


In the 1990s, education in America was leaving too many of our children
behind. The Milken Family Foundation (MFF)—already noted for its national
teacher awards—brought together the best available research to develop a
comprehensive, systemic school reform model to address the challenges facing
K-12 education. This edort was led by former dean of the UCLA Graduate School
of Education and then executive vice president of MFF, Dr. Lewis C. Solmon.

During hiskeynote address at the 1999 MFF National Education Conference,
MFF co-founder and chairman Lowell Milken launched a bold new initiative
to attract, develop, motivate and retain high quality teachers. He called this
program the Teacher Advancement Program (TAP). TAP’s goal is to keep
talented people in the teaching profession—and draw more of them there—
by making it more attractive and rewarding to be a teacher.

This speech later appeared in printed form as, “A Matter of Quality: A
Strategy for Assuring the High Caliber of America’s Teachers” The monograph
highlighted the need to strengthen K-12 education, and outlined the newly
conceived Teacher Advancement Program. Mr. Milken expanded on his initial
ideas one year later at the 2000 MFF National Education Conference, and again
his words were documented in, “Teaching as the Opportunity: The Teacher
Advancement Program.” TAP continued to grow and be refined over time, and
in 2002 Lowell Milken published a third document, “Growth of the Teacher
Advancement Program.”

This publication is an outgrowth of those earlier documents. We include
some passages from the previous works that speak to fundamental concepts
on which TAP was established. We reallrm the underlying ideals and rationale
for TAP, and we address new issues that have arisen over the life of the program.
This publication provides a description of the TAP implementation process and
includes Stories from the Field that oCers real life descriptions of how TAP is
making a dilJerence in schools across the country.

Collectively, these publications document the growth of TAP over the years.
What began as an idea in 1999, is now a reality that is being implemented in
more than 100 schools across the nation. Under the leadership of chairman
and founder Lowell Milken and president Lewis C. Solmon, the Teacher
Advancement Program is now housed in its own foundation and achieving
remarkable success.




O 00O AN O e

23

26

29
30
31
32
36
37
43

The Need for TAP
The Urgency of Teacher Quality

The Teacher Advancement Program
The Four TAP Elements

The TAP Model in Practice

How Multiple Career Paths Looks in a School

How Ongoing Applied Professional Growth Looks in a School
How Instructionally Focused Accountability Looks in a School
How Performance-Based Compensation Looks in a School
TAP in High Schools

Funding TAP

The Impact of TAP
Conclusion

Supplemental Materials

Benefits of TAP

Description of TAP Positions

Essential Steps for TAP Implementation
Master and Mentor Compensation
TAP Glossary of Terms

TAP School Locations






¢C

I of the research, including our experience in schools

and insights from the world of business, has led us to the conclusion that
talented teachers are essential to ensuring excellence and rigor in the educational
experience of every young person in America. Indeed, good teachers are to education
what education is to all other professions. They are the indispensable element—the
sunlight and oxygen—the foundation on which everything else is built. To improve
student achievement, to eliminate achievement gaps among students of different races
and economic classes in America, and to get us back to the top of international
achievement ratings, we must have high quality human capital in our schools. We must have
teachers who know their disciplines, who know how to teach, and who care deeply about
children and their future. We need master teachers who can help colleagues improve, and
we need principals who are instructional leaders and effective managers.”

- Lowell Milken
Chairman and Founder,
Teacher Advancement Program Foundation

According to a survey by the Teaching Commission,
90 percent of teachers and 91 percent of adults believe
that ensuring quality teachers in every classroom is
very important.! Moreover, this view is supported by a
large body of academic research demonstrating that
the single most important school factor related to in-
creased student achievement is having a high quality
teacher in the classroom.? Because of the evidence
of the importance of a high quality teacher, No Child
Left Behind (NCLB) has made teacher quality a pivotal
element of its school improvement pro-
gram. In polls, the public consistently ranks
strengthening teacher quality among the
most important issues facing education.®
NCLB is the most recent authorization of
the Elementary and Secondary Education
Act, which is the principal federal law
allecting K-12 education.

Yet, despite the evidence that quality teachers are of
utmost importance, until No Child Left Behind, ensuring
a quality teacher for every student had not been a pri-
ority in the myriad attempts to improve public schools.
In fact, of the more than 360 unique school reform ideas
proposed in the Phi Delta Kappan between 1987 and
1997, less than one pecent focused directly on improv-
ing teacher quality.* Further, of the few comprehensive

reforms that have addressed the issue, none to date has
proved equal to the challenge. None has had the scope,
force, and focus to first attract high caliber talent to the
American teaching profession, then to develop, motivate,
and retain it.

Over the next 10 years, America will need roughly
two million new teachers, and as many as possible should
be of very high quality. While some may see the ensuing
teacher quantity and quality shortages as a crisis, we see
it as an opportunity to significantly reform the structure of
K-12 education in order to focus on its most
valuable assets—quiality teachers. That is why
the Milken Family Foundation formulated a
comprehensive strategy called the Teacher
Advancement Program (TAP). TAP is a whole
school reform intended to recruit, motivate,
develop, and retain high quality teachers in
order to increase student achievement.

In 2005, the Teacher Advancement Program
Foundation was created in order to operate TAP and
to take other steps to enhance teacher quality. Its
public charity status allows the TAP Foundation to
broaden support and further build partnerships with
businesses, other philanthropies, local organizations,
and the education community.



THE URGENCY OF TEACHER QUALITY

Although there are many excellent teachers in
our schools, the current academic level of students
pursuing careers in teaching could be higher. Stu-
dents who express an interest in teaching tend
to score near the bottom of college and graduate
school entrance examinations such as the SAT and
GRE." Conversely, students with high SAT scores and
grade point averages are the least likely to enroll in
education courses or teacher training programs.®

Equally troubling is the fact that administrators
who are hiring prospective teachers undervalue
important quality indicators such as subject mat-
ter knowledge, grade point average, and cognitive
ability. Economist Dale Ballou examined the hir-
ing experiences of over 15,000 teacher education
graduates during a 15-year period.® He found that
districts tend not to hire candidates who graduated
from the most selective colleges and, further, tend
to prefer applicants with undergraduate education
degrees to applicants with undergraduate degrees
in the subjects they are hired to teach.

“The most effective teachers produce as much as five times
the learning gains of the least effective teachers.”

While the academic quality of those entering
the profession is low compared to those in other
fields, the quality of teachers currently teaching var-
ies tremendously. The most elective teachers pro-
duce as much as five times the learning gains of the
least e(Jective teachers. Results from landmark stud-
ies in Tennessee and Texas, for example, have shown
that students who performed equally well in read-
ing and math are separated by as many as 54 per-
centile points just three years later, due to the qual-
ity of their teachers.” The tremendous variability in
the quality of teachers and their capacity to increase
student achievement has severe consequences for
those children who are subject to inferior instruc-
tion, and often these students are of low socio eco-
nomic status (SES). Without immediate changes to
the structure of the teaching profession, it is hard to
imagine how the profession will be able to attract

and retain the high quality teachers it needs, and
thereby improve student achievement and reduce
learning gaps.

Today, in our knowledge-based economy, virtu-
ally every industry relies on educated, trained, and
skilled people (i.e., high-level human capital) to drive
their businesses. Professional and skilled jobs repre-
sent 62 percent of all employment in this country,
compared to just 20 percent 55 years ago.® Further-
more, economists estimate that human capital com-
prises 75 percent of our nation’s wealth.° Thus, itis no
surprise that there will continue to be an enormous
demand for skilled and knowledgeable workers.1°

As Thomas Freidman has stressed in his new
book, The World is Flat, “There is only one message:
You have to constantly upgrade your skills. There
will be plenty of good jobs out there in the flat world
for people with the knowledge and ideas to seize
them...The shrinking of the pool of young people
with the knowledge skills to innovate won't shrink
our standard of living overnight. It will be felt only in
fifteen or twenty years, when we discover we have a
critical shortage of scientists and engineers capable
of doing innovation or even just high-value-added
technology work...We have within our society all the
ingredients for American individuals to thrive in this
world, but if we squander those ingredients, we will
stagnate” !

The great demand for high quality human capi-
tal may explain why very talented high school and
college students are not attracted to teaching. Bare-
ly one in 10 high school students expresses a strong
interest in teaching.?? According to these students,
careers in K-12 education provide few opportunities
for advancement, poor compensation, and a lack of
respect from society. Although these young students
profess admiration for the teaching profession, the
drawbacks simply eclipse the attractions.

The demand for human capital may also explain
the exorbitant teacher turnover rates. Studies dem-
onstrate that turnover in the teaching ranks is sig-
nificantly higher than in other professions. One out

i According to Graduate Record Examination data, the overall mean score (based on verbal and quantitative sections) of prospective education majors is 984,
versus 1051 for prospective social science majors, 1045 for life/natural science majors, 1110 for humanities and arts majors, 1187 for engineering majors and

1186 for physical sciences majors.

i The average cost to recruit, hire, prepare and lose a teacher is approximately $50,000.” A conservative national estimate of the cost of replacing public school
teachers who have dropped out of the profession is $2.2 billion a year. Ifthe cost of replacing public school teachers who transfer schools is added, the total

reaches $4.9 billion every year."*



of five new teachers leaves within three years, while
in urban communities the exit rate is an astonishing
50 percent.’ Moreover, students with high aca-

demic standing are twice as -

likely as their less academi-
cally able peers to leave the
profession.’® This is hardly
surprising when you consider
that not only are teachers’
average starting salaries
lower than college gradu-
ates’in any other profession,*’ but the salary gap for
teachers grows to more than 75 percent for teachers
in their late forties with a master’s degree®"
Concerns are not just about the low salaries that
teachers are paid, but also the lack of dilerentiation
in salaries among teachers’ that results from the
inability of the current teacher salary structure to
compensate based upon quality of performance.

Salary increases in teaching are limited, based
almost exclusively on years of service or academic
seat time, rather than on performance or addition-
al responsibility. And when teachers are asked to
take on more work, it is generally with a pat on the
back and without any opportunities for meaningful
additional pay. Indeed, for those who want greater
compensation,opportunitiesandresponsibilities, the
currentK-12systemisaone-way career pathoutofthe
classroom and into the administrative ranks—or out
of education altogether. Indeed, teaching is viewed
asaflat career.” In part, as career options have broad-
ened for women since the 1970s, our schools can no
longer rely upon summer and holiday vacations
and the ability to be home when their children are,
to compensate for low salaries that most women
accepted in the past.

The sobering reality is that the American K-12
education system, by its very structure, alienates

v/

«.the cost is borne by students who year

after year, are denied effective teachers.”

-

many of its best practitioners. By
failing to adapt to the enormous
structural changes in the society
around it, the education system
perpetuates a nineteenth cen-
tury model: one that envisions
teachers as replaceable workers
on an assembly line, who are
paid blue-collar salaries, wrongly assuming that all
teachers do the same job equally well.

We all pay a steep price for this condition. Ameri-
can businesses spend billions of dollars each year on
remedial training for their employees. According to
a nationwide survey, more than one third of all com-
panies with 100-plus employees provided remedial
math instruction, and 28 percent provided remedial
reading and writing instruction.?® Even our colleges
and universities are required to provide extensive
remediation, often to students who earned respect-
able grade point averages from their high schools."

Most shamefully of all, the cost is borne by
students who, year after year, are denied ellective
teachers. Part of this cost can be quantified, such as
when students are held back or drop out, never to
realize their full earnings potential; or when they dis-
appear into the dark recesses of society, caught in a
cycle of crime. But other costs cannot be quantified,
such as when students are not encouraged to per-
form to their fullest abilities, to develop that love of
learning—or worse, when students lose confidence
and give up hope, when they stop imagining better
lives for themselves and those around them. These
are the real costs of an education system that cannot
attract, retain, or motivate the high-caliber teachers
it needs.

iii In 2004, the average beginning teacher salary was $31,704. Additionally, beginning teacher salaries were on average $8,768 less than the starting salary offers

made to college graduates with non-education majors.™

iv In fact, since the 1993-1994 school year, teacher salaries have grown by just 2.9 percent in inflation-adjusted dollars? while health care costs spiked an average

13 percent and teacher benefit packages, like salaries, have not kept up. '

v More than 80 percent of new teachers think it is a good idea to pay higher salaries to teachers who work in difficult schools with hard-to-educate children,
while nearly 70 percent of new teachers support paying higher salaries to teachers who prove to be highly effective in improving academic performance.”?

vi - Nearly 70 percent of young college graduates say that teachers do not have good opportunities for advancement.” More than 40 percent of new teachers do
not expect to stay in the classroom for their entire careers; rather, they plan, even at the start of their teaching experience, to move on to administration or other
education-related jobs.?* More than two-thirds of Milken Educator Award recipients surveyed considered lack of career growth to be a large obstacle standing in

the way of keeping experienced teachers in the classroom.”

vii For example, of the reqularly admitted freshmen to the largest state university system in the nation, 36.8 percent require remediation in mathematics while

46.6 percent require remediation in English.”







he Teacher Advancement Program counters many of the traditional

drawbacks that plague the teaching profession: ineffective professional development,

lack of career advancement, unsupported accountability demands and low, undifferentiated

compensation. TAP provides an integrated, comprehensive solution to these challenges—

changing the structure of the teaching profession within schools while maintaining the

essence of the profession.

TAP is a whole school reform intended to recruit, motivate,

develop and retain high quality teachers in order to increase student achievement.

In designing TAP, we surveyed the research, consulted with academics and outstanding

elementary and secondary school teachers and principals, and applied experiences from

success in the private sector.?® From these sources, we created a four-element approach.

THE FOUR ELEMENTS OF TAP

1. Multiple Career Paths

TAP allows teachers to pursue a variety of positions
throughout their careers—career, mentor, and master
teacher—depending upon their interests, abilities, and
accomplishments. As they move up the ranks, their qualifi-
cations, roles, and responsibilities increase—as does their
compensation. This allows good teachers to advance without
having to leave the classroom.

2. Ongoing Applied
Professional Growth

TAP restructures the school schedule to provide time
during the regular school day for teachers to meet, learn,
plan, mentor, and share with other teachers so they can
constantly improve the quality of their instruction, and,
hence, increase their students’ academic achievement. This
allows teachers to learn new instructional strategies and have
greater opportunities to collaborate, both of which will lead
them to become more elective teachers.

Ongoing applied professional growth in TAP schools
focuses on identified needs, based on the instructional
issues that specific teachers face with specific students.
Teachers use data to target these areas of need, instead of
trying to implement the latest fads in professional
development.

3. Instructionally Focused
Accountability

TAP has developed a comprehensive system for evaluating
teachers, and it rewards them for how well they teach
their students. Teachers are held accountable for meeting
the TAP Teaching Skills, Knowledge and Responsibility
Standards, as well as for the academic growth of their students.
Every teacher in a TAP school is evaluated at least four times
each year by trained and certified evaluators who are master
and mentor teachers, as well as by her/his principal.

4. Performance-Based
Compensation

TAP changes the current system by compensating
teachers in part according to their roles and responsibilities,
their performance in the classroom and the performance
of their students. The system also supports districts in oler-
ing competitive salaries to those who teach in “hard-to-stal”
subjects and schools.



% The TAP Model
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"..changing the structure of the teaching profession within
schools while maintaining the essence of the profession.”

While each TAP element is a powerful reform in its own right, it is the integration of
the four elements that makes the Teacher Advancement Program comprehensive, unique,
and effective. Unlike other reform measures that narrowly focus on school accountability,
teacher learning, or student test scores, the Teacher Advancement Program integrates
these goals so that instructional effectiveness is linked directly to and measured by student
achievement. For teachers this means that their instructional decisions are made based on
student data, and for students it means that they receive targeted instruction based on their
individual learning needs.

Throughout this process, expert teachers support their colleagues in cluster groups
where they teach proven instructional strategies that directly address identified student
needs. These experts also provide in-class modeling and support so that all teachers
can successfully implement these strategies with their own students. Finally, teachers are
rewarded financially for the inevitable success that the data-driven and supported
instruction of TAP provides.

To be a TAP school means that the faculty and administrators of the site intentionally
put all four elements into action on a daily basis. What does this look like in a school?
How do teachers and principals use the TAP elements to ensure instructional excellence
and increased student achievement?



How Multiple Career Paths
Looks in a School

Based on their skills, knowledge, ambitions, and interests, classroom teachers in a TAP school
have the opportunity to advance to master or mentor teacher positions. Master and mentor teachers
are selected through a competitive, rigorous, performance-based selection process. They must have
expert curricular knowledge, outstanding instructional skills, and the ability to work effectively with
other adults. They take on additional responsibility and authority, and they spend more time on the
job than the typical classroom teacher. Master and mentor teachers are held to a higher performance
standard than other teachers in their school and are compensated accordingly.

Along with the principal, master and mentor teachers are part of the school’s Leadership Team
and are responsible for setting specific annual student learning goals. As such, they also oversee all
TAP activities aimed at meeting these goals. Masters and mentors, along with the principal, conduct
the teacher evaluations that are tied to teacher performance awards. The TAP Foundation provides
training and certification services to prepare masters and mentors to effectively conduct professional

growth activities and teacher evaluations.

SOV INO®)L NI |HF/SIDAN  Rockefeller Incentive Elementary School, Lise Rock, Arkansas
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In 2001, principal Anne Mangan from the
Rockefeller Incentive Elementary School in Little
Rock, Arkansas, joined with then district superinten-
dent Dr. Kenneth James to consider implementing
the Teacher Advancement Program. Rockefeller is an
urban school where 56 percent of students receive
free or reduced-price lunch, roughly 60 percent of
the students are African-American and the majority
of the remaining students are Caucasian. There
were two significant needs that factored into
Ms. Mangan's decision to implement TAP. First,
Rockefeller was fortunate to have many fine teach-
ers—A47 percent had advanced degrees and three
were nationally board certified—and she wanted to
continue to both motivate and retain them. Second,
it was important that, when needed, she would be
able to attract high quality new teachers who met
the high educational standards she and her stall
had set. The TAP element of multiple career paths
was designed to help with both of these goals.

A majority of the teachers at Rockefeller were
active members of the teachers union, a union
that did not necessarily advocate dillerentiation in
salary or roles for its teachers. Therefore, principal
Mangan thought there would be some resistance

to TAP. However, when she presented the program
to the stal], they voted to accept it. The first order
of business was to recruit and select master and
mentor teachers. The selection committee was
made up of one representative from each grade level
and from the specialist teacher group. A district
administrator also participated in the selection
process. The committee reviewed the applications
it had aggressively solicited through schoolwide,
districtwide and statewide job postings. Using the
TAP-recommended interview and selection process,
Judy Meier, a National Board for Professional Teach-
ing Standards (NBPTS)-certified fifth grade teacher
from Rockefeller, and Kris HuOman, a literacy
specialist from the district’s Instructional Resource
Center, were chosen to be master teachers. Debbie
Gross (also an NBPTS-certified teacher) and Dana
Keller (first and fourth grade teachers, respectively)
became mentor teachers. Thus, the TAP Leadership
Team, made up of the principal and newly installed
master and mentor teachers, was established at
Rockefeller. The Leadership Team participated in all
of the TAP training workshops and became certified
TAP evaluators. They would be responsible for
overseeing all elements of TAP at Rockefeller.



The TAP Model

This meant that along with the principal,
Rockefeller's master and mentor teachers took on
the responsibility and authority for analyzing
student data to identify student learning goals
by grade level; developing the school’s academic
achievement plan; creating the school’s assessment
plan; monitoring cluster group goal setting and
activities; conducting classroom follow-up to
ensure goal attainment; monitoring teachers’
individual growth plans; assessing teacher evalua-
tion results; and maintaining evaluator inter-rater
reliability among themselves.

Master teachers, who work full-time at
Rockefeller but without a classroom assignment,
spend a typical week facilitating seven or eight clus-
ter groups, then conducting extensive classroom
follow-up demonstration lessons or team teaching
sessions with career teachers. They usually conduct
two or three observationsand post-conference meet-
ings, as well as provide support for several teachers
working on their Individual Growth Plan (IGP) refine-
ment and reinforcement goals. A refinement goal is
an areawhere the teacherisin need of improvement,
and reinforcement refers to a teacher’s strength. The
evaluator then provides the teacher with specific
examples of how to build on the identified strength
and begins building a support plan for the rein-
forcement obijective. Review of the week’s work is
typically done at Leadership Team meetings, which
are scheduled weekly for an hour and a half. All
master teachers at Rockefeller work on a 10-month
contract and earn a $9,488 salary augmentation."

Mentors at Rockefeller are full-time classroom
teachers who perform approximately 10 hours per
week of mentor duties. This is done through creative
scheduling that includes the use of instructional
support teachers to provide release time. Mentors,
in cooperation with a master teacher, plan and con-
duct clusters groups, and provide peer coaching and
demonstration lessons. Mentors also conduct peer
evaluation observations throughout the year, and
each mentor works individually with career teachers
on their IGPs. Mentor teachers at Rockefeller work a
nine and a half month contract and receive a salary
augmentation of $4,644 for their work as a mentor.*

“”

in Practice

«.multiple career paths ensures that every school will

add to the professional elite in teaching by growing its

own experts.”

A walk through Rockefeller Elementary School
on any given school day provides many demon-
strations of how master and mentor teachers are
productively involved in all aspects of teaching and
learning in all classrooms. Every day, masters and
mentors assist in cluster groups, coaching career
teachers in their classrooms and helping them as
they become expert instructors and—eventually, as
school openings arise—mentor and master teachers
themselves. Indeed, multiple career paths ensures
that every school will add to the professional elite in
teaching by growing its own experts. Here are a few
examples:

Master Teacher Judy Meier has been working
independently and during cluster time with brand-
new second grade teacher Meghann Crow. Their
work together has focused on helping Ms. Crow
develop her writing instruction skills. Ms. Meier
arranged for them to jointly observe Courtney
HuOman, an expert Writers' Workshop teacher,
conduct a demonstration lesson. Following the
observation, they will discuss the lesson and plan
for Ms. Crow’s implementation of the expert writing
strategies they observed. Subsequently, Ms. Meier
will observe Ms. Crow as she implements her new
instructional skills, and as always, they will end
their work by reviewing the results demonstrated by
student work.

First grade teacher Danna Strozyk is being
observed by her mentor teacher during the
language arts block. This is Ms. Strozyk’s third year
as a TAP career teacher. She knows the TAP teach-
ing standards well, and it shows—her lessons are
carefully structured, her questions are of high qual-
ity and her students readily reflect on the lessons. All
skills are honed through her work with her mentor
teacher in cluster groups and in the classroom. Their
follow-up conference will provide Ms. Strozyk new
areas for refinement and reinforcement.

viii The range in TAP schools nationally for master teachers is $5,000to $11,000. Please see Master and Mentor Compensation in Supplemental Materials for

recommended levels.

ix The range in TAP schools nationally for mentor teachers is $2,000 to $5,000. Please see Master and Mentor Compensation in Supplemental Materials for

recommended levels.
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How Ongoing Applied Professional Growth
Looks in a School

In TAP schools, ongoing applied professional growth (OAPG) means that time is set aside
for teacher learning, which is always focused on increasing student learning and aligned to the
school plan. TAP OAPG processes include cluster groups, individual growth plans (IGPs), and class-
room-based support. Cluster groups meet for one to two hours per week during contract time in
grade-alike or subject-alike groups. The clusters are led by expert instructors in the school—master
or mentor teachers—and their activities are focused on instructional practices as determined by
student needs. Extending from clusters, each teacher is expected to have an IGP that includes iden-
tified goals and activities within clusters and classrooms that support new teacher learning and
are aligned to school goals. All new teacher learning is required to address an identified student
learning need. Further, the TAP career path establishes a structure where master and mentor
teachers provide ongoing classroom-based support. This includes team teaching, conducting
classroom demonstration lessons, coaching, giving regular feedback on specific teaching and
learning innovations, evaluations and post-conferences.

Cluster work and IGPs follow the TAP Steps for Effective Learning (STEPS), which provides a
framework for improving instruction to meet student-learning needs. STEPS guides teachers to:

e Set learning goals based on an analysis of their students’ performance;

e Identify research-based, proven (in the classroom) learning strategies to address goals;

e Work collaboratively to develop new instructional practices;

® Bring new learning to the classroom; and,

e Measure how well the new strategy helped their students meet the learning goals they had set.

SO N N@) NIy | HFIFIPA Renaissance Elementary Charter School, Miami, Florida
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Renaissance Elementary Charter School (RECS),
located in Miami, Florida, is a K-5 school with 28
teachers and 500 students. Sixty-four percent of the
students at Renaissance are Hispanic, 24 percent
Caucasian, eight percent African-American, and the
remaining students Asian/Pacific Islander, Native
American, or multiracial. After the required teacher
vote showing support for the program, Renaissance
began implementing the Teacher Advancement
Program in 2002.

Shawn Koss joined the TAP team at RECS as a
first-year language arts and visual arts teacher for
the fifth grade. Mr. Koss attended weekly cluster
meetings led by mentor and master teachers. These

meetings began in the fall with the TAP Leadership
Team sharing their analysis of RECS’student learning
data. Based on the team’s analysis, they focused their
school plan on improving reading comprehension,
as it was identified as the top schoolwide student-
learning deficit. One master teacher shared the data
analysis results with Mr. Koss, who then pinpointed
the particular needs of his students—to be able to
identify and explain the “main idea” Next, Mr. Koss
administered a pre-test to determine his students’

exact baseline knowledge of “main idea”” Sixty-two

“In a typical school setting, most new teachers must reinvent
the wheel without any experience, and many areisolated and

do not have a clear direction or peer support.”



The TAP Model

percent of his students demonstrated proficiency
in “main idea,” but Mr. Koss' goal was 100 percent
student mastery.

Mr. Koss' work began in cluster meetings where
mentors and masters presented selected research-
based strategies they had used successfully with

“The TAP professional development clusters are a lot
better than the professional development usually
supplied and offered by the school district. Cluster
meetings are site based, embedded within the school
day, and based on test data to address both student

their own students. During clusters, Mr. Koss had
the opportunity to practice these newly learned
strategies with his colleagues and receive construc-
tive feedback. Classroom follow-up provided the
opportunity for Mr. Koss to observe mentors model-
ing the strategies, and for them to observe and coach
him both in strategy and in connecting to his area of
refinement from his evaluations. As each chunk of a
new strategy was implemented, Mr. Koss adminis-
tered formative assessments to determine whether
his use of a given instructional strategy increased his
students’ proficiency regarding “main idea”

Mr. Koss' IGP was another important tool for his
professional growth and his students’ learning. All
TAP teachers develop an IGP that targets instruc-
tional refinements identified through classroom
observations and self-analysis. Mr. Koss and his
mentor pinpointed “Lesson Structure and Pacing”
from the TAP Instructional Standards rubric as his
most critical refinement area. To improve his skill
in this area, Mr. Koss developed a long-range plan
aligned with his cluster group’s goal of improving
the students’ reading comprehension and specifi-
cally the skill of identifying “main idea”

First, he team-taught a graphic organizer strat-
egy and received assistance on developing his
lesson plan structure with Mrs. Alfaro, a master teach-
er. He also observed Master Teacher Ms. Foulkes
demonstrate a lesson on “Lesson Structure and
Pacing,” using one of the graphic organizer strate-
gies. She modeled how not to lose instructional time
during transitions while teaching “main idea”
Further, Mr. Koss worked with his cluster group’s
mentor teacher, Ms. Cabrera, who modeled a
coherent lesson using one of the cluster strategies
to teach “main idea”

and teacher needs.”

Judy Meier, Master Teacher, Rockefeller Incentive Elementary

School, Little Rock, Arkansas

In a typical school setting, most new teachers
must reinvent the wheel without any experience,
and many are isolated and do not have a clear
direction or peer support; whereas, at Renaissance,
Mr. Koss was exposed to innovative, proven elJective
ideas that he could build uponto continually develop
his talent.

Throughout the year, Mr. Koss revisited his IGP
with his mentors. He became a confident, success-
ful teacher who motivates students through his
consistent dedication and high expectations of his
students and himself. At the end of the first cluster
cycle, Mr. Koss administered a post-test on “main
idea” Student mastery rose from 62 percent to 92
percent of students scoring “proficient” Mr. Koss
continued to work with individual students who
still had not reached mastery until all his students
succeeded. He was then ready to move on to the
next critical student-learning need.

Through his hard work, and with the support
of his colleagues, Mr. Koss created an environ-
ment where both he and his students achieved at a
much higher level than would have otherwise been
possible. At the end of the year, Mr. Koss earned a
monetary performance award and “proudly” signed
his new contract. His students and colleagues
were delighted at the news!
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Looks in a School

How Instructionally Focused Accountability

All teachers are held accountable for their classroom performance in a TAP school by

participating in the instructionally focused evaluation system. Within this system, each teacher is

evaluated four to six times a year by multiple trained and certified evaluators using the TAP Teach-

ing Skills, Knowledge and Responsibility Standards. Each teacher is also evaluated based on how
much learning growth the students in his or her individual classroom have achieved during the

school year. Further, all teachers in the school are evaluated collectively, based on the learning

growth of ALL students in the school. TAP provides ongoing training, mentoring, and classroom
support during the school day to help teachers meet these accountability standards, as well as

provides financial incentives for success.

SO/ IXO® NI | F/SIDAR  Cedarcrest-Southmoor Elementary School, Baton Rouge, Louisiana

High quality instruction is the key to student
success and the focus of TAP’s accountability system.
TAP established teaching skills, knowledge, and re-
sponsibilities standards and evaluation rubrics to
measure teacher performance in the areas of: de-
signing and planning instruction, teacher-created
learning environment, classroom instruction, and
teacher responsibilities. These standards were de-
rived from research in educational psychology and
cognitive science.® Although performance require-
ments vary based on the career level of the teacher
being evaluated, the standards are the same for all
teachers. Preparation is the key to the system’s suc-
cess at Cedarcrest-Southmoor Elementary School in
the East Baton Rouge Parish School System, Baton
Rouge, LA.

Cedarcrest-Southmoor’s stal] consists of Princi-
pal Nancy Hammatt and 33 teachers (including four
part-time master teachers and four full-time men-
tor teachers). The stal serves nearly 600 students
in pre-K through fifth grade, approximately 55 per-
cent of which is African-American and 40 percent
Caucasian, while Asian and Hispanic students make

plement TAP, Cedarcrest-Southmoor Elementary
became part of the Teacher Advancement Program
in 2003.

In the first year of TAP implementation at
Cedarcrest-Southmoor, Principal Hammatt and
the master and mentor teachers were trained and
certified to conduct teacher evaluations. The
training consisted of four days of intensive direct
instruction followed by a rigorous certification test.
(Recertification is conducted annually.) Classroom
teachers were also prepared for the new evaluation
system. During their first year, all teachers spent
some of their cluster time studying the instructional
rubric and its implications for quality teaching and
learning, and every teacher participated in multiple
practice evaluations.

In addition, Cedarcrest-Southmoor, like all TAP
schools, was provided with a DVD library of class-
room teaching episodes that have been rated by
national TAP evaluators using the TAP teaching ru-
bric. Every teacher was encouraged to rate these
teaching episodes and compare their ratings to the

up the remaining five percent. Sixty-four percent of  “n a TAP school, the purpose of increased teacher

students at Cedarcrest-Southmoor are eligible for pmﬁa-emy is always connected to and measured by

free a.nd reduced lunches. After the requwed V(?te, improvedstudentachievement.”
in which 100 percent of the faculty decided to im-

“ X The Teacher Advancement Program Foundation provides a comprehensive set of trainings to all TAP schools throughout the course of TAP. -
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in Practice

national raters’ scores both independently and in
clusters. This helped the teachers to feel prepared
for the second year of TAP when o[Jcial evaluations
with monetary consequences were to begin. For
example, Colleen Cauble, a fourth grade career
teacher at the school, remarked that as she began
to fully understand the TAP Instructional Rubiric,
she realized that it is not only an excellent tool for
evaluating quality instruction because it provides
a standard for instructional practice but, coupled
with the support she received from her master and
mentor teacher, it is also directly related to her

“We’ve seen great improvement. We have not
only anecdotal evidence, but we also have hard data
about both student scores and teacher instructional
strategies improving. Master and mentor teachers
tell us that when they observe in the classroom,
they're seeing [proven] instructional strategies in
place across school grades and content areas.”

becoming a more elective teacher.

The second year of TAP implementation is when
o[Jcial evaluations counting towards performance
awards began. First, an observation/evaluation
schedule was established at Cedarcrest-Southmoor.
Every teacher was scheduled to be evaluated on
five separate occasions (some are announced, some
unannounced) by three diCerent trained evalua-
tors. After each observation the teacher met with
the evaluator to discuss what was seen in the class-
room that day. Using the TAP Instructional Rubric,
the evaluator identified one area of instructional
reinforcement (strength) and one of refinement
(needing improvement). At the end of this confer-
ence, the teacher and evaluator made a concrete,
specific plan for how they would work together to
increase the teacher’s electiveness. However, this
process did not occur isolated from student needs.
In a TAP school, the purpose of increased teacher
proficiency is always connected to and measured
by improved student achievement. Therefore, when
assisting teachers with developing their instructional
proficiency, the master and mentor teachers’ goal is
to integrate the area of refinement identified in the
teacher evaluation process with student need.

As evaluations are conducted throughout the
year, principals have TAP’s Performance Appraisal
Management System (PAMS) available to them to
help organize and track evaluation data to ensure
accuracy and inter-rater reliability among the
evaluators. Consequently, at Cedarcrest-Southmoor,
teachers believe they are not only being measured
fairly, but that, through the kind of support the TAP

Mark Bonine,

Principal, Andersen Open School, Minneapolis, Minnesota

Foundation provides, they will grow as professionals.
Thisfeeling thatimprovement is tangible and achiev-
able is especially important since teachers receive
performance award bonuses based on the results
of these evaluations, as well as on student achieve-
ment gains.

Principal Hammatt remarked that teachers liked
that the bonus award is based on more than just test
scores. She believes her teachers appreciate that
the bonus award is based on a combination of five
classroom evaluations, the value-added gains that a
teacher’s students make, and the value-added gains
of the school. This process reinforces the objective,
fair nature of the evaluations and shows teach-
ers that elective instruction does make a diler-
ence. Most importantly, the TAP evaluation system
has made a positive dillerence in the quality of
teaching and learning in the school. As Principal
Hammatt commented recently, “We are looking
forward to positive gains in our overall student
achievement because of the Teacher Advancement
Program. We also see TAP as providing an integrated
solution to the challenges of teacher quality across
the country, because here at Cedarcrest-Southmoor,
TAP has allowed us to change the structure of teach-
ing in our building while maintaining the essence
of the profession.”
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How Performance-Based Compensation
Looks in a School

Performance-based compensation under TAP means that teachers are compensated differen-
tially based on the increased demands of the positions they hold, how well they perform in those
positions, and the value-added contributions they make to their students” academic achievement.

Salary augmentations are given to master and mentor teachers because these teachers take
on more responsibility and authority, and work a longer school year than the typical classroom
teacher. Their contracts are extended up to 15 days beyond the typical 184-day school calendar.
As a result of this changed role and increased responsibility, master teachers receive a salary
augmentation of approximately $9,000 while mentor teachers receive approximately $4,000.

Under TAP’s performance-based compensation system, all teachers in TAP schools are
eligible for financial awards based upon the average scores they earn on multiple evaluations of
their classroom teaching, their students’ classroom-level achievement growth as measured using
a valve-added model, and school-level achievement growth as measured using a value-added
model. Value-added refers to the improvement gains in student achievement that are made each

year based on pre- fo post-test outcomes.

N[O/ N N®)L NI [ HE|FIA  Bell Street Middle School, Ciinton, South Carolina

Bell Street Middle School in Clinton, South Caro-
lina, serves 578 seventh- and eighth-grade students.
Parents have a choice of traditional classes or hon-
ors classes for their children. The school qualifies as
a Title | school with approximately 75 percent of the
students qualifying for free or reduced-price lunch.
The student population is 45 percent African-Ameri-
can and 55 percent Caucasian. The professional stall
includes two master teachers, four mentor teachers,
and 37 career teachers. The administrative stall in-
cludes a principal and two assistant principals.

In the fall of 2001, Principal David O’Shields and
a team of key stall members chose to implement
TAP at Bell Street because they wanted to solve two
intertwined problems. First, Bell Street students
were scoring below average on South Carolina’s
Palmetto Achievement Challenge Test (PACT). This
was only one step above unsatisfactory, which is the
lowest level of performance. Just as significantly,

This was a challenge and would require a lot of
work. Mr. O'Shields and his team had come to be-
lieve that expert teachers, who are able to provide
instructionally focused accountability backed by
ongoing in-school and in-classroom professional
development, are the keys to meeting that chal-
lenge. TAP included all of these elements, so Prin-
cipal O'Shields and his team made the decision to
implement it.

TAP’s performance-based compensation creat-
ed uncertainty at first. Would it work as e(ectively at
Bell Street as it had in other TAP schools? Would dif-
ferential pay be enough to attract and retain great
teacher leaders? Would performance awards pro-
mote collegiality or competition among teachers?
No one was sure of the answers, but all were willing
to give itatry.

V4

«..these talented educators knew that working as a master
or mentor would be more demanding, they also knew that
they would have more authority, be given extended contract
days for their work, and receive added compensation.”

many faculty members were not convinced that
“their” students could perform better. One problem
could not be fixed without solving both.
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The program’s first sign of success came when the
school was able to attract superior teacher leaders.
In the spring of 2002, using a rigorous selection pro-
cess, the principal hired two outstanding master
teachers. Kathy Lapomarda, a literacy expert already
working in the district, and Brenda Parrish, a math
expert, were added to the stall. In addition, four
mentor teachers were hired from within the school
faculty. While these talented educators knew that
working as a master or mentor would be more de-
manding, they also knew that they would have more
authority, be given extended contract days for their
work, and receive added compensation. Masters
earned a $7,700 salary augmentation and worked 10
days beyond the annual contract. Mentors earned
$3,500 and worked five additional days.

After two years, due to personal reasons, both
master teachers needed to be replaced. Bell Street
was sad to see them go, but was fortunate enough
to hire two new highly qualified master teachers to
take their place: Robbie Higdon, a science expert,
and Jason Culbertson, a social studies expert who
had previously been a mentor teacher

They, along with the rest of the stal, rolled up
their sleeves and went to work. In the first full year
of TAP implementation, the Leadership Team met
weekly to review student assessment data, set learn-
ing goals, and monitor cluster groups and individual
growth plans (IGPs). The school’s five cluster groups
met two days a week with mentor and master
teachers to provide classroom follow-up in the
form of team teaching, demonstration lessons,
observations and feedback.

Everyone participated in six classroom evalua-
tions. However, results were mixed: the school did
not meet its adequate yearly progress (AYP) goals
nor did it realize schoolwide value-added student
achievement gains; but the language arts scores
showed dramatic improvement. Individual teacher
results were also mixed; only 70 percent of eligible
teachers earned classroom-level achievement gains,
no teacher earned a 5—the highest rating on TAP’s
Skill, Knowledge and Responsibility Standards—and
four teachers eventually chose alternative careers.

of the South Carolina TAP schools.

Xi After serving as a master teacher at Bell Street Middle School, when a vacancy arose, Jason Culbertson was hired into his current position of executive director

“In public education, teachers seldom get a

‘pat on the back’ for ajob well done. Through

implementation of TAP’s performance pay, we are
not only seeing increases in academic growth, but

in Practice

our work is also getting validated in a very tangible

way. Performance pay increases morale for the

school and for everyone involved.”

Jason Culbertson, former Master Teacher, Bell Street Middle,
Clinton, South Carolina; Executive Director, South Carolina TAP

Principal O’Shields and the entire Bell Street stall
were steadfast. Their beginning experience had
provided valuable lessons that they would use to
great e(Ject in the next year. They were ready for the
coming year, which would bring even more hard
work. But guided by the TAP process, they expected
success. In the 2003-2004 school year, the school
achieved a 5—the highest rating possible for school-
wide value-added student achievement. All teachers
received a performance award based on the three
award categories: skills, knowledge and responsi-
bilities; classroom-level student achievement; and
school-level student achievement.

In December 2004, Principal O’Shields was
pleased and proud to distribute performance award
bonus checks to every teacher at Bell Street Middle
School. After such intensive and thoughtful work on
the part of every teacher, the performance awards
clearly were appreciated. The teachers knew they
had earned them. They also knew that performance-
based compensation had worked as a motivator
and as a reward because it was coupled with the
three other TAP elements. It is respectful and fair to
financially reward teachers for a job well done. But
successful expert teaching is most readily accom-
plished when teachers have opportunities to excel
and lead, when they are given clear, regular, timely,
and fair instructional feedback, and when they have
the time and expert guidance to grow profession-
ally. The synergy between these elements is the core
of TAP's success at Bell Street.
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* TAP IN HIGH SCHOOLS

TAP is being piloted across the country in high
schools varying in size, demographics, and organi-
zational structure. High schools typically operate
under a dillerent culture than elementary and mid-
dle schools, and implementation at the high school
level presents dilerent challenges. However, TAP
allows for enough flexibility to make it a success.

Implementing TAP in high schools may involve
structural changes in the development of ongoing
applied professional growth opportunities for all
high school stall members, especially since the
traditional high school schedule often limits
collaboration time within the regular school day.
Further, the cluster groups in high schools may
be configured so that they are discipline-related.
However, the TAP cluster meetings serve as a
powerful mechanism to meet the developmental

needs of teachers at the high school level. This is
accomplished through the aligment of the instruc-
tional growth areas (to which all teachers in a school
are held accountable) with the instructionally
focused evaluations.

The high school indicators for performance,
related to the instructionally focused accountability
and performance-based compensation elements,
vary in comparison to elementary and middle
schools, given the availability and type of assess-
ments at the high school level. Therefore, another
obstacle that a high school will have to overcome is
determining a measure of student achievement.

Despite these challenges, it is possible for TAP to
be successfully implemented at the high school level.
This has been evidenced by the student achieve-
ment growth in current TAP high schools.

“TAP cluster meetings serve as a powerful mechanism to meet the developmental
needs of teachers at the high school level.”
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* FUNDING TAP

The total incremental cost of TAP ranges from
approximately $150 to $400 per student. Under the
current approach, no one’s salary decreases after
implementation of TAP. Rather, master and mentor
teachers receive salary augmentations, all teachers

1912 b “ \ .
_,.._",:."J"' : are eligible for performance awards, and new teach-

& 77
i~ ing positions are required to free up faculty to at-

tend cluster groups and to release master teachers
for specific classroom assignments.
Because the cost of TAP is somewhat variable

IN DETERMINING THE PER-PUPIL COSTS depending on how long it has been in place, and
OF TAP, THE FOLLOWING COST FACTORS the specific design employed, computing a general
MUST BE TAKEN INTO ACCOUNT: estimation of the costs is somewhat dillcult (see
left). What also may not be apparent at first glance
COST FACTORS ASSOCIATED WITH TAP is the fact that per-student TAP costs are sensitive to
school size (the number of students), the student/
= Master and mentor teacher salary augmentations teacher ratio, and current stallng configurations
= Master teacher replacement costs (e.g., if there are many already existing specialist po-
= Release time for mentor teachers sitions, then additional funds needed will be lower).
= Current staff configurations As the school size falls, costs per student will rise.
= Size of performance awards The cost can be impacted by what is already in
= Professional development meeting time place in a school. So, it is important to distinguish

(may require hiring specialists and learning guides,
and/or making schedule changes)

= Additional testing

between total out-of-pocket costs and new costs.
For example, if a school is already funding a lead
teacher position, that position might be turned into
a master teacher position, which would not require
any additional money.si

< Value-added calculations
« Training

FURTHER, THE COST IS SOMEWHAT VARIABLE

DEPENDING ON THE COMBINATIONS OF THE Funding Sources
FOLLOWING: Schools must make a financial commitment

to implement TAP. Funding for TAP can be and has
been acquired from a variety of sources, including
state legislated funds, modifying state regulations to
enable schools to access existing funds for TAP, voter
initiatives, reallocation of district funds, state educa-
tion agency funds, partnerships with foundations,
and federal funds.

Number of master teachers

Number of mentor teachers

Master and mentor teacher augmentations

Costs of replacement teachers
Costs of additional planning time/specialists
Amount allotted for performance pay

Xii The original TAP model described a system in which costs were the same before and after TAP implementation. This approach assumed broader flexibility over
staffing decisions at the school level than is currently possible. As more experienced teachers retire, the savings theoretically could free up funds to provide
for master and mentor teacher salary augmentations if these funds remained with the school. In practice, however, these “turnover savings” generally revert
to the district to be used for across-the-board salary increases or for other operating needs. Therefore, modifications were made to the original model to enable
augmentations and performance awards to be given in addition to a teacher’s salary. These modifications, which became necessary in practice, have resulted in
additional costs to the schools.

Xiii In practice, we have seen a total cost of up to $700 per student in some schools. This is because in many cases the schools are implementing aspects of TAP above
our recommended minimum levels. For example, a school may choose to increase salary augmentations for master and mentor teachers, or hire additional
specialists at the school site.

xiv The TAP Foundation provides a set of trainings to TAP schools. The costs that schools may incur as a result of these trainings are paying teachers for additional 19
in-service days and any food or lodging costs associated with the trainings.



Tim Pawlenty,
Governor of Minnesota:

After parents, teachers are the biggest influence in the
educational success of a child. Our current teacher pay system

is outdated, and it is not geared towards accountability for results.

We need to treat teachers as professionals, not part of an assembly

line from the 1940s. That is why I am proposing a statewide

reform, based on the Milken Teacher Advancement

Program, to rightfully reward our best and brightest in the

profession for increasing student achievement and to provide

professional development incentives to attract and retain

high quality teachers. My Q Comp legislation—Quality

Compensation for Quality Teachers—uwill give Minnesota’s

teachers the professional treatment they need and deserve.”
-Governor Tim Pawlenty

Although his state was near the top in most standardized,
objective measures of performance, Minnesota Governor
Tim Pawlenty became aware that disaggregated data showed that
Minnesota had some of the largest achievement gaps in the country
between white students and minority students and between alJuent
students and students living in poverty.

In 2004, as part of Pawlenty's Excellence and Accountability
initiative, the state began experimenting with the idea of alternative
compensation for teachers. Minnesota was awarded a three-year,
$7.8 million federal grant that supported implementation of the
Teacher Advancement Program (TAP) in seven schools. This federal
grant also supported a study of how the TAP schools would compare
in student achievement gains to control schools that had imple-
mented another type of Minnesota alternative teacher compensation,
and to control schools that had no alternative teacher compensation
program. By studying these three pay structures—one thatis a
traditional steps-and-lanes system based on years of service, one
that bases alternative pay on improvement of content knowledge
for individual teachers, and one (TAP) that bases alternative
compensation on both classroom evaluation and student
achievement data—the state hoped to determine the most elective
and suitable plan for developing a new professional pay system for
Minnesota teachers.

The initial success of the TAP pilot program propelled the
governor to propose a statewide initiative called Q Comp—Quality
Compensation for Quality Teachers—which was subsequently passed
by the legislature. Q Comp requires districts that participate to
partially pay teachers based on student performance and instruc-
tional evaluation, instead of only paying them according to the
traditional seniority system. There is currently $86 million available
for this program, and districts are allocated additional funding if
they choose to implement an approved Q Comp program.

Given that TAP is an already developed and researched
program that meets all the criteria for Q Comp funding, schools
implementing TAP will be able to access Q Comp funds.

20

State-Legislated Funding
for TAP

States have drafted legislation to institute and
fund the implementation of TAP in schools using a
variety of approaches. For example, the Wyoming
legislature appropriated $400,000 to establish a
pilot Teacher Advancement Program which includes
incentives and support for teachers who partici-
pate. The Wyoming program provides incentives
and support for: multiple career paths providing
options to teachers for career advancement with
corresponding increases in responsibility, compen-
sation and leadership; teacher compensation based
upon classroom performance and student prog-
ress; performance evaluation and promotion based
upon knowledge and ability standards agreed to by
teachers; frequent, regularly scheduled collabora-
tive professional development opportunities for
teachers; and expanded teacher certification
programs and processes made available at
alternative entry points.*

Similar legislative elorts took place in Florida
with the passage of the Florida Mentor Teacher
School Pilot Program and the Better Educated
Students and Teachers (BEST) Act. Both of these
initiatives provided funding to schools to pilot TAP.
In addition, the state legislature approved a plan
requiring schools to set aside five percent of their
teacher salary funds to support performance pay.
While this initiative has not been used to fund TAP
schools, it is a possible source of future funds.

Modifications to State Laws

and Regulations

In South Carolina, the state legislature passed a
proviso authorizing schools that receive low ratings
on the state’s annual report card to access Technical
Assistance Funds to implement TAP. Schools have
the option of choosing technical assistance ollered
by the South Carolina Department of Education or
an alternative research-based technical assistance
program such as TAP. The South Carolina Education
Oversight Commiittee initiated the elort to pass the
proviso and to allow schools that receive technical
assistance funds to use those funds to implement TAP.
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Voter Initiatives

Voters in both states and localities can develop
initiatives that result in funding for education
and specifically for TAP. Eagle County, Colorado,
provides an example of how this works (see story to
the right).

Similarly, in Arizona, voters passed Proposition
301 which raised the state sales tax six-tenths of one
percent. A portion of the revenue was to be directed
to the Classroom Site Fund, of which 40 percent
was to be spent for teacher compensation based
on performance. TAP is eligible to be funded with
Proposition 301 monies.

State Education
Agency Funding

A supportive state superintendent of schools
can make a diCerence in successfully funding TAP. In
many instances, state superintendents have found
money in their own budgets, generally from the state
education agency general fund, that can be given to
schools to support implementation of TAP.

Foundations and Corporations

Since education is a universal concern impacting
every sector of society, many foundations and
corporations seek to invest in it. The Walton Fam-
ily Foundation provided a grant to implement TAP
in Arkansas; as a result, one of the participating
districts matched this money by reallocating their
existing budget to fund the remaining elemen-
tary schools in the district. TAP is supported by
a grant from the Lilly Endowment, Inc. in several
schools in the Archdiocese of Indianapolis. Starting
with a grant to schools in Minneapolis, the Broad
Foundation has pledged support to TAP schools
in large urban school districts. In addition to these
Foundation grants, a South Carolina TAP school
received some of its funding from BellSouth.

Federal Funding
Opportunities

The Elementary and Secondary Education Act
(ESEA)—No Child Left Behind (NCLB)—is also a po-
tential source of funding. The Act, which calls for a
“highly qualified” teacher in every classroom, con-
tains specific language that allows districts to use

Voters in Eagle County,
Colorado, Mark Their Ballots for

Pay-for-Performance

Over the past decade, the Eagle County School District in Eagle
County, Colorado, was riddled with many problems. Historically,
student achievement was at or below the state average, and the
schools were not meeting community expectations. A significant
achievement gap existed between White and Hispanic students,
who made up approximately 45 percent of the district’s population.
These problems were further compounded by high teacher and
student mobility. In fact, since 1997, the average teacher turnover
rate ranged between 8 and 18 percent. Nationally, teacher turnover
rates have remained fairly constant at about 14.5 percent annually
since 1998-99. %

In spring 2001, the state’s School Finance Act was modified to
allow communities to ask their voters for additional funds for the cost
of living factor. The local Eagle County School Board of Education
(BOE) saw this new policy as an opportunity to bring about change
in the district and to start combating the problems plaguing them.
Subsequently, in November 2001, a ballot initiative was proposed
to raise the salaries of Eagle County teachers. However, this was not
just a simple across-the-board increase to keep up with the growing
cost of living. Rather, the expectation was that it would also combine
a performance-pay plan that held teachers accountable for student
achievement. With this expectation in mind, Eagle County voters
passed the initiative by a 60 percent margin and provided an
additional $3 million of funding for the School District.

The BOE designated that of the $3 million, one-third would
be available to fund a pay-for-performance plan, and the remaining
two-thirds would support a cost-of-living salary adjustment for
all employee groups. The next step was to choose a pay-for-
performance plan. The BOE appointed a committee of teachers,
board members, principals, community leaders, and district
administrators, who performed extensive research on performance-
pay plans. During their investigation, the committee learned about
the Teacher Advancement Program (TAP) and decided they wanted
to implement the model. Soon thereafter, TAP was adopted; in fall
2002, five Eagle County Schools began implementing TAP. The
program was phased in over several years; by fall 2004, all of the
district’s 15 schools were implementing TAP.

Eagle County chose to slightly modify TAP by completely
eliminating the lock-step salary schedule and compensating all
employee groups based solely on performance. This means that,
unlike typical TAP schools that base only the bonus on performance
and add that on top of the existing salary schedule, under the Eagle
County plan, both bonuses and increases in annual base salary are
based on performance. In Eagle County, annual negotiations are
held with the local teachers’ association, and the funding available
may be limited to dollars available through the Colorado School
Finance Act.
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In 2003, Calcasieu Parish in Louisiana
began implementing TAP in one school
(A.A. Nelson Elementary). Based on the
success of that school, Calcasieu Parish
decided to implement TAP in 25 addi-
tional schools in fall 2005. This meant
finding a funding source for these new
TAP schools. First, the district identified
resources that were available in the system
used to promote academic achievement.
Evaluation of these resources to determine
effectiveness resulted in the alignment of
over $8 million to fund TAP. The district
identified funding from Title I, Title II,
IDEA, Education Excellence Fund, and
other state funds to support the 25 new
schools joining the program. The Teacher

Advancement Program in Calcasieu

Parish is not funded with any general
fund money.

FUNDING TAP

NCLB funds for performance-based compensation,
dilerential leadership, and professional growth op-
portunities. There are several titles in NCLB that can
and have been used for TAPX TAP schools that want
to use federal grants as seed funding to begin TAP
must work closely with their districts and states to
leverage the maximum amount of funding possible
through ESEA. For example, if the state agency gave
$1 per student on the condition that the district came
up with a $2 match, additional funding would flow to
local education agencies that undertook a program
the state agency supported.

Used strategically, ESEA and other federal funds
can go a long way to help bring TAP into more
schools. Federal funding has the greatest impact
when schools and districts are willing to give up inef-
fective programs and reallocate those funds to TAP.

Currently, there are a number of initiatives be-
ing considered at the federal level that, if passed,
would provide added funding opportunities for
TAP. One such initiative is the Teacher Incentive
Fund, which is a program designed to reward
elective teachers and to attract excellent teach-
ers to teach in high-need schools. The proposed
program would provide funding for school districts
and states to create financial incentives for teachers
and principals who raise student achievement and
close the achievement gap in some of America’s
highest-need schools.

Another proposal pending in Congress is the
TEACH Act, a bill to attract highly qualified teachers
to the nation’s poorest schools. The goals of the Act
are; increase the supply of excellent teachers, ensure
that children are taught by teachers who have an
expertise in their subject areas, build a teaching
career ladder, identify and reward the best teachers,
and retain the best teachers and principals. TAP
schools would be eligible for these funds.

The TAP Foundation works with states and dis-
tricts to develop budgets to ensure full funding of
TAP over time. We have seen that the long-term sur-
vival of TAP depends upon identification of state and
local sources of funds to sustain the program.

xv Theseinclude Title | (Parts A, B, F (Comprehensive School Reform)), Title II, Title V, and Title VI.



The Impact of TAP

he ultimate outcome of TAP is increasing student achievement. To measure TAP’s
more immediate-term impacts at school sites, we have developed markers that we refer
to as intermediate outcomes—outcomes that we believe will lead to an improvement
in student learning. Teachers and principals complete surveys each year, focusing on their
attitudes, satisfaction, and behaviors, as well as on teacher retention and attrition.

Intermediate Impacts

The preliminary teacher attitude and job-satisfaction results demonstrate that during each year of the reform,
the majority of TAP teachers support the TAP elements®: Further, the chart below illustrates that the percentage
of teachers that do not support TAP’s elements declines the longer the reform is implemented. This suggests that
as teachers become more familiar and comfortable with TAP, opposition lessens. i
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We also rely on qualitative information and a
bevy of anecdotal evidence to provide us with
insights into how TAP has changed the schools.
With few exceptions, teachers comment on the
increased camaraderie and collaboration they
experience as a result of TAP. Educators are
meeting together on a regular basis to discuss
classroom practices, instructional techniques,
and district standards. This was not happening
prior to TAP, when closed doors and little
more than social interaction characterized the
climate. Now teachers express an increased level of

trust and comfort with their colleagues, allowing
them to bring problems to the table without a fear
of stigma.

Beginning teachers, in particular, are feeling
a level of support unparalleled by their peers in
non-TAP schools. One first-year teacher shared that
most of her peers from graduate school felt they
were floundering—their principals stopped by their
classrooms only once or twice for a total of five min-
utes, or a veteran teacher may have left an article on
classroom management in their mail boxes. For the
most part, her former classmates were on their own.

xvi Support levels for TAP'S performance-based compensation were not as high as the other elements (24, 20, 21, and 33 percent in favor). However, this does
not indicate that most teachers are opposed to the element; in fact, the majority reported feeling neutral. Further, the existence of support did not create a
divisive school environment. TAP teachers reported high levels of collegiality, which ranged from 64 percent to 75 percent.

xvii  We annually survey TAP teachers and ask a variety of question about their satisfaction and support for the four TAP elements. Respondents have the option
of responding 1-5, with 1 = not at all, and 5 = very much. This graph represents those teachers that responded with a 1 or 2.



Voices from Archdiocese

of Indianapolis TAP Schools

TAP school teachers in the Archdiocese of Indianapolis
are delighted with the focus on improving teacher quality
in their district. The teachers realize that their enhanced
instruction has ultimately resulted in increased student
achievement. Archdiocese students, who were already
passing the ISTEP+ (state standardized test) at rates far
above the state average, continue to make increased and
meaningful gains as a result of TAP.

Since they began implementing the program,
Archdiocese TAP teachers have restructured their school
environment—and with that, their mode of thinking and
teaching. Assuch, they have noticed improved skills in the
areas of: analyzing student data to help drive classroom
instruction; holding teachers accountable to the perfor-
mance of their students and to each other as they grow
professionally; implementing best practices for their
classroom settings; formulating and eCectively utilizing
various assessment methods; and incorporating Bloom's
taxonomy.

Demonstrating a radical change from past practices,
Archindy TAP teachers are now able to analyze data to
help identify students at varying levels of achievement and
then modify their teaching to help all students achieve
mastery. Through their weekly cluster meetings, teachers
are working toward increased awareness, understanding,
and alignment of instruction with the state standards.

As aresult, teachers express enthusiasm as collegiality is
reinforced through their support of one another in modeling
and team-teaching—uvery welcome changes, indeed.

Feedback from observations and assessment data
has helped the teachers to adjust lesson structure and
pacing, dillerentiate instruction, and eliminate unproduc-
tive practices. Teachers report success in using higher order
questioning that challenges themselves to become more
elective, and their students to strive for higher academic
achievements.

These improvements in teacher collaboration and
instruction have resulted in positive and significant
increases in student achievement. ISTEP+ scores are on
the rise, both in the number of students passing the exam
and in overall student improvement.

She, by contrast, has weekly cluster group meetings
to discuss the range of issues, from classroom man-
agement to specific instructional techniques. She
also benefits from being observed by her principal,
a master teacher, and a mentor teacher, who have all
provided her with consistent, immediate feedback
and areas for improvement.

Another by-product of TAP is openness to new
ideas and risk-taking on the part of veteran teachers.
In several schools, teachers who have taught for
more than 15 years—year in and year out, doing
basically the same lessons with the same set of
expectations—are now challenging their self-im-
posed status quo. The results are exciting.

We also are tracking the characteristics of new
teachers seeking jobs in TAP schools, and principals
already are reporting benefits, with cohorts of qual-
ity teachers eager to be part of a new system. We
have seen talented teachers move from high socio-
economic status (SES) schools not doing TAP to low
SES schools implementing TAP.

Alook at Calcasieu Parish in Louisiana, which re-
cently added 25 new TAP schools, yields many such
examples. The district reports that at least 75 percent
of the teachers assuming the 60 master teacher po-
sitions, transferred from a higher SES school to one
with a lower SES.

Impact on Student Achievement

While the ultimate goal of TAP is improved
student learning, we recognize that such a goal is
rarely achieved in the first few years of reform. Fur-
ther, it is important to remember that TAP schools
are in their infancy, and generally, scholars who
study comprehensive school reform contend that
one should not expect student achievement results
to materialize for at least three years and, in many
cases, five years.*

xviii  Please refer to our Web site, www.tapschools.org, for the full evaluation reports. We are continually updating results from our ongoing evaluation of TAP
We also refer you to www.tapschools.org for the most up-to-date information concerning TAP’S successes.

24 xix  “Similar” schools are defined as schools where the students have comparable test scores, racial/ethnic diversity, and percent of students on

free/reduced lunch.



At the time of this publication, we have complet-
ed two formal evaluations®i in which we compare
changes in student test scores in TAP schools with test
scores in similar® schools that are not participating in
TAP. In 2003, the first formal TAP evaluation was com-
pleted. In this evaluation we compared year-to-year
changes in student achievement in 25 TAP schools in
two states, to control schools. Sixty-eight percent of
the time, TAP schools out-performed their controls. To
put this in context, the RAND study of Comprehen-
sive School Reform (CSR) schools concluded that 50
percent of CSR schools out-performed their controls
in math; and 47 percent out-performed their controls
in reading, although CSR had been operating for a
substantially longer period of time than TAP®

Preliminary results from our second formal eval-
uation conducted in 2005 indicate further success of
the program and are summarized below. The results
suggest that:

« The average TAP schools gained 10 percent to
21 percent more than control schools did each
year on achievement tests.

« In each of the six participating TAP states
included in the evaluation, the average TAP
schools gained more than similar control schools
did. However, there was considerable variability
in achievement gains both among states and
TAP schools.

Generally, we find that the truer implementation
is to the TAP model, the better the results.

We have also looked at improvement in our TAP
schools from one year to the next as compared to
themselves. From the 2002-2003 to the 2003-2004
school year, 67 percent of TAP schools realized im-
provements in the proportion of students who scored
at the level of proficient or higher from one year to the
next on state standardized exams. In TAP schools with
more than 40 percent of students who qualify for free
or reduced-price lunch, 71.4 percent of test scores in-
creased during that same time period. Lastly, in rural
TAP schools (defined as those located in an area with
less than 2,500 people and coded rural by the Census
Bureau), 64 percent of student test scores improved
from the 2002-2003 to the 2003-2004 school year.

L et ' .
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TAP schools provide incentives for 4.
individuals to make the move from

high SES to low SES schools. Tara ‘
Sides, a master teacher at Bell Street

Middle School and president of the

South Carolina Council for the

Social Studies shares her experience:

“I chose to leave Gable Middle School,

which is within walking distance of my

home and has a free and reduced-price

lunch percentage at about 20 percent,

to be a master teacher in the Teacher

Advancement Program. I now have an

hour commute to Bell Street Middle

School, which is 75 percent free and

reduced-price lunch. The opportunity Z

to participate in TAP made the — ‘

decision to change schools an

easy one.”



Conclusion
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The Teacher Advancement Program has evolved
since its introduction in 1999, and its refinements
are reflected in the unique ways that TAP has been
implemented in various schools. We have seen that
TAP’s implementation has been most elective in
schools with strong teacher-level support. In addi-
tion, district-level support further strengthens TAP’s
electiveness. And while the support and active in-
volvement of teachers is essential, the long-term
commitment to TAP will be challenging to maintain
without district support for the program.

TAP also benefits from the flexibility it allows
among teachers, principals, and administrators. Each
school needs to work with its existing infrastructure
and human capital to implement the TAP elements
in the most elective manner. Finally, teachers and
administrators must be willing to commit time
and energy to create positive change. For TAP to
be successful it must be imbedded in the normal
routine of the school, which requires modifications to
traditional school schedules as well as development
of team-oriented approaches to instruction.

TAP is much more than a performance
pay program. From the onset, we saw TAP as
a professional development program that has
four elements, one of which is performance pay.
Professional development is the cornerstone,
combined with career advancement and increased
compensation based on performance. In essence,
TAP is the intersection between performance pay
and professional development, and all elements of
TAP must be implemented for the reform to work.

TAP is gaining momentum, national visibility, and
wide support from many dilerent constituencies.
Our early results have been very encouraging;
in particular, we have found that resistance to
change—a major obstacle in any reform eJort—has
been lower than anticipated. Part of this is due to
the fact that we are implementing TAP in a climate
in which government o[cials, parents, and students
are demanding higher levels of performance from
our schools, and there are consequences for not
achieving it. This shifting paradigm within forward-
thinking schools and districts provides fertile ground
for adopting and implementing TAP.

Perhaps most gratifying of all is; we have found
that teachers and administrators in TAP schools are

welcoming the opportunity to change their ways of
doing business—even in the area of performance pay.
We have seen that for a performance pay plan to be
successful, certain conditions must exist: All teachers
must understand both the standards by which they
are being judged as well as the scoring rubrics used
to measure those standards; every teacher must be
evaluated multiple times by trained and certified
evaluators; and most importantly, high quality,
ongoing professional development opportunities
must be made available so teachers are prepared to
meet these rigorous professional standards. Schools
must be confident money is available to reward the
elorts of their most elJective teachers. When these
elements are in place, we find that teachers view the
idea of measuring and rewarding their performance
based on their skills and behaviors in the classroom,
and the learning gains they help their students
achieve, as fair and acceptable.

We have learned that for school improvement
elorts to succeed, we need focused programs,
adequate resources, and a flexibility, and willingness
to adapt to changing circumstances while remaining
firmly committed to the basic principles on which
our programs are built. In developing the TAP, we
thought through necessary requirements for a
successful school reform, and addressed each of
them. We focus on developing the human capital
in our schools though a comprehensive approach
that is based on sound research. Further, we employ
an elective design and implementation is that both
measured and evaluated. We have also recognized
that comprehensive school reform, because of its
complexity and cost, requires strong partnerships
among those who share a common vision and
a willingness to carry it out. This is crucial to the
continuity and sustainability of the reform.

TAP has already gained the support of the U.S.
Department of Education, many state and local
policy leaders, as well as other foundations that have
established partnerships with us to help TAP grow in
the states or districts on which they focus. By working
together with our partners—and others who will
joinus in the future—TAP is an outstanding example
of how philanthropy can be translated into eJJective
school reform, helping to ensure a high quality of
education for all of our nation’s children.
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“In the past, teachers worked mostly in isolation, often with little
feedback on their performance unless there were real problems. Many
teachers had no idea how they were performing in specific areas.
With TAP, teachers are working together to improve their classroom
instruction and they are getting timely feedback on their performance...
a valuable component of teacher accountability. This is making a huge
difference in the classroom!”

Karen Bucher
Principal, Frederick Douglass Elementary, Gretna, Louisiana
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Benefits: of: TAP
. - - -

CURRENT SYSTEM TEACHER ADVANCEMENT PROGRAM

Career Advancement

Role for Teachers

Compensation

Ongoing Training

Teacher Evaluation

30

Time

Teacher or administrator.

Uneven use of teachers' talent, limited leadership
opportunities.

Lockstep, single salary schedule based on years of
experience and educational credits.

Fragmented, inconsistent follow-up and
implementation, detached from specific student
learning needs, presentation incompatible with adult
learning principles and good teaching practices.

Idiosyncratic standards infrequently and inconsistently
applied often requiring extensive and demanding
preparations. Never connected to student learning.
Support provided for deficiencies only accomplished
outside of school workday.

Inadequate contract time allocated for teachers’
instructional improvement linked to specific student
learning needs.

Multiple career paths: in the TAP school model, teachers’
positions include career, mentor and master. Specialists can
be at any of these levels.

Support for colleagues, and the opportunity for playing a role
in school leadership, decision-making and evaluation.

Performance-based compensation provides for differential
compensation based on skills and differential authority and
responsibilities. Advancement and performance awards
determined by classroom performance and contribution to
student value-added achievement gains.

School-based and teacher lead. Directly connected to
measured student learning needs, and defined teaching
standards. Uses research-based proven learning strategies to
address goals. Teachers work collaboratively to develop and
bring strategies to classroom. Qutcomes are measured and
inform ongoing training. Accomplished during the school day.

(lear, rigorous standards applied by certified evaluators.
Always connected to student learning. Support provided to
all for growth.

Weekly contract time provided for instructional improvement
linked to specific learning needs.



Description of: TAR PoSitions

Professional
Qualifications

Compensation

Career Path

Contract
Terms

Responsibilities

Evaluation

« Bachelor’s degree with at
least a provisional teaching
certificate in area of specialty

OR

- Bachelor’s degree and
alternative certification that
includes: assessment of basic
skills, subject expertise and
classroom demonstrations.

- Traditional compensation.
- Eligible for performance bonus.

+ Advancement between
rank determined by
master and principal.

- Traditional contract.

- Attend TAP cluster meetings and
participate in the follow up
classroom based support.

- Collaborate with colleagues
to construct benchmark lessons
and assessments.

- Develop expertise in instruction,
curriculum and assessment.

- Develop a yearly portfolio of
work (e.g., samples of student
work with teacher analysis,
lesson plans).

+ 3t0 5 hours per week of
professional growth during
reqular school day.

« Conducted by master and
principal, as well as mentor
teacher of their designation.

- Bachelor’s degree and full credentials in
relevant academic discipline or alternative
certification with demonstrated basic
skills, subject expertise and classroom
demonstrations.

« Mentoring training preferred.

- Portfolio of work (e.g., examples of student
work with teacher analysis, lesson plans).

« Instructional expertise demonstrated
through model teaching, team- teaching,
video presentations and student
achievement gains.

« For teachers currently in TAP schools:

- Above-proficient scores on the TAP
Teacher Performance-based
Accountability evaluation are expected.

- Recommendation by master and
mentor teachers at school.

« Minimum of 2 years teaching experience.

« Excellent communication skills.

« Recommended $7,000 salary augmentation

(variable based on local economic conditions).

- Eligible for performance bonus.

« Advancement between rank determined by
master and principal.

« Re-qualify for position annually based on
performance and maintaining TAP evaluator
certification.

« Recommended contract addendum includes
an additional 5 to 10 work days.

+ Member of the Leadership Team responsible
for TAP implementation.

- Plan and facilitate cluster group meetings
(under the direction of the master teacher)
using the STEPs for Effective Learning.

« Regularly analyze student data to determine
needs and ensure progress.

- Team-teach with colleagues.

» Demonstrate model lessons to mentees.

» Observe and provide peer assistance and
coaching and assist with Individual Growth
Plan.

« Evaluate teacher performance using
TAP Teaching Standards scoring rubrics.

- Participate in all TAP training activities.

« Become certified as a TAP evaluator.

« (Conducted by master teacher and principal.
+ Must score at a Level 3 for both instruction
and responsibilities to maintain mentor

position.

« Master’s degree in a relevant academic discipline
strongly recommended.

- Doctorate degree in relevant academic discipline desired.

- Expertise in content, curriculum development, student
learning, test analysis, mentoring and professional
development as demonstrated by an advanced degree,
advanced training and/or career experience.

« Instructional expertise demonstrated through model
teaching, team-teaching, video presentations and
student achievement gains.

« For teachers currently in TAP schools:

- Exemplary scores on the TAP Teacher Performance-
based Accountability evaluation are expected.

- Recommendation by master and mentor teachers
at school.

« Minimum of 5 years teaching experience.

« Proof of contribution to profession, such as research,
publication, university teaching, presentations.

« Excellent communication skills.

« Recommended $15,000 salary augmentation
(variable based on local economic conditions).
« Eligible for performance bonus.

« Top rank.
« Re-qualify for position annually based on performance
and maintaining TAP evaluator certification.

« Recommended contract addendum includes an
additional 10 to 20 work days.

« Member of the Leadership Team responsible for
TAP implementation.

« Analyze school and teacher/student achievement
data and use results for instructional applications.

« Oversee cluster group professional growth plan and
ensure meetings follow the STEPs for Effective Learning.

« Ensure that only proven research-based instructional
strategies are disseminated.

- Team-teach with colleagues.

- Provide demonstration lessons.

« Facilitate curriculum and assessment planning.

« Share instructional leadership role at school with principal.

- Evaluate teacher performance using TAP Teaching
Standards scoring rubrics.

- Participate in all TAP training activities.

« Become certified as TAP evaluator.

« Conducted by principal and other master teacher(s).
Mentor and career teachers also give input.

« Must score at a Level 4 for both instruction and
responsibilities to maintain master position.
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Essential Steps for TAR Implementation

MULTIPLE CAREER PATHS

/

32
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/
1 e Steps to Reconfigure Staff

needed for your school.

needed for your school.
3. Adopt master/mentor TAP job descriptions.

needed replacement teachers.

1. Based on the 1:15 ratio of master to career teachers, identify the number of master teachers

2. Based on the 1:8 ratio of mentor to career teachers, identify the number of mentor teachers

4. Based on the proposed quantity of newly hired master/mentor teachers, identify number of

Steps to Ensure Open and
Competitive Selection Process for
e Master and Mentor Teachers

Hiring Procedures

1. Establish a stallng committee (must include TAP
Director) to review applications, conduct selection
process, and make recommendation for filling each
position.

2. Inform faculty of open positions for master and mentor
teachers and the qualifications required for selection.

3. Actively seek candidates for master and mentor
positions within school, district, and across the state.
All positions must be competitively hired. (If an
appropriate candidate is not found, then the school
must wait to implement TAP until a time when such a
person becomes available.)

4. Require candidate to submit a portfolio.

5. Require candidate to submit proof of student learning
gains attributable to candidate’s instruction.

6. Use TAP/District qualifications to evaluate master and
mentor candidates.

7. Conduct personal interviews with candidates by
multiple interviewers.

8. Observe classroom performance or require an
instructional demonstration by candidates using the
TAP Teaching Standards and scoring rubrics.

9. Hire master and mentor teachers.

—/
Establish Structures to Ensure That
Master and Mentor Teachers Are Able
3 e toFulfill Their TAP Job Responsibilities

Master and Mentor Teachers
1. Determine if master teachers are full or half-time.

2. Establish a way to provide 1-2 hours of pupil-free time
a week (not cluster time) for mentors to fulfill
responsibilities.

3. Specify the number of additional contract days for
master teachers (at least 10 days is recommended).

4. Specify the number of additional contract days for
mentor teachers (at least five days is recommended).

5. Assign each master and mentor teacher to cluster
group(s) of career teachers.

6. Assign mentors to specific career teachers.

7. Hire additional teachers, or reassign teachers, to provide
cluster group time.

8. Have masters and mentors sign a contract addendum
outlining their roles and responsibilities, additional work
periods, salary augmentation.




ONGOING APPLIED PROFESSIONAL GROWTH (OAPG)

1

Steps to Implement the Distributed Leadership Model Required to Support TAP’s Ongoing

e Applied Professional Growth Element

3

TAP Leadership Team (TLT)

1. Establish a regular meeting schedule for the TAP Leadership Team (principal, master, and mentor teachers).

(It is strongly recommended that these occur weekly, especially during the first year of TAP implementation.)

2. Establish TLT’s scope of authority and work responsibilities to include the following:

Analyze student achievement data and set school-wide and cluster groups’ student achievement goals.

Review cluster groups’and individual growth plans goals, activities and outcomes to ensure that both sets of goals

are aligned with school goals. Ensure that clusters are properly implementing the TAP STEPS for Ellective Learning.

c. Following TAP training, review TAP’s Instructionally Focused Accountability System (Teacher Skills, Knowledge, and
Responsibilities standards and scoring rubrics) to ensure team members’ observations and conferencing skills are expert.

. Conduct instructionally focused observations and conferences with all teachers, and determine each teacher’s score.

. Ensure that the team maintains a high level of inter-rater reliability and that grade inflation does not occur when

a.
b.

documenting teacher skills and knowledge.

Train the TAP Leadership Team

1. Schedule dates for the principal, master and mentor teachers to participate in trainings:

a. Preparing for Success in a TAP School — scheduled prior to opening a TAP school,

b. Preparing to Become a Certified TAP Evaluator — scheduled prior to opening a TAP school,

c. Becoming a Certified TAP Evaluator (re-certification required annually) — at the end of the first year of TAP implementation,
d. Review One of TAP Teacher-Instructionally Focused Accountability System — during the second year of TAP implementation,
e. Review Two of TAP Teacher-Instructionally Focused Accountability System and re-certification — during the second year of

TAP implementation.

Attend TAP Conference (when possible).

2. Master teachers attend monthly meetings facilitated by the TAP Director.

—

Steps to Implement and Support TAP’s OAPG Teacher

2 o Leadership and Teacher Collaboration activities

1.

2.

Cluster Groups

Reconfigure school schedule and determine the day(s) and
time, frequency, and duration for each cluster group’s meeting.

Establish cluster groups (grade-alike or subject-alike) — assign
each master teacher to specific group of career and mentor
teachers.
a. Clusters must meet at least one hour per week during
contract time.
b. All master, mentor, and career teachers assigned to the
same cluster group have classroom release time together.

Identify and arrange for high quality, academically rigorous
activities that students will be participating in when regular
classroom teachers are engaged in cluster group activities.

3

_/ Steps to Prepare Teachers for

Implementing TAP and the Instructionally
e Focused Accountability System

1

Schedule 1-2 days prior to the opening of
school for faculty participation in the TAP
Start-up of School Workshops:

a. Year One — General TAP elements &
preparation for participating in the cluster
group professional growth activities, and

b. Year Two — Review of TAP elements and the
Instructionally Focused Accountability System.

During first year of implementation use up

to one cluster group meeting a month to review
Instructionally Focused AccountabilitySystem
including rubrics, and practice DVD's for
observation and conferencing skills.
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Essential Steps for TAR Implementation

INSTRUCTIONALLY FOCUSED ACCOUNTABILITY

1 e Steps to Establish TAP's Teacher Instructionally Focused Accountability

1. Aschool committee, under the leadership of the principal, studies policies and procedures in the
TAP Evaluation and Performance Award Guide to prepare for training all school faculty.

2. Stall committee disseminates to the whole stall in faculty meetings, by written communication, at cluster
group meetings and by individual communications the important details of the TAP Instructionally Focused
Accountability and Performance—based Compensation Systems. These must include the following elements:

a. Planning standards and scoring rubrics,
. Teaching standards and scoring rubrics,
Requirements and scoring rubrics for teacher portfolio,
. Criteria for achievement gains attributable to teacher and whole school, and

Policies governing the Teacher Instructionally Focused Accountability and Performance—based
Compensation systems.

3. Superintendent secures approval from the school board to use the TAP Instructionally Focused
Accountability System to document teacher skills and knowledge for performance awards.

4. Conduct at least two practice evaluations per teacher in the first year of implementation. The first of these
should take place no later than the end of January, and the second no later than the end of April.

5. Conduct four to six o[Jcial evaluations per teacher each year thereafter.

6. Train the appropriate Leadership Team members how to use the Performance Appraisal Management
System (PAMS) and to help maintain inter-rater reliability and identify trends in teacher evaluation results.

® Qo T

B

2 e Steps to Certify Members of the TAP Leadership Team as TAP Evaluators

Certifying TAP Evaluators
1. Principal, master teachers, and mentor teachers participate in the specified trainings.
2. Establish annual date for certification test.
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PERFORMANCE-BASED COMPENSATION

/

-~ 1 e Steps toImplement a Performance-Based Compensation Structure

1. Establish salary augmentation for master and mentor teachers.
2. Establish bonus award pool for teacher performance awards.

/
2 o Steps to Ensure that the Value-Added Calculations Required for Bonus Awards Can Be Made

1. Atesting program for all students beginning in third grade and testing each year they are in school must be in place.
Test must be scaled and vertically aligned or capable of being equated.

2. Prepare to annually collect and electronically transmit student testing data matched to the teacher for value-added
calculation. (This data collection should begin immediately in order to prepare for later value-added calculations.)

3. Sign contract with vendor to conduct value-added calculations for individual teachers and school-wide.
4. Principal and/or designee attend TAP trainings on:

a. Value-added concepts,

b. Data collection process, and

¢. Compensation spreadsheet.

Awarding Performance Awards (occurs after second year of TAP implementation)

1. Use TAP Compensation Spreadsheet to calculate performance awards.
2. Allocate performance awards according to the following breakdown:
a. 50% Skills, Knowledge, and Responsibilities
b. 30% individual classroom achievement growth
¢. 20% school-wide achievement growth
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Master and Mentor Compensation

SUGGESTED RANGE IN 2004-05 TAP!
ELEMENT CRITERIA DEMONSTRATION SITES
Master Teacher. Min Max:
Master-to-career teacher ratio 1:15 18 1:40
Extended work year for
SO, 20 days 0 days 20 days
Master teacher salary $15,000 $4,500 $11,000

augmentation

SUGGESTED RANGE IN 2004-05 TAP!
ELEMENT CRITERIA DEMONSTRATION SITES
Mentor Teacher.: Min M axx:
Mentor-to-career teacher ratio 1:8 1:4 1:20
Extended work year for 10 days 0 days 15 days
mentor teacher
Mentor teacher salary $7,000 $2,000 $5,000

augmentation

3 i Ranges vary year-to-year based on available funding and talent pool.



TAP/ Glossary. of Terms

Career Teacher

A career teacher is a regular classroom teacher.
This teacher may be new to teaching or may

have taught for many years. The career teachers
participate fully in cluster group meetings, are
evaluated by the principal, master teacher and
mentor teacher, and are eligible to receive a
performance bonus award each year. After two
years of teaching experience, career teachers may
apply to fill open mentor teacher positions.

Certified TAP Evaluator

Before conducting teacher evaluations, all TAP
principals, master teachers and mentor teachers
are required to participate in an extensive training
program and to pass a performance-based
certification test. The rationale behind the Certified
TAP Evaluator Test is to ensure evaluators have
exemplary knowledge of the TAP Instructional
Rubric and inter-rater reliability. All teachers who
pass the certification test are rated fairly and
accurately using the TAP teaching standards and in
comparison to the TAP National Evaluators.

Classroom Achievement Gains

The value-added gains each teacher produces for
the group of students he or she teaches based on
standardized student achievement test results.

Cluster Group

In aTAP school, a cluster group is the basic unit
for teacher professional growth. The focus of the
work done in a cluster group is on instructional
improvement for increasing student achievement.
The new learning in cluster groups is aligned to
the process of the STEPS for Elective Learning and
focuses intently on student needs. Each cluster
group is overseen by a master teacher and co-led
or led by a mentor teacher and includes all teachers
from a defined group. For example, depending
upon a school’s size and configuration, a cluster
group may comprise all the teachers in a single

grade, or subject area. Specialists working across
grade levels have either their own cluster group or
are assigned to one. Each school must restructure
its weekly schedule to allow pupil-free time for
cluster groups to meet during the school day.

Cluster Group Handbook

Developed by the TAP Foundation, this is a guide
to leading and participating in professional growth
cluster groups. The handbook provides a variety
of resources to support cluster learning and topics
including: 1) How to Use the STEPS for Elective
Learning, 2) Evaluating the Quality of a Cluster
Meeting, 3) Applying the School Plan to Clusters,
4) Developing Cluster Leader Expertise, 5) Cluster
Documentation, and 6) Linking Individual Growth
Plans to Cluster Groups.

Cluster Group Meeting Record

This is a formal written record of cluster group
operations. A record is kept for each meeting that
includes a description of the cluster goal, outcomes
and follow-up. Additionally, each record is linked to
the cluster group’s long-range plan and documents
how the five STEPS for ElJective Learning were used
to achieve cluster goals.

Cluster Group Long-Range Plan

The cluster long-range plan is a document

in which the school goals are translated into
specific instructional strategies to be taught in
cluster. Within the document, these strategies

are segmented/sequenced appropriately to align
with the STEPS for Elective Learning and extend
over a period of approximately nine weeks. This is
designed to be a living document and reassessment
of the plan, based on teacher/student data is
made on a continual basis. After the designated
time block is completed, a benchmark assessment
is given to assess the eJect of the instructional
strategies and to gather data from which to create
the new plan.
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Compensation Spreadsheet

This is a spreadsheet that is used to calculate
individual teachers’ actual performance award based
on their; 1) skills, knowledge and responsibility
evaluations scores, 2) classroom-level student value-
added achievement gains, and 3) school’s school-
wide value-added achievement gains.

Contract Addendum

Master and mentor teachers sign a contract
addendum that extends their working contract
beyond the traditional contract year and outlines
their additional authority and responsibilities.

Individual Growth Plan (IGP)

The IGP is a formal plan developed by each TAP
teacher in collaboration with his or her master/
mentor teacher. The purpose of the IGP is to assist
teachers in accomplishing instructional goals that
lead to increased student achievement. Each
teacher in a TAP school is required to develop and
continually update their personal IGP.

Leadership Team

Includes all master and mentor teachers in a TAP
school and is led by the principal. The team is
responsible for overall implementation and operation
of the Teacher Advancement Program. The team

is expected to meet regularly, and its primary
activities include: analyzing student data to create
the school academic achievement plan; developing
and reviewing cluster groups’ goals, activities, and
outcomes; becoming certified TAP evaluators;
conducting teacher evaluations, and ensuring inter-
rater reliability regarding teacher evaluations.

Leadership Team Meeting Log

This is a formal written record of Leadership Team
operations. Itis intended to track the team’s
oversight of Individual Growth Plans, Cluster Group
operations, and the feedback provided regarding
these TAP processes. The log also provides a record
of the team’s self-monitoring for evaluator inter-
rater reliability.
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Master Teacher

A master teacher occupies the top-ranked
teaching position in a TAP school. A master
teacher is a highly skilled professional educator
who shares significant leadership responsibilities
and authority with the principal. A master

teacher oversees the professional development

of teachers under their supervision, facilitates
curriculum and assessment planning, and conducts
teacher evaluations tied to compensation. Itis
recommended that master teachers teach two
hours per day using the remainder of their workday
to fulfill master responsibilities. On a weekly

basis, these responsibilities include overseeing
cluster group professional growth plans, activities,
and outcomes; team-teaching with colleagues;
and providing demonstration lessons. To qualify
for a master position, a teacher must have
demonstrated expertise in instruction, content,
curriculum development, student learning, data
analysis, and mentoring. A minimum of five years
teaching experience is also required for all master
teachers. All openings for master teachers are
filled competitively. Successful applicants receive
asignificant salary augmentation and are paid to
work at least 10 days beyond the traditional school
calendar.

Master Teacher Meeting

These meetings are held by the TAP director to
provide TAP-related training to master teachers.
When possible, principals are included in these
meetings. These workshops focus on the TAP
processes including conducting ellective cluster
meeting, the STEPS for ECective Learning, the
coaching processes, exemplary instructional
practices, and TAP teacher evaluations system.

Mentor Teacher

In a TAP school, mentor teachers provide day-
to-day coaching and mentoring services to the
teachers under their supervision. They collaborate
with colleagues to construct benchmark lessons,
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to team-teach, and to demonstrate model
instructional skills to their mentees. Under the
guidance of a master teacher, mentor teachers plan
and facilitate cluster group professional growth
meetings and conduct teacher evaluations for
career teachers not under their supervision. To
become a mentor teacher, an applicant must be
able to demonstrate instructional expertise, have
at least two years' exemplary teaching experience,
and strong recommendations. Mentoring training
is preferred. All openings for mentor teacher
positions are filled competitively. Successful
applicants receive a significant salary augmentation
and are paid to work at least five days beyond the
traditional school calendar.

Memorandum of Understanding
(MOU)

The MOU is a document between TAP schools,
districts and the TAP Foundation. Though not
legally binding, this document outlines each party’s
responsibilities for implementing TAP.

Performance Appraisal
Management System (PAMS)

PAMS enables principals, or their designees,

to input and archive teacher evaluation data

and generate individual summative evaluation
scores for teachers. Built into the system are the
appropriate weights and values for each evaluation
section. Reports can be generated from the
system that allow schools to look at patterns in
areas of improvement or strength, evaluator inter-
rater reliability, grade inflation, and the impact of
targeted training on instructional improvements.

Performance Award Pool
The amount of money the school designates for
teacher performance bonus awards each year.

Performance Award Weights

The performance award fund is broken down into
three award pools that designate the percent of
each teacher’s performance award that is allocated
to: (1) Skills, Knowledge & Responsibilities (50% of

the award); (2) Classroom Achievement Gains (30%
of the award); (3) School-wide Achievement Gains
(20% of the award).

Professional Growth Block

This is pupil-free time during the school day
when cluster groups meet for professional
growth activities. These activities are aligned

to the STEPS for Efffective Learning and are
focused on learning specific, research based and
field testing instructional strategies to address
an identified student need. To achieve this the
some cluster activities may include test analysis
for instructional improvement; alignment

of standards, instruction, and assessment;
development of group members’instructional
skills; classroom observations of demonstration
lessons; and teachers becoming familiarized with
the TAP Teaching Standards and rubrics. During
this time, students are involved in academically
rigorous activities aligned with state standards.

Program Review

Every TAP school must participate in a Program
Review. While the criteria of the review are
always consistent, the scope and sequence of
these reviews vary depending on the length of a
school’s participation in the program as well as its
previous performance. For new schools, reviews
are conducted at school sites by TAP Foundation
representatives and are designed to evaluate how
fully and electively each school is implementing
the TAP elements.

Ratio of Master to Career Teachers
The TAP model recommends a ratio of 1 master
teacher to every 15 career teachers.

Ratio of Mentor to Career Teachers
The TAP model recommends a ratio of 1 mentor
teacher to every 8 career teachers.

Replacement Costs
Master teachers either are often completely relieved
of classroom responsibilities or share a classroom

39



40

with another teacher. The replacement costs are
those associated with covering the master teachers’
classroom/teaching responsibilities while they are
performing their master teacher duties.

Replacement Teachers/Specialists

In a TAP school, replacement teachers/specialists
serve two roles. First, their presence allows master
and mentor teachers to have release time to
facilitate professional development amongst the
teachers. The replacement teachers/specialists’
second role is to fill in for teachers who are
participating in their cluster meetings.

Salary Augmentation

for Master Teacher

Compensation for the added roles and
responsibilities assumed by the master teacher.
The recommended salary augmentation for master
teachers is $15,000 (variable based on local
economic conditions).

Salary Augmentation

for Mentor Teacher

Compensation for the added roles and
responsibilities assumed by the mentor teacher.
The recommended salary augmentation for
mentor teachers is $7,000 (variable based on local
economic conditions).

Stage of TAP School Development
There are three stages of TAP school development;
+ TAP Member School stage in which a school
is admitted to the program and begins to
implement the TAP elements.

+ TAP Developing/Progressing School stage in
which a school has fully implemented all the
TAP elements and completed its first
performance awards cycle. To be a TAP
Developing/Progressing school, a school
must receive a strong Program Review in its
first two years of operation.

+ TAP Certified School — Typically, this
stage occurs during the third year of
implementation. A school must fully
and successfully have implemented all
TAP elements, received two “proficient”
Program Reviews, and secured ongoing
funding to become eligible for status as a
TAP Certified School.

Start-Up of School Workshop

Each year prior to the opening of school, all

faculty members in TAP schools participate in a
workshop led by the TAP Leadership Team. The
focus of this workshop in the first year of TAP
operations is to prepare all teachers in the school
for participating in TAP by initiating the master and
mentor teachers as school leaders; activating the
teacher professional growth cluster groups; and
coordinating individual, cluster group and school-
wide professional growth plans. In the second year,
the focus is on preparing for teacher evaluations.
Teachers review the TAP Teaching Standards and
rubrics and have an opportunity to rate themselves
and other teachers.

STEPS for Effective Learning

The STEPS for ECective Learning is a five-step
process that cluster groups are required to use to:
1) identify student learning needs, 2) obtain new
teacher learning, aligned to student need and
formatted for the classroom, 3) develop the new
learning with support in the classroom, 4) apply the
new learning to the classroom, and 5) evaluate the
impact on student performance.

TAP DVD Teaching Episode Library
Consists of DVDs of teachers teaching a reading
or math lesson in their own classrooms. Expert
evaluators, using the TAP teacher performance
standards, established benchmark ratings for each
teacher’s performance. An exemplary conference
plan for each teacher is included. DVDs are to be
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used by individual teachers and in cluster meetings
during the first year of implementation (no more
than once a month) to familiarize all faculty
members with the TAP Instructional Rubric. The TAP
Leadership Team can use the DVDs to refine their
evaluation, scripting, and conferencing skills, and to
ensure inter-rater reliability.

TAP Skills, Knowledge and
Responsibilities Teaching Standards
The TAP Teaching Standards are the planning,
instructional, and learning environment standards
used to measure teacher performance based on
classroom observation.

TAP Training Program for Principals,
and Master and Mentor Teachers
Training for TAP principals, and master and mentor
teachers consists of a series of five intensive
workshops conducted by the TAP Foundation.
These workshops prepare participants for their roles
and responsibilities as TAP leaders.

TAP Training: Becoming a Certified
TAP Evaluator (BCTE)

Third in the series of five workshops for principals,
and master and mentor teachers. The purpose of
this workshop is to prepare TAP school leaders to
become certified evaluators. Participants learn to
use the TAP performance standards to accurately
analyze and rate classroom lessons and classroom
environments, and how to plan for instructional
conferences that reinforce and refine teacher
skills in the area of implementing instruction and
establishing productive classroom environments.
At the close of this workshop, all participants take
their first TAP Certified Evaluator Performance Test.

TAP Training: Preparing for Success
in a TAP School (PSTS)

First in the series of five TAP workshops for
principals, and master and mentor teachers.

The purpose of this workshop is to review the
components of TAP, to prepare participants

to electively lead cluster group professional
growth activities, and introduce the TAP

Teacher Performance-Based Compensation and
Instructionally Focused Accountability Systems.
Topics include leadership and team-building skills,
test analysis and establishing standards-based
classrooms, and instructional supervision.

TAP Training: Preparing to Become a
Certified TAP Evaluator (PBCTE)

Second in the series of five TAP workshops for
principals, and master and mentor teachers. The
purpose of this workshop is for TAP school leaders
to learn how to use TAP performance standards for
evaluation, and as a professional growth tool to
enhance teachers’ instructional skills.

TAP Training: Review One and

Two: Teacher Performance-Based
Compensation and Instructionally
Focused Accountability Systems and
Instructional Supervision Skills

Final two TAP workshops for principals, and master
and mentor teachers. They are intended to provide
areview of the evaluation and conferencing skills
learned in previous workshops. It is recommended
that these workshops be olered annually,
followed by re-certification testing for Certified
TAP Evaluators.

Teacher Evaluation and Performance
Award Guide

This document serves as the guide for TAP
schools to implement the Teacher Instructionally
Focused Evaluation and Performance-Based
Compensation systems.
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Teacher Instructionally Focused
Accountability and Performance
-Based Compensation School-

wide Committee

This is the school committee that disseminates the
Teacher Evaluation and Performance Award Guide to
all teachers in the school and the school board.

Teacher Performance-Based
Compensation System

The policies and evaluation instruments needed for
aschool to implement teacher performance-based
pay (provided by the TAP Foundation).

Teacher Portfolio

Each TAP teacher is expected to keep a collection
of student work, various assessments, and their
instructional plan book that will serve as a yearly
teacher portfolio. Each teacher’s portfolio will be
judged against the three Designing and Planning
Instruction performance standards.

Testing Requirements for Students
TAP requires that students in grades 3 and up be
tested each spring. Norm-referenced or criterion-
referenced tests must be used.

Value-Added

This is a statistical model for gauging how much
students gain or improve in academic achievement
in a given year from pre- to post-testing.

Because value-added calculates improvement in
achievement each year, students starting academic
attainment levels do not alJect value-added
estimates.




TAP School Locations

Year state began
implementation

TAP is Impacting More Than..

Arkansas 2002-03 5,930
Arizona* 2000-01 4 180 2,700
South Carolina 2001-02 12 410 5,000
Florida 2001-02 3) 160 2,700
Indianapolis Archdiocese 2002-03 8 210 3,370
Colorado 2002-03 15 320 4,840
Louisiana 2003-04 32 950 14,100
Minnesota 2004-05 12 540 7,650
Ohio 2005-06 4 120 1,900
Texas 2005-06 3 150 1,680
Washington, D.C. 2005-06

*Currently inactive
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* Mission Statement

Recognizing that a quality teacher is the most important school-based factor
impacting student achievement, the Teacher Advancement Program Foundation
iIs committed to having a highly skilled, strongly motivated and competitively
compensated teacher for every classroom in America.

The Teacher Advancement Program is a comprehensive, research-based
school reform that seeks to attract talented people to the profession and
then create an environment in which they can thrive. It does so by offering
educators sustained opportunities for career advancement, ongoing school-

based professional development, instructionally focused accountability and
performance pay. Hence, the Teacher Advancement Program enhances the
learning of all children and contributes to the closing of achievement gaps.

The Teacher Advancement Program Foundation responds to the urgency
and scope of such reforms by establishing public/private partnerships
among educators, policymakers, corporations, governments, foundations and
individuals to ensure a quality educational opportunity for all students.
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