and physical areas, and designs and implements developmentally appropriate and challenging
learning experiences.
Standard #2: Learning Differences. The teacher uses understanding of individual differences and diverse cultures
and communities to ensure inclusive learning environments that enable each learner to meet high standards.
Standard #3: Learning Environments. The teacher works with others to create environments that support
individual and collaborative learning, and that encourage positive social interaction, active engagement in
learning, and self motivation.

Content
Teachers must have a deep and flexible understanding of their content areas and be able to draw upon content
knowledge as they work with learners to access information, apply knowledge in real world settings, and address
meaningful issues to assure learner mastery of the content. Today’s teachers make content knowledge accessible to
learners by using multiple means of communication, including digital media and information technology. They integrate
cross-disciplinary skills (e.g., critical thinking, problem solving, creativity, communication) to help learners use content to
propose solutions, forge new understandings, solve problems, and imagine possibilities. Finally, teachers make content
knowledge relevant to learners by connecting it to local, state, national, and global issues.
Standard #4: Content Knowledge. The teacher understands the central concepts, tools of inquiry, and
structures of the discipline(s) he or she teaches and creates learning experiences that make the discipline
accessible and meaningful for learners to assure mastery of the content.
Standard #5: Application of Content. The teacher understands how to connect concepts and use differing
perspectives to engage learners in critical thinking, creativity, and collaborative problem solving related to
authentic local and global issues.
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Instructional Practice
Effective instructional practice requires that teachers understand and integrate assessment, planning, and
instructional strategies in coordinated and engaging ways. Beginning with their end or goal, teachers first identify
student learning objectives and content standards and align assessments to those objectives. Teachers understand
how to design, implement and interpret results from a range of formative and summative assessments. This
knowledge is integrated into instructional practice so that teachers have access to information that can be used to
provide immediate feedback to reinforce student learning and to modify instruction. Planning focuses on using a
variety of appropriate and targeted instructional strategies to address diverse ways of learning, to incorporate new
technologies to maximize and individualize learning, and to allow learners to take charge of their own learning and
do it in creative ways.
Standard #6: Assessment. The teacher understands and uses multiple methods of assessment to engage learners
in their own growth, to monitor learner progress, and to guide the teacher’s and learner’s decision making.
Standard #7: Planning for Instruction. The teacher plans instruction that supports every student in meeting
rigorous learning goals by drawing upon knowledge of content areas, curriculum, cross-disciplinary skills, and
pedagogy, as well as knowledge of learners and the community context.
Standard #8: Instructional Strategies. The teacher understands and uses a variety of instructional strategies to
encourage learners to develop deep understanding of content areas and their connections, and to build skills
to apply knowledge in meaningful ways.

Professional Responsibility
Creating and supporting safe, productive learning environments that result in learners achieving at the highest levels
is a teacher’s primary responsibility. To do this well, teachers must engage in meaningful and intensive professional
learning and self-renewal by regularly examining practice through ongoing study, self-reflection, and collaboration.
A cycle of continuous self-improvement is enhanced by leadership, collegial support, and collaboration. Active
engagement in professional learning and collaboration results in the discovery and implementation of better
practice for the purpose of improved teaching and learning. Teachers also contribute to improving instructional
practices that meet learners’ needs and accomplish their school’s mission and goals. Teachers benefit from and
participate in collaboration with learners, families, colleagues, other school professionals, and community members.
Teachers demonstrate leadership by modeling ethical behavior, contributing to positive changes in practice, and
advancing their profession.
Standard #9: Professional Learning and Ethical Practice. The teacher engages in ongoing professional learning
and uses evidence to continually evaluate his/her practice, particularly the effects of his/her choices and
actions on others (learners, families, other professionals, and the community), and adapts practice to meet the
needs of each learner.
Standard #10: Leadership and Collaboration. The teacher seeks appropriate leadership roles and
opportunities to take responsibility for student learning, to collaborate with learners, families, colleagues,
other school professionals, and community members to ensure learner growth, and to advance the profession.
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Standard #1: Learner Development
The teacher understands how learners grow and develop, recognizing that
patterns of learning and development vary individually within and across the cognitive,
linguistic, social, emotional, and physical areas, and designs and implements
developmentally appropriate and challenging learning experiences.

Performances

essential KnowleDge

1(a) The teacher regularly assesses individual and group
performance in order to design and modify instruction
to meet learners’ needs in each area of development
(cognitive, linguistic, social, emotional, and physical)
and scaffolds the next level of development.

1(d) The teacher understands how learning occurs-how learners construct knowledge, acquire skills, and
develop disciplined thinking processes--and knows
how to use instructional strategies that promote
student learning.

1(b) The teacher creates developmentally appropriate
instruction that takes into account individual learners’
strengths, interests, and needs and that enables each
learner to advance and accelerate his/her learning.

1(e) The teacher understands that each learner’s
cognitive, linguistic, social, emotional, and physical
development influences learning and knows how to
make instructional decisions that build on learners’
strengths and needs.

1(c) The teacher collaborates with families, communities,
colleagues, and other professionals to promote learner
growth and development.

1(f) The teacher identifies readiness for learning, and
understands how development in any one area may
affect performance in others.
1(g) The teacher understands the role of language and
culture in learning and knows how to modify instruction
to make language comprehensible and instruction
relevant, accessible, and challenging.

critical DisPositions
1(h) The teacher respects learners’ differing strengths
and needs and is committed to using this information to
further each learner’s development.
1(i) The teacher is committed to using learners’
strengths as a basis for growth, and their
misconceptions as opportunities for learning.
1(j) The teacher takes responsibility for promoting
learners’ growth and development.
1(k) The teacher values the input and contributions
of families, colleagues, and other professionals
in understanding and supporting each learner’s
development.
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Standard #2: Learning Differences
The teacher uses understanding of individual differences and diverse
cultures and communities to ensure inclusive learning environments
that enable each learner to meet high standards.

Performances

essential KnowleDge

2(a) The teacher designs, adapts, and delivers
instruction to address each student’s diverse learning
strengths and needs and creates opportunities for
students to demonstrate their learning in different ways.

2(g) The teacher understands and identifies differences
in approaches to learning and performance and knows
how to design instruction that uses each learner’s
strengths to promote growth.

2(b) The teacher makes appropriate and timely
provisions (e.g., pacing for individual rates of growth,
task demands, communication, assessment, and
response modes) for individual students with particular
learning differences or needs.

2(h) The teacher understands students with exceptional
needs, including those associated with disabilities
and giftedness, and knows how to use strategies and
resources to address these needs.

2(c) The teacher designs instruction to build on learners’
prior knowledge and experiences, allowing learners to
accelerate as they demonstrate their understandings.
2(d) The teacher brings multiple perspectives to the
discussion of content, including attention to learners’
personal, family, and community experiences and
cultural norms.
2(e) The teacher incorporates tools of language
development into planning and instruction, including
strategies for making content accessible to English
language learners and for evaluating and supporting
their development of English proficiency.

2(i) The teacher knows about second language
acquisition processes and knows how to incorporate
instructional strategies and resources to support
language acquisition.
2(j) The teacher understands that learners bring assets
for learning based on their individual experiences,
abilities, talents, prior learning, and peer and social
group interactions, as well as language, culture, family,
and community values.
2(k) The teacher knows how to access information about
the values of diverse cultures and communities and
how to incorporate learners’ experiences, cultures, and
community resources into instruction.

2(f) The teacher accesses resources, supports, and
specialized assistance and services to meet particular
learning differences or needs.

critical DisPositions
2(l) The teacher believes that all learners can achieve at
high levels and persists in helping each learner reach
his/her full potential.
2(m) The teacher respects learners as individuals with
differing personal and family backgrounds and various
skills, abilities, perspectives, talents, and interests.
2(n) The teacher makes learners feel valued and helps
them learn to value each other.
2(o) The teacher values diverse languages and dialects
and seeks to integrate them into his/her instructional
practice to engage students in learning.
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Standard #3: Learning Environments
The teacher works with others to create environments that support
individual and collaborative learning, and that encourage positive social
interaction, active engagement in learning, and self motivation.

Performances
3(a) The teacher collaborates with learners, families, and
colleagues to build a safe, positive learning climate of
openness, mutual respect, support, and inquiry.
3(b) The teacher develops learning experiences that
engage learners in collaborative and self-directed
learning and that extend learner interaction with ideas
and people locally and globally.
3(c) The teacher collaborates with learners and
colleagues to develop shared values and expectations
for respectful interactions, rigorous academic
discussions, and individual and group responsibility for
quality work.
3(d) The teacher manages the learning environment to
actively and equitably engage learners by organizing,
allocating, and coordinating the resources of time,
space, and learners’ attention.
3(e) The teacher uses a variety of methods to engage
learners in evaluating the learning environment and
collaborates with learners to make appropriate adjustments.

essential KnowleDge
3(i) The teacher understands the relationship between
motivation and engagement and knows how to design
learning experiences using strategies that build learner
self-direction and ownership of learning.
3(j) The teacher knows how to help learners work
productively and cooperatively with each other to
achieve learning goals.
3(k) The teacher knows how to collaborate with
learners to establish and monitor elements of a safe
and productive learning environment including norms,
expectations, routines, and organizational structures.
3(l) The teacher understands how learner diversity can
affect communication and knows how to communicate
effectively in differing environments.
3(m) The teacher knows how to use technologies and
how to guide learners to apply them in appropriate,
safe, and effective ways.

3(f) The teacher communicates verbally and nonverbally
in ways that demonstrate respect for and responsiveness
to the cultural backgrounds and differing perspectives
learners bring to the learning environment.
3(g) The teacher promotes responsible learner use of
interactive technologies to extend the possibilities for
learning locally and globally.
3(h) The teacher intentionally builds learner
capacity to collaborate in face-to-face and virtual
environments through applying effective interpersonal
communication skills.

critical DisPositions
3(n) The teacher is committed to working with learners,
colleagues, families, and communities to establish
positive and supportive learning environments.
3(o) The teacher values the role of learners in promoting
each other’s learning and recognizes the importance of
peer relationships in establishing a climate of learning.
3(p) The teacher is committed to supporting learners
as they participate in decision making, engage in
exploration and invention, work collaboratively and
independently, and engage in purposeful learning.
3(q) The teacher seeks to foster respectful communication
among all members of the learning community.
3(r) The teacher is a thoughtful and responsive listener
and observer.
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Standard #4: Content Knowledge
The teacher understands the central concepts, tools of inquiry, and structures of the
discipline(s) he or she teaches and creates learning experiences that make these aspects
of the discipline accessible and meaningful for learners to assure mastery of the content.

Performances
4(a) The teacher effectively uses multiple
representations and explanations that capture key
ideas in the discipline, guide learners through learning
progressions, and promote each learner’s achievement
of content standards.
4(b) The teacher engages students in learning
experiences in the discipline(s) that encourage learners
to understand, question, and analyze ideas from diverse
perspectives so that they master the content.
4(c) The teacher engages learners in applying methods of
inquiry and standards of evidence used in the discipline.
4(d) The teacher stimulates learner reflection on prior
content knowledge, links new concepts to familiar
concepts, and makes connections to
learners’ experiences.

essential KnowleDge
4(j) The teacher understands major concepts,
assumptions, debates, processes of inquiry, and ways of
knowing that are central to the discipline(s) s/he teaches.
4(k) The teacher understands common misconceptions
in learning the discipline and how to guide learners to
accurate conceptual understanding.
4(l) The teacher knows and uses the academic
language of the discipline and knows how to make it
accessible to learners.
4(m) The teacher knows how to integrate culturally relevant
content to build on learners’ background knowledge.
4(n) The teacher has a deep knowledge of student
content standards and learning progressions in the
discipline(s) s/he teaches.

4(e) The teacher recognizes learner misconceptions
in a discipline that interfere with learning, and creates
experiences to build accurate conceptual understanding.
4(f) The teacher evaluates and modifies instructional
resources and curriculum materials for their
comprehensiveness, accuracy for representing particular
concepts in the discipline, and appropriateness for his/
her learners.
4(g) The teacher uses supplementary resources and
technologies effectively to ensure accessibility and
relevance for all learners.
4(h) The teacher creates opportunities for students to learn,
practice, and master academic language in their content.
4(i) The teacher accesses school and/or district-based
resources to evaluate the learner’s content knowledge in
their primary language.

critical DisPositions
4(o) The teacher realizes that content knowledge is not
a fixed body of facts but is complex, culturally situated,
and ever evolving. S/he keeps abreast of new ideas and
understandings in the field.
4(p) The teacher appreciates multiple perspectives
within the discipline and facilitates learners’ critical
analysis of these perspectives.
4(q) The teacher recognizes the potential of bias in
his/her representation of the discipline and seeks to
appropriately address problems of bias.
4(r) The teacher is committed to work toward each
learner’s mastery of disciplinary content and skills.
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Standard #5: Application of Content
The teacher understands how to connect concepts and use differing
perspectives to engage learners in critical thinking, creativity, and
collaborative problem solving related to authentic local and global issues.

Performances
5(a) The teacher develops and implements projects that
guide learners in analyzing the complexities of an issue
or question using perspectives from varied disciplines
and cross-disciplinary skills (e.g., a water quality study
that draws upon biology and chemistry to look at
factual information and social studies to examine policy
implications).
5(b) The teacher engages learners in applying content
knowledge to real world problems through the lens
of interdisciplinary themes (e.g., financial literacy,
environmental literacy).
5(c) The teacher facilitates learners’ use of current
tools and resources to maximize content learning in
varied contexts.
5(d) The teacher engages learners in questioning and
challenging assumptions and approaches in order to
foster innovation and problem solving in local and
global contexts.
5(e) The teacher develops learners’ communication
skills in disciplinary and interdisciplinary contexts
by creating meaningful opportunities to employ a
variety of forms of communication that address varied
audiences and purposes.
5(f) The teacher engages learners in generating and
evaluating new ideas and novel approaches, seeking
inventive solutions to problems, and developing
original work.
5(g) The teacher facilitates learners’ ability to develop
diverse social and cultural perspectives that expand
their understanding of local and global issues and
create novel approaches to solving problems.
5(h) The teacher develops and implements supports for
learner literacy development across content areas.

essential KnowleDge
5(i) The teacher understands the ways of knowing in his/her
discipline, how it relates to other disciplinary approaches to
inquiry, and the strengths and limitations of each approach
in addressing problems, issues, and concerns.
5(j) The teacher understands how current interdisciplinary
themes (e.g., civic literacy, health literacy, global awareness)
connect to the core subjects and knows how to weave those
themes into meaningful learning experiences.
5(k) The teacher understands the demands of accessing and
managing information as well as how to evaluate issues of
ethics and quality related to information and its use.
5(l) The teacher understands how to use digital and
interactive technologies for efficiently and effectively
achieving specific learning goals.
5(m) The teacher understands critical thinking processes and
knows how to help learners develop high level questioning
skills to promote their independent learning.
5(n) The teacher understands communication modes and
skills as vehicles for learning (e.g., information gathering
and processing) across disciplines as well as vehicles for
expressing learning.
5(o) The teacher understands creative thinking processes
and how to engage learners in producing original work.
5(p) The teacher knows where and how to access resources
to build global awareness and understanding, and how to
integrate them into the curriculum.

critical DisPositions
5(q) The teacher is constantly exploring how to use
disciplinary knowledge as a lens to address local and
global issues.
5(r) The teacher values knowledge outside his/her
own content area and how such knowledge enhances
student learning.
5(s) The teacher values flexible learning environments
that encourage learner exploration, discovery, and
expression across content areas.
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Standard #6: Assessment
The teacher understands and uses multiple methods of assessment to
engage learners in their own growth, to monitor learner progress, and
to guide the teacher’s and learner’s decision making.

Performances

essential KnowleDge

6(a) The teacher balances the use of formative and
summative assessment as appropriate to support, verify,
and document learning.

6(j) The teacher understands the differences between
formative and summative applications of assessment
and knows how and when to use each.

6(b) The teacher designs assessments that match learning
objectives with assessment methods and minimizes
sources of bias that can distort assessment results.

6(k) The teacher understands the range of types and
multiple purposes of assessment and how to design,
adapt, or select appropriate assessments to address
specific learning goals and individual differences, and to
minimize sources of bias.

6(c) The teacher works independently and collaboratively
to examine test and other performance data to understand
each learner’s progress and to guide planning.
6(d) The teacher engages learners in understanding
and identifying quality work and provides them with
effective descriptive feedback to guide their progress
toward that work.
6(e) The teacher engages learners in multiple ways
of demonstrating knowledge and skill as part of the
assessment process.
6(f) The teacher models and structures processes that
guide learners in examining their own thinking and
learning as well as the performance of others.
6(g) The teacher effectively uses multiple and
appropriate types of assessment data to identify each
student’s learning needs and to develop differentiated
learning experiences.
6(h) The teacher prepares all learners for the demands
of particular assessment formats and makes appropriate
accommodations in assessments or testing conditions,
especially for learners with disabilities and language
learning needs.
6(i) The teacher continually seeks appropriate ways to
employ technology to support assessment practice both
to engage learners more fully and to assess and address
learner needs.

6(l) The teacher knows how to analyze assessment data
to understand patterns and gaps in learning, to guide
planning and instruction, and to provide meaningful
feedback to all learners.
6(m) The teacher knows when and how to engage
learners in analyzing their own assessment results and in
helping to set goals for their own learning.
6(n) The teacher understands the positive impact of
effective descriptive feedback for learners and knows a
variety of strategies for communicating this feedback.
6(o) The teacher knows when and how to evaluate and
report learner progress against standards.
6(p) The teacher understands how to prepare learners
for assessments and how to make accommodations
in assessments and testing conditions, especially for
learners with disabilities and language learning needs.

critical DisPositions
6(q) The teacher is committed to engaging learners
actively in assessment processes and to developing
each learner’s capacity to review and communicate
about their own progress and learning.
6(r) The teacher takes responsibility for aligning
instruction and assessment with learning goals.
6(s) The teacher is committed to providing timely
and effective descriptive feedback to learners on
their progress.
6(t) The teacher is committed to using multiple types
of assessment processes to support, verify, and
document learning.
6(u) The teacher is committed to making accommodations
in assessments and testing conditions, especially for
learners with disabilities and language learning needs.
6(v) The teacher is committed to the ethical use of
various assessments and assessment data to identify
learner strengths and needs to promote learner growth.
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Standard #7: Planning for Instruction
The teacher plans instruction that supports every student in meeting rigorous learning
goals by drawing upon knowledge of content areas, curriculum, cross-disciplinary skills, and
pedagogy, as well as knowledge of learners and the community context.

Performances
7(a) The teacher individually and collaboratively selects
and creates learning experiences that are appropriate
for curriculum goals and content standards, and are
relevant to learners.
7(b) The teacher plans how to achieve each student’s
learning goals, choosing appropriate strategies and
accommodations, resources, and materials to differentiate
instruction for individuals and groups of learners.
7(c) The teacher develops appropriate sequencing of
learning experiences and provides multiple ways to
demonstrate knowledge and skill.
7(d) The teacher plans for instruction based on
formative and summative assessment data, prior learner
knowledge, and learner interest.
7(e) The teacher plans collaboratively with professionals
who have specialized expertise (e.g., special educators,
related service providers, language learning specialists,
librarians, media specialists) to design and jointly deliver
as appropriate learning experiences to meet unique
learning needs.
7(f) The teacher evaluates plans in relation to short- and
long-range goals and systematically adjusts plans to meet
each student’s learning needs and enhance learning.

essential KnowleDge
7(g) The teacher understands content and content
standards and how these are organized in the curriculum.
7(h) The teacher understands how integrating crossdisciplinary skills in instruction engages learners
purposefully in applying content knowledge.
7(i) The teacher understands learning theory, human
development, cultural diversity, and individual
differences and how these impact ongoing planning.
7(j) The teacher understands the strengths and needs
of individual learners and how to plan instruction that is
responsive to these strengths and needs.
7(k) The teacher knows a range of evidence-based
instructional strategies, resources, and technological
tools and how to use them effectively to plan instruction
that meets diverse learning needs.
7(l) The teacher knows when and how to adjust plans
based on assessment information and learner responses.
7(m) The teacher knows when and how to access
resources and collaborate with others to support
student learning (e.g., special educators, related service
providers, language learner specialists, librarians, media
specialists, community organizations).

critical DisPositions
7(n) The teacher respects learners’ diverse strengths
and needs and is committed to using this information to
plan effective instruction.
7(o) The teacher values planning as a collegial activity
that takes into consideration the input of learners,
colleagues, families, and the larger community.
7(p) The teacher takes professional responsibility to use
short- and long-term planning as a means of assuring
student learning.
7(q) The teacher believes that plans must always be
open to adjustment and revision based on learner
needs and changing circumstances.
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Standard #8: Instructional Strategies
The teacher understands and uses a variety of instructional strategies to
encourage learners to develop deep understanding of content areas and their
connections, and to build skills to apply knowledge in meaningful ways.

Performances
8(a) The teacher uses appropriate strategies and
resources to adapt instruction to the needs of
individuals and groups of learners.
8(b) The teacher continuously monitors student learning,
engages learners in assessing their progress, and adjusts
instruction in response to student learning needs.
8(c) The teacher collaborates with learners to design
and implement relevant learning experiences, identify
their strengths, and access family and community
resources to develop their areas of interest.
8(d) The teacher varies his/her role in the instructional
process (e.g., instructor, facilitator, coach, audience) in
relation to the content and purposes of instruction and
the needs of learners.
8(e) The teacher provides multiple models and
representations of concepts and skills with opportunities
for learners to demonstrate their knowledge through a
variety of products and performances.
8(f) The teacher engages all learners in developing higher
order questioning skills and metacognitive processes.
8(g) The teacher engages learners in using a range of
learning skills and technology tools to access, interpret,
evaluate, and apply information.
8(h) The teacher uses a variety of instructional strategies
to support and expand learners’ communication through
speaking, listening, reading, writing, and other modes.
8(i) The teacher asks questions to stimulate discussion
that serves different purposes (e.g., probing for learner
understanding, helping learners articulate their ideas
and thinking processes, stimulating curiosity, and
helping learners to question).

essential KnowleDge
8(j) The teacher understands the cognitive processes
associated with various kinds of learning (e.g., critical
and creative thinking, problem framing and problem
solving, invention, memorization and recall) and how
these processes can be stimulated.
8(k) The teacher knows how to apply a range of
developmentally, culturally, and linguistically appropriate
instructional strategies to achieve learning goals.
8(l) The teacher knows when and how to use
appropriate strategies to differentiate instruction
and engage all learners in complex thinking and
meaningful tasks.
8(m) The teacher understands how multiple forms
of communication (oral, written, nonverbal, digital,
visual) convey ideas, foster self expression, and
build relationships.
8(n) The teacher knows how to use a wide variety of
resources, including human and technological, to
engage students in learning.
8(o) The teacher understands how content and
skill development can be supported by media and
technology and knows how to evaluate these resources
for quality, accuracy, and effectiveness.

critical DisPositions
8(p) The teacher is committed to deepening awareness
and understanding the strengths and needs of diverse
learners when planning and adjusting instruction.
8(q) The teacher values the variety of ways people
communicate and encourages learners to develop and
use multiple forms of communication.
8(r) The teacher is committed to exploring how the use
of new and emerging technologies can support and
promote student learning.
8(s) The teacher values flexibility and reciprocity in the
teaching process as necessary for adapting instruction
to learner responses, ideas, and needs.
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Standard #9: Professional Learning and Ethical Practice
The teacher engages in ongoing professional learning and uses evidence to
continually evaluate his/her practice, particularly the effects of his/her
choices and actions on others (learners, families, other professionals, and
the community), and adapts practice to meet the needs of each learner.

Performances
9(a) The teacher engages in ongoing learning
opportunities to develop knowledge and skills in
order to provide all learners with engaging
curriculum and learning experiences based on local
and state standards.
9(b) The teacher engages in meaningful and
appropriate professional learning experiences aligned
with his/her own needs and the needs of the learners,
school, and system.
9(c) Independently and in collaboration with colleagues,
the teacher uses a variety of data (e.g., systematic
observation, information about learners, research) to
evaluate the outcomes of teaching and learning and to
adapt planning and practice.
9(d) The teacher actively seeks professional,
community, and technological resources, within and
outside the school, as supports for analysis, reflection,
and problem-solving.
9(e) The teacher reflects on his/her personal biases
and accesses resources to deepen his/her own
understanding of cultural, ethnic, gender, and learning
differences to build stronger relationships and create
more relevant learning experiences.
9(f) The teacher advocates, models, and teaches safe,
legal, and ethical use of information and technology
including appropriate documentation of sources and
respect for others in the use of social media.

essential KnowleDge
9(g) The teacher understands and knows how to use
a variety of self-assessment and problem-solving
strategies to analyze and reflect on his/her practice and
to plan for adaptations/adjustments.
9(h) The teacher knows how to use learner data to
analyze practice and differentiate instruction accordingly.
9(i) The teacher understands how personal identity,
worldview, and prior experience affect perceptions
and expectations, and recognizes how they may bias
behaviors and interactions with others.
9(j) The teacher understands laws related to learners’
rights and teacher responsibilities (e.g., for educational
equity, appropriate education for learners with
disabilities, confidentiality, privacy, appropriate
treatment of learners, reporting in situations related to
possible child abuse).
9(k) The teacher knows how to build and implement a
plan for professional growth directly aligned with his/her
needs as a growing professional using feedback from
teacher evaluations and observations, data on learner
performance, and school- and system-wide priorities.

critical DisPositions
9(l) The teacher takes responsibility for student learning
and uses ongoing analysis and reflection to improve
planning and practice.
9(m) The teacher is committed to deepening
understanding of his/her own frames of reference (e.g.,
culture, gender, language, abilities, ways of knowing),
the potential biases in these frames, and their impact
on expectations for and relationships with learners and
their families.
9(n) The teacher sees him/herself as a learner,
continuously seeking opportunities to draw upon
current education policy and research as sources of
analysis and reflection to improve practice.
9(o) The teacher understands the expectations of the
profession including codes of ethics, professional
standards of practice, and relevant law and policy.
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Standard #10: Leadership and Collaboration
The teacher seeks appropriate leadership roles and opportunities to take responsibility for
student learning, to collaborate with learners, families, colleagues, other school professionals,
and community members to ensure learner growth, and to advance the profession.

Performances
10(a) The teacher takes an active role on the
instructional team, giving and receiving feedback on
practice, examining learner work, analyzing data from
multiple sources, and sharing responsibility for decision
making and accountability for each student’s learning.
10(b) The teacher works with other school professionals
to plan and jointly facilitate learning on how to meet
diverse needs of learners.
10(c) The teacher engages collaboratively in the schoolwide effort to build a shared vision and supportive
culture, identify common goals, and monitor and
evaluate progress toward those goals.
10(d) The teacher works collaboratively with learners
and their families to establish mutual expectations
and ongoing communication to support learner
development and achievement.

essential KnowleDge
10(l) The teacher understands schools as organizations
within a historical, cultural, political, and social context
and knows how to work with others across the system to
support learners.
10(m) The teacher understands that alignment of family,
school, and community spheres of influence enhances
student learning and that discontinuity in these spheres
of influence interferes with learning.
10(n) The teacher knows how to work with other adults
and has developed skills in collaborative interaction
appropriate for both face-to-face and virtual contexts.
10(o) The teacher knows how to contribute to a
common culture that supports high expectations for
student learning.

10(e) Working with school colleagues, the teacher builds
ongoing connections with community resources to
enhance student learning and well being.
10(f) The teacher engages in professional learning,
contributes to the knowledge and skill of others, and
works collaboratively to advance professional practice.
10(g) The teacher uses technological tools and a variety
of communication strategies to build local and global
learning communities that engage learners, families,
and colleagues.
10(h) The teacher uses and generates meaningful
research on education issues and policies.
10(i) The teacher seeks appropriate opportunities
to model effective practice for colleagues, to lead
professional learning activities, and to serve in other
leadership roles.
10(j) The teacher advocates to meet the needs of
learners, to strengthen the learning environment, and to
enact system change.
10(k) The teacher takes on leadership roles at the
school, district, state, and/or national level and
advocates for learners, the school, the community, and
the profession.

critical DisPositions
10(p) The teacher actively shares responsibility for
shaping and supporting the mission of his/her school
as one of advocacy for learners and accountability for
their success.
10(q) The teacher respects families’ beliefs, norms,
and expectations and seeks to work collaboratively
with learners and families in setting and meeting
challenging goals.
10(r) The teacher takes initiative to grow and develop
with colleagues through interactions that enhance
practice and support student learning.
10(s) The teacher takes responsibility for contributing to
and advancing the profession.
10(t) The teacher embraces the challenge of continuous
improvement and change.
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Glossary of Terms
This glossary includes only those terms that are helpful to understanding how the InTASC standards have changed,
particularly where new emphases or new understandings are implicated.
Academic Language
Academic language, tied to specific subject area disciplines, captures—through vocabulary, grammar, and
organizational strategies—the complex ideas, higher order thinking processes, and abstract concepts of the discipline.
It is the language used in classrooms, textbooks, and formal presentations in a subject area and differs in structure and
vocabulary from everyday spoken English.
Assessment
Assessment is the productive process of monitoring, measuring, evaluating, documenting, reflecting on, and adjusting
teaching and learning to ensure students reach high levels of achievement. Assessment systems need to include both
formative and summative assessment processes, aligned with instructional and curricular goals and objectives. Formative
assessment findings should be used as a continuous feedback loop to improve teaching and learning. Summative
assessment results should be used to make final decisions about gains in knowledge and skills.
Formative Assessment
Formative assessment is a process used by teachers and learners that provides a continuous stream of evidence
of learner growth, empowering teachers to adjust instruction and learners to adjust learning to improve student
achievement. Formative assessment requires clear articulation and communication of intended instructional
outcomes and criteria for success, ongoing descriptive feedback, the use of assessment evidence to make
adjustments to teaching and learning, self- and peer-assessment that promote learner awareness of growth and
needed improvement, and a partnership between teachers and learners that holds both parties accountable for
learner achievement and success.
Summative Assessment
Summative assessment is the process of certifying learning at the culmination of a given period of time to evaluate
the extent to which instructional objectives have been met. Examples of summative assessment include end-of-unit
tests, final exams, semester exams, portfolios, capstone projects, performance demonstrations, state-mandated
tests, the National Assessment of Educational Progress (NAEP), and accountability measures (e.g., Adequate
Yearly Progress or AYP).
Collaboration
Collaboration is a style of interaction between individuals engaged in shared decision making as they work toward a
common goal. Individuals who collaborate have equally valued personal or professional resources to contribute and
they share decision-making authority and accountability for outcomes.
Content Knowledge
Content knowledge includes not only a particular set of information, but also the framework for organizing information
and processes for working with it. The traditional definition of content knowledge has been extended in these standards
in three ways. First, it incorporates the notion of “pedagogical content knowledge,” which blends content and effective
instructional strategies for teaching particular subject matter, including appropriate representations and explanations.
Second, it includes connections to other disciplines and the development of new, interdisciplinary areas of focus such as
civic literacy, environmental literacy, and global awareness. Third, the notion of content knowledge is further extended to
include cross-disciplinary skills as tools of inquiry and means to probe content deeply and apply it in real world contexts.
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Cross-disciplinary Skills
Cross-disciplinary skills 1) allow learners to probe content deeply (e.g., reading comprehension, critical thinking), 2)
connect academic disciplines to one another (e.g., problem solving), 3) can be applied to and may be used differently
within various fields (e.g., critical thinking in biology vs. critical thinking in literary analysis), and 4) should be taught
explicitly in the context of a given content area (e.g., accessing and interpreting information). These skills include critical
thinking, problem solving, collaboration, effective oral and written communication, accessing and analyzing information,
as well as adaptability, creativity, initiative, and entrepreneurialism.
Cultural Relevance
Cultural relevance is evident through the integration of cultural knowledge, prior experiences, and performance styles
of diverse learners to make learning more appropriate and effective for them; it teaches to and through the strengths of
these learners. Culturally relevant instruction integrates a wide variety of instructional strategies that are connected to
different approaches to learning.
Data and Use of Data
Learner data are factual, evidentiary forms of information about individuals or groups of learners that are collected,
documented, organized, and analyzed for the purpose of making decisions about teaching and learning. Examples
of learner data include, but are not limited to 1) learner demographics and background information, 2) documented
information about learning needs and prior performance, 3) learner class work, homework, and other formal and
informal works produced by the learner, 4) progress charts, records, and anecdotal teacher notes from formative
assessments and/or classroom observations, 5) end-of-unit teacher-developed tests or summative performances and
course grades, and 6) external test scores.
Using data in instructional decision making is a continuous, cyclical process of making instructional decisions based on
the analysis of learner data. Using data to inform instructional decisions involves key processes—assessing, analyzing,
planning, implementing, and reflecting. Data-informed instructional decision making uses data from multiple sources to
understand learning strengths and needs in order to suggest classroom and school-wide instructional solutions. This
same cyclical process can be applied to larger education decisions affecting school climate and school improvement
efforts, with expanded sets of data that may include, for example, teacher evaluation and professional development,
parental involvement, and resource allocation.
Diverse Learners and Learning Differences
Diverse learners and students with learning differences are those who, because of gender, language, cultural
background, differing ability levels, disabilities, learning approaches, and/or socioeconomic status may have academic
needs that require varied instructional strategies to ensure their learning. Learning differences are manifested in
such areas as differing rates of learning, motivation, attention, preferred learning modalities, complexity of reasoning,
persistence, foundational knowledge and skills, and preferred learning and response modes.
Diversity
Diversity is inclusive of individual differences (e.g., personality, interests, learning modalities, and life experiences),
and group differences (e.g., race, ethnicity, ability, gender identity, gender expression, sexual orientation, nationality,
language, religion, political affiliation, and socio-economic background).
Inclusive Learning Environment
Inclusive learning environments are welcoming and accepting of each and every learner including those who are
vulnerable to marginalization and exclusion and those who traditionally have been left out or excluded from appropriate
educational and learning opportunities. Inclusion incorporates and expands the concept of inclusion that is most
frequently associated with the goal of equal access to general education for students with disabilities. Inclusive
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approaches embrace diversity; provide access to high-level knowledge, skills, and application for every student; adapt
instruction to meet individual needs; encourage co-teaching and collaboration among general and resource educators;
foster collaboration with families and community members; maintain high expectations of all students; and support
student achievement and growth.
Leadership
Leadership in this document refers to attributes of the teacher that include but are not limited to: 1) a view of the
teacher’s role in education as multifaceted; 2) a keen sense of ethical responsibility to advance the profession while
simultaneously advancing knowledge, skills, and opportunities for each learner; 3) a deep commitment to teaching
that includes a willingness to actively engage in professional development to expand knowledge about teaching and
learning; 4) a willingness to take on the mantle of leadership in the classroom and among colleagues without a formal
title; 5) a recognition of when to lead and when it is appropriate to allow others to lead; 6) knowledge of when and how
to marshal a variety of stakeholders to work toward a common cause; 7) an ability to regularly garner resources, both
human and other, for the betterment of the students and the school; and 8) the ability to make sound decisions based
on the appropriate use and interpretation of quality data and evidence. Teacher leaders function well in professional
communities, contribute to school improvement, and inspire their students and colleagues to excellence.
Learning Environment
A learning environment is a complex setting designed to attend to the learner(s), the context, and the content
simultaneously. Regardless of the setting—whether traditional classroom, community-based, virtual, or other alternative
format—a learning environment must motivate student learning through establishing interest, providing choices,
making relevant connections, building understanding, assessing learning outcomes, developing close teacher-learner
relationships, and creating a sense of belonging between and among learners. Learning environments can be created
in varied settings, and the traditional classroom environment itself can be stretched to become more experiential and
technology-rich. Technology can engage learners with experts and fellow learners around the world, providing access
to authentic problems and real-world applications The development of technology-enriched learning environments can
enable learners to pursue their individual curiosities and become active participants in setting their own educational
goals, managing their own learning, and assessing their own progress.
Learning Progressions
Learning progressions are descriptions of increasingly sophisticated ways of thinking about a topic and have
been proposed as solutions to such educational problems as a lack of curricular coherence, developmental
inappropriateness of curricula, misalignment between instruction and assessment, and weaknesses in support
for valued teaching practices. They can support teachers’ formative assessment practices and help teachers use
learners’ prior knowledge in productive ways. By laying out the territory that learners are likely to traverse in coming
to understand a given concept, these tools can help teachers recognize their learners’ misconceptions as productive
steps on the way to full understanding.
Professional Development and Professional Learning
Professional development provides comprehensive, sustained, and intensive learning opportunities to expand the
professional knowledge base available to teachers and to engage them in an ongoing process of critically examining
their teaching practices to find new and more effective ways to improve student learning. Professional development
needs to address both an individual teacher’s goals for professional growth and the larger organizational learning
priorities for school improvement. Professional learning engages teachers in working with others to deepen their
content knowledge, sharpen their instructional skills, and develop their ability to use data for meaningful decision
making. Thus, professional learning is an ongoing, job-embedded process that supports transfer of newly-learned
knowledge and skills to practice. Such learning also needs to be continuously evaluated and refined.
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Reference Chart of Key Cross-Cutting Themes in
Updated InTASC Standards
This chart shows where in the text of the standards certain key themes are
referenced, demonstrating how they have been integrated across the document.
In some instances, the key theme is not explicit but can be inferred.

theme

Knowledge

Disposition

Performance

*Collaboration

3(j), 3(k), 3(i), 5(p), 7(m), 10(l),
10(n)

1(k), 3(n), 3(o), 3(p), 6(q), 6(s),
7(o), 9(l), 10(q), 10(r)

1(c), 3(a), 3(b), 3(c), 3(e), 3(h), 6(c),
7(a), 7(e), 8(b), 8(c), 9(a-d), 10(a-g)

*Communication

3(l), 3(j), 5(n), 6(l), 6(n), 6(o),
8(m), 10(n)

3(q), 3(r), 6(q), 6(s), 8(q)

3(c), 3(e), 3(f), 3(h), 5(e), 6(d), 6(e),
8(h), 8(i), 10(g)

*Creativity/Innovation

5(l), 5(o), 8(j), 8(m)

3(p), 5(s)

5(d), 5(f), 5(g), 8(i), 9(f)

*Critical thinking, problem
solving

4(j), 4(k), 4(l), 5(i), 5(m), 8(j),
8(l), 9(g)

4(p), 4(r), 5(q)

4(b), 4(c), 4(d), 4(e), 4(h), 5(a),
5(b), 5(d), 5(f), 5(g), 6(f), 8(f), 8(g),
8(i), 9(d)

Cultural competence

1(g), 2(g), 2(j), 2(k), 3(i), 4(k),
4(m), 7(i), 8(k), 9(i)

4(o), 8(t), 9(m)

2(d), 3(f), 5(h), 7(c), 9(e)

English language learners

1(g), 2(i), 2(j), 6(p), 7(m), 8(m)

2(o), 6(u)

2(d), 2(e), 4(i), 6(h), 7(e)

Families/Communities

2(j), 2(k), 10(m)

1(k), 2(m), 3(n), 7(o), 9(m),
10(q)

1(c), 2(d), 3(a), 8(c), 9(b), 10(c),
10(d), 10(e), 10(g), 10(k)

Individual differences

1(d-g), 2(g), 2(h), 2(j), 2(k), 3(l), 1(h), 1(i), 1(k), 2(l), 2(m), 2(n),
4(l), 4(m), 6(k), 6(l), 6(m), 6(o), 2(o), 4(r), 6(q), 6(s), 6(u), 7(n),
7(q), 8(p), 8(s), 9(m)
6(p), 7(i-m), 8(k), 8(l), 9(g),
9(h), 9(i), 9(j)

1(a), 1(b), 2(a-f), 2(h), 3(d), 3(f),
4(a), 4(d), 4(e), 4(f), 4(g), 6(c),
6(d), 6(g), 6(h), 6(i), 7(b), 7(c),
7(d-f),8(a), 8(b), 8(d), 8(e), 8(f),
9(a), 9(c), 9(e),10(a). 10(b)

Interdisciplinary themes

5(j)

5(q-s)

5(c), 5(b), 5(e)

Leadership

1(c), 3(k), 5(p), 7(l), 7(m), 8(l),
8(n), 9(i), 9(j), 10(l-o)

1(j), 3(n), 4(p), 5(q), 6(r), 6(v),
7(o), 7(p), 8(s), 9(m), 9(n),
10(p-t)

2(f), 3(a), 3(c), 3(d), 4(g), 5(d), 5(g),
6(c), 6(e), 6(f), 7(a), 7(e), 8(c), 8(d),
9(a-f), 10(a-k)

*Multiple perspectives

5(i), 5(j), 5(n), 5(p), 9(i), 7(h),
10(l), 10(m)

4(p), 5(r), 6(t)

2(d), 3(e), 4(b), 5(a), 5(b), 5(d),
5(e), 5(g)

Professional learning

6(j-p), 7(f), 7(k), 8(k), 8(n), 8(o), 4(o), 4(p), 4(q), 5(q), 5(r), 6(t),
9(g-k)
8(p), 9(l-o), 10(r), 10(s), 10(t)

Student-directed learning

3(i), 3(k), 5(m), 6(m)

3(n), 3(o), 3(p), 6(q), 6(s), 10(q) 3(b), 3(c), 5(d), 5(f), 6(f), 8(b), 8(c)

Teacher responsibility

3(m), 5(l), 9(j), 9(k), 10(o)

1(j), 4(o), 4(q), 5(r), 6(r), 6(t),
6(u), 6(v), 7(p), 9(l-o), 10(p),
10(r), 10(s)

3(c), 3(g), 5(h), 9(e), 9(f)

*Technology

3(j), 3(m), 5(k), 5(l), 7(k), 8(n),
8(o), 10(n)

8(q), 8(r)

3(g), 3(h), 4(g), 5(c), 6(i), 8(g), 9(d),
9(f),10(e), 10(g)

Use of data to support
learning

5(k), 6(j-p), 7(l), 8(n), 8(o), 9(g), 6(q-v), 7(q), 8(s), 9(l)
9(h), 9(k)

6(a), 6(c), 6(g), 6(i), 8(g), 9(a-f),
10(f), 10(h)

2(d), 5(c), 5(f), 6(a-i), 8(b), 8(d),
8(g), 9(c), 9(f), 10(a-c)

*Cross-disciplinary skills
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