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ABSTRACT State Personnel Development Grant (SPDG) (CFDA 84. 323A) Program 

This professional development project will expand Connecticut's (CT) first SPDG to build and 

sustain a statewide system regarding CT’s Framework for Response to Intervention (RtI), titled 

Scientifically Research-Based Interventions (SRBI).  It is designed to increase literacy 

achievement and positive behavior of students with disabilities.  Students with varying disabilities 

and severities will be targeted.  An additional focus will further enable personnel to work with 

students of color and those who are limited English proficient and to partner with their families.  

Project outcomes are:  1) An increase in statewide capacity to implement and sustain leadership, 

evidence-based professional development practices, coaching, and support and retention of school 

personnel to improve achievement and close gaps for students with disabilities through the 

development of a coordinated statewide system of academic/behavior continuum of supports; 2) 

Implementation with fidelity of scientifically research-based programs of positive behavioral 

supports and literacy instruction driven by common core state standards through models of  multi-

tiered interventions and a data driven decision making process at 100 schools; 3) Improved 

academic achievement of all students in participating schools.  The project will include:  a) a 

family/community engagement component within each outcome; b) students in birth-3 age group 

and preschool through secondary; c) urban, rural, and suburban locations.  The two proposed 

major products are:  data reports and white papers highlighting best practices; and a website for 

use by educators and families statewide, modeled after the SIGnetwork.  Key collaborators 

include State Education Resource Center, CT Parent Advocacy Center, CT Parent Information 

and Resource Center, University of Connecticut - Center for Behavior Education Research, local 

education agencies, lead agency for Part C, Regional Education Service Centers, Department of 

Social Services – Bureau of Rehabilitation Services, and the Personnel Development Council. 
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INTRODUCTION 

The Connecticut State Department of Education (CSDE), in collaboration with the State 

Education Resource Center (SERC), submits this proposal for the Federal State Personnel 

Development Grant (SPDG) (CFDA 84.323A).  SERC is the training and technical assistance 

arm of the CSDE as established by the Connecticut General Assembly and the Connecticut State 

Board of Education.  This project will substantially increase support to Connecticut students, 

educators, and family/community members through coordinated leadership, partnerships, 

regionalization of training and technical assistance, and family and community engagement.   

Connecticut’s SPDG will assist in the further development and implementation of a 

statewide system using Connecticut’s framework for Response to Intervention (RtI), titled 

Scientifically Research-Based Interventions (SRBI).  Students with disabilities as well as 

students without Individualized Education Programs (IEPs) are supported in all phases of this 

multi-tiered approach.  The project will assist Connecticut educators to close various 

achievement gaps, including disparities in achievement by ability and race.  In Connecticut, the 

gaps between students with disabilities and their non-disabled peers and the gaps between 

students of color and their white peers in relation to standards and performance expectations is 

significant.  Evidence-based professional development regarding reading instruction, positive 

behavioral interventions and supports, and data driven decision-making will support educators 

and families to increase the reading achievement and positive behaviors of Connecticut children 

and youth, Birth-Grade 12.  

 It is estimated that over 54,000 students in K-12 will be impacted by this project.  Of that 

population, approximately 6,400 will be children and youth with disabilities, 16,400 will be 

children and youth of color, and 2,800 will be English learners (CSDE CEDaR, 2011).  In 
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addition, the Connecticut SPDG has the potential of impacting over 8,500 children in 

Connecticut’s Birth to Three population and children with disabilities in preschool programs 

(Connecticut Birth to Three, 2010).  A large number of infants, toddlers, children, and youth will 

be indirectly impacted in Years 4, 5, and beyond the project as the statewide system, initially 

implemented through Connecticut’s SPDG, takes full effect.   

Funding by the SPDG will allow for scaling up and expansion of current professional 

development, coaching, and technical support in collaboration with a variety of key partners, 

including the State Education Resource Center (SERC), University of Connecticut - Center for 

Behavior Education Research (CBER), Regional Education Service Centers (RESC Alliance), 

the Connecticut Birth to Three Program (CT B-3), Connecticut Parent Advocacy Center (CPAC), 

Connecticut Parent Information and Resource Center (CT PIRC), local education agencies 

(LEAs), as well as other family/professional/community agencies and organizations. 

Connecticut’s Children and Youth.  In the past twenty years, public school enrollment in 

Connecticut increased by 24%, from 459,215 students in 1989 to 574,012 students in the 2010.  

However, after fifteen consecutive years with increases, enrollment has declined each year since 

2004.  There are about as many students enrolled in Connecticut public schools now as there 

were in 2001 (CSDE CEDaR, 2010).  The overall state average identification rate regarding 

students eligible for special education has increased slightly each year for the past four years and 

is currently at staggering 11.9% (see Figure 1). 
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Figure 1.    Source: CSDE CEDaR, 2011 

 This decline in enrollment carries with it a change in the income distribution of the 

families of Connecticut students.  The leaner enrollment total contains more low-income students 

than ever before.  (The CSDE uses eligibility for free and reduced-price meals under the National 

School Lunch Program as its poverty indicator.  Federal nutrition program eligibility is based on 

household size and income).  In October 2008, 30% of all Connecticut students came from 

families who qualified for free or reduced-price meals.  During the last seven years, the state has 

seen the percentage of students eligible for free and reduced-price meals increase by more than 7 

percentage points (see Figure 2). 

 

Figure 2.    Source: CSDE CEDaR, 2011 
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This increase translates to more than 18,000 newly eligible students.  According to the 

work of the Connecticut Fair Housing Center and the Kirwan Institute (2010), “Racialized 

isolation from neighborhoods of opportunity for marginalized communities in Connecticut is 

evident from our analysis.  Four in five African American and Hispanic households in 

Connecticut reside in low and very low opportunity households.”  These households account for 

approximately 35% of Connecticut public school enrollment (see Figure 3).   

  

 

 

 

 

 

 

 

 

Figure 3.   Source: CSDE CEDaR, 2011 

This report also indicates that by occupying some of the most economically depressed locales in 

Connecticut, access to various opportunities, including educational opportunities, is at risk. 

Approximately 37% of these students are students with disabilities (see Figure 4). 
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Figure 4.     Source: CSDE CEDaR, 2011 

Connecticut’s Teachers.  While Connecticut’s student population is diverse, with 35.5% 

of students drawn from racial or ethnic groups, Connecticut’s teaching force is quite 

homogeneous (see Figure 5). 

 

 

 

 

 

 

 

 

 

 

 

Figure 5.    Source: CSDE, 2008 
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White females represent approximately one-third of the state’s student population, but they 

represent more than two-thirds of the state’s teaching force.  During the last decade, the disparity 

between the student population and teaching force has grown. 

Before the start of each school year, districts work to fill vacancies caused by retirements, 

transfers, and teachers leaving the profession, as well as new positions that are created in 

response to increased enrollment and/or expansion of offerings.  For the 2008–2009 school year, 

Connecticut’s public school districts had 4,830 full-and part-time certified staff positions to fill, 

the lowest number in the last five years.  By October 1, 2008, all but 312 of these positions had 

been filled.  This means that school districts filled 93.5% of their positions (CSDE, 2008).  In the 

recent economy, Connecticut has seen a decrease in teacher turnover due to less retirements and 

districts’ inability to maintain positions due to fiscal constraints.  

A specific focus on recruitment and retention of highly qualified special education 

teachers is a need in Connecticut.  It has been identified by the CSDE as a shortage area for 

many years, including at the start of the 2010 school year.  Through collaboration with 

preparation programs and licensure systems, Connecticut is recruiting, enrolling, and supporting 

professionals in the area of special education to retain highly qualified teachers.  Professional 

development and coaching through Connecticut’s SPDG will provide support and guidance to 

teachers to promote high academic achievement and improved behavioral outcomes for all 

students in their classrooms.  Currently, there are over 420 positions in Special Education still 

unfilled (see Figure 6).  
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Figure 6.    Source: CSDE CEDaR, 2011 
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A. NEED FOR PROJECT 

Specific Gaps or Weaknesses in Services, Infrastructure, or Opportunities 

A statewide infrastructure will support improvement of achievement in reading and 

improvement in behavior for all students, specifically students with disabilities.  

            State Level Need.  There are approximately 1,271 public schools serving 574,012 

students in Connecticut (U.S. Department of Education, 2010-2011).  During 2008-2009, 40% of 

Connecticut’s schools and 55 districts failed to make AYP, an increase of 11 districts from 

previous years.  The state, as a whole, continued to fail to make AYP because specific subgroups 

of students did not meet the achievement standards in both reading and mathematics (CSDE, 

2009).  These numbers indicate a need for a statewide system to address the professional 

development needs of educators regarding how to scaffold instruction; provide explicit, timely 

interventions; and, when needed, design specially designed instruction, in order to improve 

student outcomes for all students. 

Connecticut schools are located within 169 local education agencies (LEAs) supported by 

six (6) Regional Education Service Centers (RESCs).  RESCs are established in Connecticut to 

assist local school districts to cooperatively provide and receive programs and services or 

technical assistance.  Programs and services that readily lend themselves to cooperation among 

districts often have one or more of the following characteristics:  1) require a highly specialized 

staff; 2) are targeted for low-incidence student populations; 3) require highly specialized 

facilities or equipment; and 4) involve high start-up and/or operating costs.  The RESCs also 

provide a bridge in support of the State Board of Education’s continuing leadership initiative to 

improve public education by providing a coordinated approach to the delivery of services to meet 

the needs of all of Connecticut’s students, including students with disabilities. 



CFDA 84.323A- Connecticut State Personnel Development Grant Application 07.05.11 
 

 9 

Failure to fully coordinate initiatives at school, district, and regional levels sometimes 

impedes efficient and effective delivery (Fixsen and Blasé, 2008).  One of the goals of 

Connecticut’s SPDG is to further develop a coordinating function at the state level to efficiently 

deploy professional development, coaching, and other technical resources and supports.  A 

statewide infrastructure that supports improvement of reading achievement and behavior for all 

students, specifically students with disabilities, stresses the importance of coaching to ensure 

implementation fidelity, development of good judgment, and accurate data-based decisions 

(Fixsen and Blasé, 2008.)  

In addition to the importance of implementation fidelity and quality assurance, Fixsen 

and Dunlap (2004) also highlight the potential correlation between behavior and reading 

achievement.  “Social-emotional learning and literacy development are important priorities for 

children’s services in many different countries.  Research shows that programs designed to target 

one of these outcomes, usually have an indirect impact on the other” (Fixsen and Dunlap, 2004). 

With this consideration, and the needs of students in Connecticut, a continuum reflecting an 

integration of academic and behavioral interventions and supports will promote the success of all 

students.  

Nature and Magnitude of the Needs to be Addressed 

Connecticut’s Achievement Gap.  In addition to the overall need regarding AYP, 

Connecticut also has one of the worst achievement gaps in the nation.  In fact, the Connecticut 

Commission on Educational Achievement (2010) indicated there is a “34-point gap between 

low-income students and their peers” in meeting Connecticut content standards and performance 

expectations.  The Commission identified this as the biggest disparity in the nation affirming the 

study conducted by the Connecticut Coalition for Achievement Now (ConnCAN, 2007) 
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regarding student outcomes on NAEP.  In addition, the Connecticut Legislative Task Force on 

the Achievement Gap adopted House Bill 5360, An Act Concerning Children in the Recession in 

2011.  Similar to the Connecticut Commission on Educational Achievement, House Bill 5360 

highlighted the achievement gap and disproportionality between low-income students and their 

peers.  When framing the gap, the Commission pointed out that “the gap disproportionately 

affects minority students, primarily African-American and Latino children.”  This further 

illustrates the need in Connecticut to address the weaknesses in services and strengthen the 

infrastructure across the state in order to meet the educational needs of students of color, and 

students learning English. 

Presently, discussion about this “gap” has centered on socioeconomics, the breach 

between students from higher-income backgrounds and lower-income backgrounds.  While 

socioeconomics play a major role in shaping the educational landscape here and everywhere, it is 

only one factor that co-mingles with other factors to shape Connecticut’s achievement profile.  

While Connecticut’s gap relative to other states is alarming, Connecticut’s children, their 

families, and their allies are not overly concerned as to whether Connecticut is the first or last.  

They want only to ensure educational excellence and equity for all and evidence in Connecticut 

leads many to conclude that the gap is also an issue of race and institutionalized racism.  Even an 

abbreviated look at Connecticut’s data tells the story of unmet academic and behavioral needs of 

students of color: 

• Students of color don’t achieve as well as white students in meeting state standards and 

performance expectations, regardless of their economic situation (see Figure 7). 
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Figure 7.    Source: CSDE CEDaR, 2010 
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• Employment rates for high school dropouts who happen to be white are considerably higher 

than the rates of black high school dropouts (CSDE, 2011). 

Connecticut’s Other Achievement Gap (Students with Disabilities).  In the 2010-2011, 169 

school districts in Connecticut provided special education and related services to 68,738 children 

with disabilities, grades K-12.  This represents 11.9% of the total school population of children 

ages 0-9.  The overwhelming majority of children (93.9%) are educated in public schools, in 

either the LEA in which they live or another LEA. Fletcher (2004) highlights how 80-90% of 

students receiving special education services are impaired in reading. 

Connecticut’s State Performance Plan (SPP) was due to expire at the end of the 2010-2011 

school year, however, the Office of Special Education Programs (OSEP) provided Connecticut 

an extension which will now keep the SPP in effect until the end of 2012-2013.  The final state 

Annual Performance Report (APR) will be submitted to OSEP in February 2014.  The SPP 

provides data to support the specific needs of students with disabilities that will be addressed 

through the SPDG. 

SPP Indicator 3.  Indicator 3 focuses on the participation and performance of children with IEPs 

on statewide assessments.  Statewide assessment data indicate that students with disabilities 

perform at a significantly lower rate than their non-disabled peers.  For example, see Figures 8 

and 9.  Figure 9 also highlights the importance for change, as there is over a 40 point discrepancy 

between students with disabilities and other students.  
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Figure 8.    Source:  CMT Reports, 2010 

 

Figure 9.   Source:  CMT Reports, 2010 
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(CSDE, 2009).  In order to close Connecticut’s achievement gap and address the unmet needs 

of students with disabilities, there is a need to focus on reading: 

• Children who fall behind in 1st grade have a one in eight chance of ever catching up to 

grade level without extraordinary effort.  Numerous studies have confirmed that if a child 

cannot read by the end of third grade the chance for academic success is negligible (Juel, 

1988; National Reading Council, 1998; Torgeson, 1998; Lyon, 2001; National Children’s 

Reading Foundation, 2008). 

• The research suggests that if intervention is delayed until nine years of age, 

approximately 75% of children will continue to have difficulties learning to read 

throughout high school (National Reading Panel, 1999). 

• Children who read well in early grades are more successful in later years; those who fall 

behind often stay behind when it comes to academic achievement (Carnevale, 2001). 

• Students who cannot read well are more likely to drop out of school and be limited to low 

paying jobs throughout their lives (Carnevale, 2001). 

SPP Indicator 4.  The CSDE has determined that districts have a significant discrepancy when 

comparing the suspension/expulsion rates for children with disabilities among districts in the 

state.  Connecticut has defined “significant discrepancy” when a district is suspending or 

expelling greater than 2% of its children with disabilities for more than 10 days in a school year. 

In 2010, 14.71% of Connecticut districts have discrepancies in suspension/expulsion data for 

students with disabilities.  

Implementation of Positive Behavioral Interventions and Supports (PBIS) has been 

facilitated through training, technical assistance, coaching, and evaluation through SERC to 

targeted districts in collaboration with CBER and CSDE.  SERC has aligned professional 
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development to targeted school districts to monitor and address disproportionality in the rates of 

suspension and expulsion.  The Connecticut SPDG will expand regional training for schools and 

develop state-level cadre of trainers and coaches to sustain implementation of PBIS with fidelity.  

SPP Indicator 7.  A priority goal of the CSDE is the achievement and development of children 

ages 3 through 5 with disabilities.  Over 4,770 children, 3-, 4-and 5-years of age, received special 

education and related services in the 2010-2011 school year.  The identification rate for this age 

group in Connecticut has gradually increased from 4,666 in the 2008-2009 school year (CSDE, 

CEDar, 2011).  Through various programs, these children have demonstrated positive social-

emotional skills (including social relationships); the acquisition and use of knowledge and skills 

(including early language/communication and early literacy); and the use of appropriate 

behaviors.  Through the funding and programs of the SPDG, these students will continue to 

develop language and literacy skills and age-appropriate social skills and behaviors.   

SPP Indicator 8.  The CSDE has determined a need to focus on the involvement of parents in 

their children’s education. This emphasis on parent involvement is grounded in over four 

decades of research that demonstrate that students whose parents, no matter their income or 

background, are involved in their educational lives do better in school, earning higher grades and 

test scores, attending school more often, having better social skills, and graduating and enrolling 

in postsecondary schools (Henderson and Mapp, 2002). 

Given the disparities in achievement and life outcomes between students with disabilities 

and their typically developing peers, this research is especially important.  The Connecticut 

SPDG seeks to capitalize on the critical influence of families on the academic, social, and 

behavioral success of all students, especially those with special needs.  The Planning and 

Placement Team (PPT) process and the development of the IEP are opportunities created by 
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federal law for parents/guardians and schools to partner in developing meaningful educational 

programs.  But, in order for families to be actively involved in student learning, and to make 

informed decisions on behalf of their children, they must have access to information about the 

educational process in understandable language and in multiple ways. 

Though all families want their children to be successful, many do not know what to do to 

make that happen.  The Connecticut SPDG will assist schools in reaching out to families, 

communicating with them in a variety of ways, about how they are already and can continue to 

be catalytic in improving their children’s literacy and behavioral skills.  School staff will learn 

about the importance of two-way communication with families, opening the doors to sharing 

family cultures and practices and the knowledge about individual students that links learning to 

their lives. 

Connecticut’s long history of supporting parent involvement and collaboration among 

community agencies and organizations includes the State Board of Education’s Position 

Statement on School-Family-Community Partnerships (2009).  The Connecticut Parent 

Advocacy Center (CPAC), a partner in Connecticut’s previous SPDG, recruited and trained 

parents to participate in site visits as part of the CSDE’s Focused Monitoring System.  The 

Connecticut SPDG will build on this effective practice, helping districts and schools to engage 

and educate parents about school programs and student progress.  To meet the needs of Indicator 

8 as described, the Connecticut SPDG will collaborate with the CSDE Parent Work Group 

(PWG) with the goal of improving family involvement in all participating schools.  The PWG is 

composed of representatives of statewide support groups for the parents of students with 

disabilities. 
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Birth to Three. Snow (1998) highlights how reading skill is acquired in a relatively predictable 

way by children who have normal or above-average language skills; have had experiences in 

early childhood that fostered motivation; and provided exposure to literacy in use.  It is 

especially important to provide pre-literacy support to children, Birth to Three, so they can 

acquire the necessary skills to become successful readers.  In addition, Snow illustrates the 

importance of children’s ability to get information about the nature of print through opportunities 

to learn letters and to recognize the internal structure of spoken words, as well as explanations 

about the contrasting nature of spoken and written language. 

The Connecticut Birth to Three System has made positive gains in promoting the 

successful development of children.  As a result of receiving Birth to Three services and 

supports, families whose children were enrolled in the Birth to Three programs saw positive 

effects on their children, including helping their children develop and learn and communicating 

their child’s needs effectively (CT B-3 Annual Report, 2010).  In addition to the gains noticed by 

families, children in the Birth to Three programs saw advances in the use of appropriate 

behaviors to meet their own needs; acquisition and use of knowledge and new skills; and positive 

social-emotional skills, including social relationships.  A total of 53% of children who had 

received Birth to Three services and were enrolled in Kindergarten during school year 2009-

2010 did not require special education (CSDE, 2010) (see Figure 10.) 
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Figure 10.   Source:  CT B-3 Annual Report, 2010 

*Total is greater than 100% because there is often more than one area of concern for any single 
child. 
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Figure 11).  The modules are research-based and have proven evidence that schools with high 

rates of poverty and minority students can achieve.  Experts in the field, including Reeves, 

Marzano et al, McNulty, Elmore, and others, have provided a framework with a clear focus on 

achievement, standards-based curriculum with frequent assessments, collaborative scoring, and a 

positive school climate.   

 

Figure 11.  Source: CSDE, Impact of CALI on Partner Districts Report (2011) 

The publication of the SRBI document was supplemented with a variety of professional 

development activities and additional supports to ensure educational success for all Connecticut 

students, PreK-12.  At the time, the Commissioner of Education highlighted the significance of 

SRBI by saying, “The future of our state and nation depend upon our expectations and pursuit 

for high academic and behavior standards for ourselves and our children” (2008).  Some key 

elements of SRBI include: 

• Core general education curriculums that are comprehensive in addressing a range of important 

competencies in each academic domain, culturally relevant, and research-based to the extent that 

research exists to inform their selection or development; 
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• A school-wide or district-wide comprehensive system of social-emotional learning and 

behavioral supports; 

• Strategies for assuring that educators are modeling respectful and ethical behaviors, fostering 

student engagement and connectedness to school, and assessing the quality of the overall school 

climate so that students experience physical, social-emotional, and intellectual safety; 

• The use of research-based, effective instructional strategies both within and across a variety of 

academic domains; 

• Differentiation of instruction for all learners, including students performing above and below 

grade level expectations and English language learners (ELLs); 

• Common assessments of all students that enable teachers to monitor academic and social 

progress, and identify those who are experiencing difficulty early; 

• Early intervention for students experiencing academic, social-emotional, and/or behavioral 

difficulties to prevent the development of more serious educational issues later on; 

• Educational decision-making (academic and social/behavioral) driven by data involving 

students’ growth and performance relative to peers; data are carefully and collaboratively 

analyzed by teams of educators (e.g., data teams, early intervention teams), with the results 

applied not only to inform instruction for individual students, but also to evaluate and improve 

core general education practices and the overall efficacy of interventions; 

• A continuum of support that is part of the general education system, with increasing intensity 

and/or individualization across multiple tiers; and 

• A systemic school-wide or district-wide approach to core educational practices in which 

teachers within a grade use the same common formative assessments for all students (academic 

and social/behavioral), address the same curricular social-emotional competencies, and share the 



CFDA 84.323A- Connecticut State Personnel Development Grant Application 07.05.11 
 

 21 

same behavioral expectations; assessments, curricular competencies, and behavioral expectations 

also are well-coordinated across all grades. 

Effective core practices--that is, general education curriculums, instruction and 

social/behavioral supports for all students --are emphasized, because these high-quality core 

practices are essential to the prevention of academic and behavioral difficulties.  Providing 

interventions for students in need without also ensuring effective core general education 

practices is like having health care that hospitalizes children critically ill with polio but doesn’t 

prevent polio through vaccination.  A systemic approach to education requires school-wide or 

district-wide consistency with regard to the development or selection of core academic and social 

assessments, curriculums, social/behavioral supports, educator methodologies, and interventions.  

Without this consistency, evaluating the efficacy of educational practices is often 

impossible, and efforts to maintain implementation integrity may be fragmented and inefficient.  

Just as well-child care benefits all children, not only those with health concerns, scientific, 

research-based general education curriculums and instructional strategies help all learners.  

Differentiation of instruction enables high-achieving children to be more appropriately 

challenged as well as addresses the needs of students who are struggling. 

SRBI approaches differ greatly from existing practices in many Connecticut schools.  For 

example, although students may be academically assessed frequently, the assessments used often 

are not sufficient for monitoring progress, informing instruction or detecting need for 

intervention early-on.  Perhaps most crucially, educational decisions are rarely based on the 

kinds of data that would permit a district to respond to students’ needs in a timely manner, and 

eventually to increase its overall effectiveness with students, because the appropriate kinds of 

assessments and a systemic approach are frequently not being used. 
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Scientific research-based interventions encompass behavior and social‐emotional 

functioning as well as an array of academic domains (e.g., reading, writing, mathematics) central 

to students’ school progress.  The most extensive research base for RtI involves primary grade 

reading, where numerous studies (Al Otaiba, 2001; Denton et al., 2006; Speece et al., 2003; 

Vaughn et al., 2003; Vellutino et al., 1996; Vellutino and Scanlon, 2002) have suggested that RtI 

can greatly improve reading instruction for all students, provide intervention for students 

experiencing difficulty learning to read, and enable many, though not all, students at‐risk of 

reading failure to reach grade expectations over the short term.  Because these approaches 

involve ongoing monitoring of an entire school population, with data‐driven decision making 

and decision rules, they also appear to be less biased with regard to race, ethnicity, and gender 

than previous methods of identifying struggling readers (Speece et al., 2003). 

Emerging applications of RtI involving writing (Berninger and Amtmann, 2003) and 

mathematics (Fuchs et al., 2007) suggest some advantages of RtI in these domains similar to 

those in reading.  Furthermore, the basic principles and key features of RtI are relevant across all 

grades, from PreK-Grade 12, and across a variety of domains, including content subjects such as 

science and social studies; quality of school climate; children’s early development, such as oral 

language acquisition; and behavior and social‐emotional learning. 

Reading First.  As authorized by NCLB under ESEA Act, as amended, Title I, Part B, Subpart 1, 

Reading First provided formula grants to states that submitted an approved application.  In turn, 

State Education Agencies (SEAs) awarded sub-grants to eligible LEAs on a competitive basis, 

funding those proposals that showed the most promise for raising student achievement and for 

successful implementation of reading instruction, particularly at the classroom level.  The CSDE 

established the CT Reading First Program to provide the support necessary to eligible LEAs to 
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ensure that all children in the neediest schools are able to read well and independently by the 

completion of Grade 3.  The program focused on increased professional development to ensure 

that all teachers of children in grades K‐3 fully understand, apply, and integrate scientifically 

based reading strategies into classroom practice so that every child learns to read.  

The activities funded through the Reading First Schools Grant Program integrated 

scientifically based reading research (SBRR) into: instructional practices; professional 

development; and effective school-wide change processes, permanently shifting a school's 

culture and instructional leadership to incorporate evidence‐based literacy instruction into daily 

practice providing a strong foundation for the implementation of SRBI.  The success of the 

program was measured in a variety of ways, but an increase in student achievement for students 

participating in the project was illustrated in the CMT (see Figure 12). 

 
 
Figure 12.    Source: GMA, 2010 
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In addition to an increase in student achievement overall, an improvement in student 

performance on the CMT was also an outcome of the project. Figure 13 illustrates the movement 

towards higher levels of proficiency.  

 

Figure 13.    Source: GMA, 2010 
 

Previous SPDG:  Expansion of Early Intervening Services.  The Connecticut Early Intervention 

Project (EIP) is based on the belief that if students’ academic, behavioral, and social/emotional 

concerns are addressed when initially identified, outcomes for all students will improve and 

fewer students will be inappropriately and/or disproportionately referred for special education 

evaluation and services.  EIP is a research-based decision-making process with individual or 

small groups of students as the point of reference for educators to examine and refine classroom 

practices and to design targeted instructional plans.  The result of building an early intervention 

process is that districts and schools can provide students with a continuum of academic and 

behavioral supports, reflective of their diverse strengths and needs, in order to increase student 

achievement in a predictable, safe and pro-social learning environment while eliminating racial 

disparities. 
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Current data for Connecticut’s Early Intervention Project, shown in Figure 14 below, 

reflects a positive trend in the annual decrease of inappropriate student referrals for special 

education evaluation, from a 21% referral rate in 2001-2002 to 13% in 2009-2010 as a result of 

EIP.   

 

 

 

 

 

 

 

Figure 14.   Source: SERC EIP Data Report, Draft 2011 

A total of 41% of students were ineligible when referrals averted the EIP process 

compared to only 20% of such instances when the EIP process was followed.  Additionally, EIP 

team determinations yielded an 80% eligibility rate versus a 59% eligibility rate when referrals 

were made prior to completion of the EIP process (see Figure 15). 

 

 

 

 

 

 

Figure 15.   Source: SERC EIP Data Report, Draft 2011 
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With funds from Connecticut’s previous SPDG, SERC collaborated with four districts to 

meet the needs of all students through targeted efforts to scale-up evidence-based practices 

regarding early intervening services, such as the Early Intervention Project, by providing a 

continuum of support and interventions based on students’ diverse strengths and needs.  In an 

effort to scale-up, model sites were selected in each district to implement effective prevention 

and early intervention practices.  SERC supported the systems change efforts of these schools to 

enhance and expand the provision of early intervening services within each district.  The 

identified model schools were provided customized professional development, on-site coaching, 

and support through SERC in order to ensure implementation integrity of EIP.  Participating 

schools/districts collaborated with SERC to spotlight their improvement efforts that resulted in 

improved student outcomes at both the local, regional, and state level.  Connecticut received a 

no-cost extension for this component of the SPDG for the current year in order to complete 

evaluation of the program.  See Appendix J. for additional information. 

Previous SPDG:  PBIS Model Schools Project.  Since 2000, Connecticut schools have been 

trained in PBIS, and the number of schools trained each year continues to increase.  Many 

schools were trained by SERC between 2000 and 2005, before SERC began its collaboration 

with CBER at UConn.  SERC and UConn have collaboratively trained 221 schools since 2005, 

representing 20% of Connecticut’s public schools.  Since 2007, 34 districts have also committed 

to scale-up district-wide, representing 20% of Connecticut districts.  Since the Connecticut PBIS 

project has been implemented, the demand for participation has grown significantly, with the 

number of participating schools increasing exponentially every year.  A chart of PBIS growth in 

Connecticut is provided below in Figure 16. 
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Figure 16.   Source: SERC PBIS Data Report, 2011 

The purpose of Connecticut’s PBIS Model Schools Project, funded through 

Connecticut’s previous SPDG, was to recognize schools for successfully implementing school-

wide systems for PBIS.  Criteria for recognition were based on effective implementation of key 

features as outlined by the National Technical Assistance Center on PBIS and are consistent with 

the outcomes of Connecticut’s School-wide PBIS Training Series. 

There are two levels of schools recognized through this project.  Level 1: Banner Schools 

are schools that:  implement PBIS with fidelity as measured by the School-wide Evaluation Tool 

(SET) (see Appendix E); and demonstrate positive behavioral outcomes as a result of 

implementation, evidenced by two years of data.  Level 2: Demonstration Schools are schools 

that meet the criteria for Banner Schools and are also prepared to serve as a Demonstration 

School by hosting site visits and sharing materials related to implementation.  These 

Demonstration Schools opened their doors to interested visitors, and shared and celebrated their 

success via statewide events, the SERC Website, and PBIS publications.  The current 
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model/demonstration school project concluded in the 2010-2011 school year with five 

demonstration schools and one model banner school (see Figure 17).  

 

 

 

 

 

 

 

 

 

 

Figure 17.   Source: SERC PBIS Data Report, 2011 

Previous SPDG:  Analyzing Literacy Data for Tiers of Instruction.  This project helps school-

based data teams establish and enhance the systems necessary to inform instruction and raise the 

literacy achievement of their students.  Data teams can achieve these goals by striving to:  1) 

improve their function; 2) increase the number and percentage of students achieving proficiency 

and above on state-, district-, and school-based assessments; and 3) increase the number and 

percentage of teachers using differentiated instruction for students of all races, students with 

special needs, and students learning English, based on the results of the assessment data. 

 The goal of the original SPDG “Decision Making in a Three- Tiered Approach: School-

based Literacy Teams and Coaches in Action,” was to create models of highly effective literacy 

teams that combine best practices in literacy with decision making in a multi-tiered approach.  
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During the first year of the project, elementary school principals, coaches, and literacy teams 

participated in a series of professional development seminars and job-embedded coaching 

focused on establishing the systems and practices of three-tiered literacy instruction.  The 

objective was to build the capacity of the entire staff to develop and implement a “response to 

intervention” approach.  The second year of the project allowed the participating schools to 

continue the job-embedded professional development in order to create a system of assessments 

or implement a three-tiered model around a specific area of literacy.  During the third year of the 

grant, the emphasis shifted to the use of data teams to analyze assessment data and design 

instruction based on best practices in literacy. 

At the end of the second and third years, all participating schools were asked to use the 

Literacy Evaluation Tool (LET)(see Appendix F) designed to ascertain the implementation of 

best practices regarding assessment of students, curriculum and instruction, response to 

intervention, and literacy systems.  The LET includes 30 items that are rated by educators on a 

scale of 0 (no or low implementation/fidelity), 1 (partial implementation/fidelity), or 2 (high or 

full implementation/fidelity).  For 2009-2010, the overall mean implementation score on the LET 

was 62.3% in Chaplin, 78.3% in Bowers, and 81.2% in Killingly.  When compared to the prior 

year, Chaplin’s overall mean score was relatively unchanged, while the overall mean score in 

Bowers increased by approximately 7 percentage points, and in Killingly, the overall mean score 

increased by roughly 25 percentage points (see Figure 18). 
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Figure 18.   Source SERC Works, Spring 2011 

Federal Support for Family Education and Engagement.  Connecticut has been fortunate to be 

the recipient of two federal grants designed to support family education and family engagement. 

The Connecticut Parent Advocacy Center, Inc. (CPAC) is a statewide nonprofit 

organization that offers information and support to families of children with any disability or 

chronic illness, 0-26.  The Center is committed to the idea that parents can be the most effective 

advocates for their children when given the knowledge and understanding of special education 

law, procedures, and educational benefit.  Through outreach efforts and referrals from schools, 

social service agencies and other parents, the number of families that the CPAC serves has 

grown dramatically over the past twenty years.  They continue to take pride in providing prompt 

and personal assistance to all who contact them.  CPAC is staffed by parents of children with 

disabilities who have training in, and personal experience with, the law and disability issues.  

In addition to speaking with parents on a daily basis, CPAC staff conducts in-service 

presentations for schools, teachers-in-training and service providers throughout the state so that 

they may better understand and serve the parents with whom they serve.  Staff and Board 
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members serve on numerous statewide committees and various organizations, representing issues 

that are of concern to parents and families in Connecticut.  CPAC also provides bilingual staff to 

provide training and technical assistance in Spanish.  As a Parent Training Institute, under the 

auspices of IDEA, CPAC’s activities are aligned with Connecticut’s SPP.  More specifically, 

CPAC addresses SPP Indicator 8, which involves making improvements toward an increase in 

the percent of parents with a child who receives special education services who report that 

schools facilitated parent involvement as a means of improving services and results for children 

with disabilities. 

The Connecticut Parent Information and Resource Center (CT PIRC) is guided by the 

overarching principle that all families have strengths and play a critical role in their children’s 

educational success.  The program works through strong relationships with community 

organizations, school districts, and faith-based organizations.  CT PIRC uses statewide 

information dissemination strategies and both a school-linked and school-based 

training/technical assistance (TA) model. 

The CT PIRC has established itself as both a systems-level leader and a high-quality 

program provider.  A full complement of staff, many of whom are bilingual, who work actively, 

closely, and extensively with a variety of critical partners within the state that share the mission 

of supporting children and families.  Over the past five years, CT PIRC, its partners, and 

evaluators consistently scrutinize participant evaluations of professional development/trainings 

to determine needs for services and directions needed to be pursued to furnish parents and 

professionals with the information and resources needed to make effective individual and joint 

decisions for the students they share.   
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CT PIRC is currently collaborating with 49 LEAs and over 116 schools across the state (see 

Figure 19).  

 

 

 

 

 

 

 
Figure 19.   Source:  CT PIRC APR Report, 2011 
 
How will Connecticut’s gaps and needs be addressed? 

In addition to the development of a statewide system, the Connecticut SPDG will directly 

assist 100 schools to develop school-wide systems of support in reading and behavior.  An 

integrated professional development model will be designed using Connecticut’s framework for 

SRBI.  Overall implementation will take a school approximately three years.  Participating 

schools will find as students’ instructional needs are met through the provision of a continuum of 

interventions and supports that disruptive behaviors will decrease.  The decline in office 

discipline referrals will result in improved student performance as a direct outcome of increased 

instructional time.  This will be further supported by the project which will provide the 

professional development necessary for educators to collect, analyze, and interpret data in order 

to maximize instructional time, intervene early for students whom are struggling in reading 

and/or with behavior issues, and provide specialized instruction for students with disabilities. 

In a study conducted by Norton (2009) of 702 middle school students over a three year 

period, it was determined that PBIS was effective as a school-wide discipline approach.  
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Additionally, the study concluded that academic performance improved as a result of changes 

made by students and teachers in their approach to behavior and discipline.  An additional study 

conducted by Alter (2005) highlighted the reciprocity between problem behaviors and low 

academic achievement.  The study illustrated how behavior and academic difficulties are learned. 

Through positive behavior approaches, behaviors can be prevented and addressed in order to 

ensure academic success.  The study also concluded that the inverse is also true; addressing 

academic focus areas for improvement can lead to fewer discipline issues.  

Because of the evidence-based research highlighting the correlation between behavior and 

academic achievement, an integrated professional development model will have significant 

impact on systems change in Connecticut schools.  Participating schools will be required to: 

• participate in at least three phases of training (Foundations, Installation, Initial 

Implementation); a fourth phase of data review (Full Implementation) will be offered but will 

not be required; 

• develop and implement action plans around school-wide reading and behavior systems that 

should be embedded in their school improvement plan and aligned with other school 

improvement efforts;  

• demonstrate high degree of staff involvement in implementation of Connecticut’s SPDG, 

including a principal-led, school leadership team of 5-7 people who will attend training and 

bring back information; to colleagues and family/community members; 

• share universal screening results, including information from curriculum-based measures, 

common district and state assessments, and office discipline referrals, and other project 

evaluation data (e.g., team checklists) on a quarterly basis. 
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Participating schools will receive: 

• on-going training and technical assistance; 

• stipends to defray to costs for substitute coverage, data collection systems, and instructional 

materials;  

• access to state and national network of schools participating in state of the art prevention 

models for reading and behavior; 

• improved behavioral climate and decreased disruptive behavior resulting in reduction in 

office discipline referrals and suspensions/expulsions; 

• improved reading instruction resulting in increased reading performance; and 

• access to web-based data collection systems for reading and behavior (i.e., SWIS). 

B. SIGNIFICANCE 

The focus on research-based activities in Connecticut’s SPDG will ensure that the 

proposed project will be catalytic to systems change, resulting in improved achievement and 

behavior for Connecticut children and youth.  State-level infrastructure provides the context and 

resources necessary for high-quality local implementation and sustainability over time (OSEP: 

Center on Positive Behavioral Interventions and Supports, 2010).  With guidance from the 

National Center on PBIS, Connecticut’s SPDG will work collaboratively to establish a statewide 

system of integrated reading and behavior interventions and supports.  Durability, adaptability, 

and fidelity of a statewide system requires the ongoing enhancement and systematization of the 

following features (see Figure 20): 
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Figure 20.  Source:  Adapted from OSEP: Center on PBIS, 2010 

 

• A Statewide Leadership Team that involves a variety of partners and stakeholders; 

• Centralized Coordination; 

• Adequate and sustained Funding Support; 

• Visibility of outcomes and commitment to Connecticut’s SPDG; 

• Relevant and effective Political Support; 

• Informed Policy; 

• High quality regional and local Training Capacity, Coaching Capacity, Evaluation 

Capacity, and Expertise (Common Core State Standards, Assessment, Differentiated 

Instruction, Reading, Behavior, Data-Driven Decision-Making, Standards-based IEPs, 

Culturally Relevant Pedagogy, Language Acquisition, and Family/Community Engagement); 

• Model Schools that demonstrate effective implementation and sustainability; and 

• Program Evaluation to ensure implementation fidelity and improved outcomes. 
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The primary purpose of Connecticut’s SPDG is to influence the systems change necessary to 

improve student outcomes through the increased consistency and implementation fidelity of 

school-wide instructional approaches for reading and behavior statewide.  Through the use of 

Connecticut’s framework for SRBI, systems implementation will include:   

• analysis and use of assessment data with probative value to make strategic educational 

decisions to accelerate student learning; 

• use of a multi-tiered approach to provide proactive (i.e., positive and preventative) instruction 

that will result in meaningful and transformational changes in core education practices for all 

students, including students with disabilities; 

• leadership and capacity building for socially valid and efficient allocation of resources and 

sustainability. 

 

 

 

 

 

 

 

 

 

 

 

Figure 21.    Source:  SERC, 2011 

Outcomes for students include (but are not 
limited to) increased literacy achievement and 

decreased incidences of inappropriate behavior. 

Connecticut SPDG Organizational Structure 
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Figure 21 reflects the organizational structure that will be utilized to coordinate and manage 

Connecticut’s SPDG to substantiate systems change.  Emphasis on local and regional capacity 

building and partnerships will serve as a foundational feature, including:  

• convening a state level leadership team that consults with a national advisory panel; 

• building and implementing sequences of professional development for school-based 

leadership teams; 

• establishing a cadre of trainers/coaches to promote implementation fidelity and multi-tiered 

sustainability; 

• making a commitment to “school-wide” intervention approaches that incorporate research 

validated practices that are implemented with fidelity;  

• using and analyzing multiple sources of data to identify patterns and gaps in student 

performance and to develop quality intervention plans that will maximize student progress; 

• ensuring implementation fidelity measured by the School-wide Evaluation Tool (SET) and 

Literacy Evaluation Tool (LET).  

State Leadership Team and National Advisory Panel.  The State Leadership Team (Appendix 

A. Figure 1.) will provide administrative oversight and address broader issues of systems change, 

such as capacity development and sustainability.  The Team will be established to include those 

with decision-making authority to support expansion at the state level (Grimes et al., 2006) and 

serve to promote visibility and political support (Sugai & Horner, 2006) while identifying 

funding priorities.  Members of the team will include, but may not be limited to, the individuals 

outlined in Appendix A Figure 1: 

The Connecticut SPDG also includes a National Advisory Panel.  Its members have been 

carefully selected to represent expertise in the core components of the proposed project.  These 
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individuals will provide technical assistance in all phases of implementation of the SPDG.  The 

members of the Panel are:  Dr Joyce Epstein, Johns Hopkins University (Families); Dr. Steven 

Goodman, Co-Director, Michigan Integrated Behavior Learning Support Initiative (PBIS/ 

Michigan SPDG); Dr. Janette Klingner, University of Colorado at Boulder (RTI/ Issues of Race 

in Schools); and Dr. Alfred Tatum, Department of Literacy Education at the University of 

Illinois at Chicago (Literacy/Black and Latino males).  

SERC/CBER/RESCs/CPAC/CT PIRC.  Connecticut’s SPDG will access a network of current 

partners to provide evidence-based professional development and coaching to ensure success in 

the development and sustainability of a statewide system.  These partners will include: 

• State Education Resource Center (SERC) has been the CSDE’s professional development 

and technical assistance arm for over forty years.  SERC serves as a statewide resource to all 

educational interests in Connecticut.  Its staff has particular expertise in SRBI, PBIS, 

Literacy, Family/Community Engagement, Special Education, Data-Driven Decision-

Making, and Culturally Relevant Pedagogy.  SERC will also serve as the primary 

subcontractor and provide administration and coordination of the statewide system developed 

through the Connecticut SPDG.  

• Center for Behavior Education Research (CBER) was established in the Fall of 2005. CBER, 

under the Neag School of Education at UConn, is a signature organization that specializes in 

quality research and teaching in the areas of: PBIS, Behavior Disorders, Literacy, School 

Psychology, and Special Education.  CBER continues to conduct and disseminate rigorous 

research that improves educational and social outcomes for all children and youth in schools. 
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• Regional Education Service Centers (RESCs) provide professional development and 

technical assistance on regional and local levels.  Professionals at the RESCs have expertise 

in Literacy and PBIS. 

• Connecticut Parent Advocacy Center (CPAC) has been Connecticut’s federally-funded 

parent training center for over twenty-eight years.  The CPAC Director and staff will provide 

expertise on working with families of students with disabilities and support training and 

technical assistance to schools on family/community engagement. 

• Connecticut Parents Information and Resource Center (CT PIRC) has been Connecticut’s 

federally funded parent information and resource center for over thirteen years.  CT PIRC 

staff will lend its expertise on family involvement, particularly the involvement of families of 

color and families who are culturally and linguistically diverse.  CT PIRC staff will support 

districts through training and coaching on the implementation of school-family-community 

partnerships/action teams.  

These collaborative partners will each provide trainers and coaches to the project.  In 

addition, expanded capacity will be developed at both SERC and the RESCs in order to reach 

additional schools as the project moves from year one to year five.  Amount and quality of 

training and technical support correlate with successful implementation (Graczyk et al, 2003).  

Therefore, developing and sustaining state and local capacity includes the development of both 

training capacity (providing relevant information and concepts) and coaching capacity 

(modeling, opportunities to practice, and performance feedback) (Sugai and Horner, 2006).  

Initially, trainers and coaches will undergo a series of seminars (totaling seven days), in order to 

gain an in-depth knowledge of the research behind the Connecticut SPDG.  In addition, trainers 

will dialogue about presentation skills and techniques, if necessary (as some are already 
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nationally recognized trainers), as well as appropriate ways to address issues that are brought up 

during coaching sessions within schools, including practices that may be hindering student 

success. 

In anticipation of the scaling up of schools and districts during the final years of the SPDG 

and post-SPDG, it should be noted that an internal coach role will be developed  within 

districts/schools to provide additional supports directly to school and district personnel.  These 

district level and school-based coaches will help promote sustainability of the project and result 

in systems change as they facilitate implementation with fidelity.  A requirement for coaches, 

both state level and within districts/schools, will be to attend additional institutes and networking 

opportunities to deepen their knowledge and understanding of content expertise and data 

analysis.  As in-district and school based coaches gain experience implementing school-wide 

models of behavior and academic support, some will be invited to become involved in the 

Connecticut SPDG at the state level.  

  

 

 

 

 

 

 

 

Figure 22 and 23.   Source:  SERC, 2011 

School Leadership Team 
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District and School Leadership Teams.  District and School Leadership Teams are an 

integral component for success of Connecticut’s SPDG.  Figure 22 on page 40 represents the 

function and roles of the School Leadership Team in the systems change process.  Schools will 

be asked to form a leadership team which will provide guidance and support to the staff with 

regard to the implementation of research-based practices.  It is imperative that the School 

Leadership Team includes a building administrator and representation from the school staff, as 

highlighted in Figure 23 on page 40. 

School Leadership Teams will be required to examine data and develop whole school 

strategies to promote literacy, social competence, prevent disruptive behavior, and decrease 

reading difficulties.  Emphasis will be placed on strengthening the initial instruction that all 

students receive in both reading and behavior. Schools will focus on creating and sustaining a 

system of primary (universal), secondary (targeted), and tertiary (intensive) interventions and 

supports that improve results for students and families (OSEP: Center on Positive Behavioral 

Interventions and Supports, 2010). This multi-tiered approach to intervention is a comprehensive 

way of responding to students’ learning needs as the focus is on layers of prevention and a 

logical distribution of resources.  

Teaching and Learning.  Professional development, coaching, and technical support will 

provide school personnel with practices to address behavioral interventions, reading instruction, 

and data driven decision-making. Systems will be created to support staff in implementing these 

research-based practices. Data will be used for strategic decision making and progress 

monitoring, identification of appropriate (evidence-based) practices to meet intensity of student 

need, and evaluation of the systems to support staff with fidelity of implementation (see Figure 

24). 
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Figure 24.   Source: OSEP: Center on Positive Behavioral Interventions and Supports, 2010 
 

These elements provide schools with the opportunity to efficiently organize scarce 

resources and support the adoption of effective practices (Horner & Sugai 2004).  The goal is to 

establish host environments that support adoption, sustained use, and expansion of evidence-

based practices (Zins and Ponti, 1990). 

PBIS is a key element of Connecticut’s framework for SRBI for guiding educators in the 

implementation of continuum of research-validated, prevention based, behavioral practices.  The 

National Center for PBIS synthesized the research base around school-based behavior support and 

organized the most appropriate, effective, efficient, and relevant of these practices into five PBIS 

subsystems: Schoolwide, Classroom, Non-classroom, Family, and Student (see Figure 25). 

 

  

Systems 

Practices 

Data 
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Figure 25.         Source: OSEP: Center on PBIS, 2010 

The School-wide subsystem identifies practices, processes, and systems for all students and 

staff members across all settings.  The Classroom subsystem identifies practices, processes, and 

systems in settings in which delivery of instruction is emphasized.  The Non-Classroom subsystem 

identifies practices, processes, and systems for settings and contexts in which the emphasis is on 

monitoring and supervision rather than instruction.  These settings include sporting events, 

assemblies, cafeterias, hallways, buses, and off-campus events.  The Family subsystem identifies 

practices, processes, and systems for engaging and supporting family participation and ensuring 

family access.  Finally, the Student subsystem identifies practices, processes, and systems that 

support individual students who do not respond to practices and interventions in place at the 

school-wide or primary tier of prevention.  Schools are charged with identifying the practices and 

interventions that will have the greatest likelihood of success in each subsystem based on their 

needs, resources, and the competence of the required implementers.  Schools customize the 

identified practices and interventions to the school’s context and to the culture of the students and 

families served by the school.  
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Integrated Functions: All Tiers  

 

 

 

 

 

 

 

 

  

 

Figure 26.    Source: MiBLSi © 2011 

Supporting an Integrated Model of Behavior and Reading Interventions and Supports.  

Figure 26 highlights the approach used in an integrated model.  Behavior and reading practices 

are each supported by a similar tiered model of implementation. Both support systems are 

grounded in data driven decision-making, then, each system goes on to incorporate  components 

of  progress monitoring, evidence-based practices, and a team approach. 

• Models of integrated behavior and reading supports produce larger gains in literacy skills 

than the reading-only model (Goodman, 2007). 

• Improving social behavior of students results in more minutes spent in academic instruction 

(Goodman, 2007; Putnam et al., 2003). 

• Quality instruction can reduce student engagement in problem behavior (Goodman, 2007). 

• Children who fall behind academically will be more likely to find academic work aversive 

and engage in escape behaviors (McIntosh et al., 2008). 
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• An average of 34% of youth in juvenile corrections and/or detention centers are receiving 

special education services (Sugai et al, 2009; Quinn et al, 2005). 

• 10-15% of young children (pre-school aged) have noteworthy behavior problems (Campbell, 

1995). 

• Family theorists and interventionists have long recognized the importance of the environment 

surrounding a child and family (Bronfenbrenner, 1986). 

Connecticut’s SPDG will aim to improve the academic achievement of all students, 

specifically students with disabilities, students of color and  English learners.  This will include 

work with specific target groups such as: schools from priority districts, schools within the 

Department of Children and Families (DCF), detention centers, preschools, and Birth to Three 

programs.  Evidence of the current and potential partnerships and collaborations for this project 

is included in the Letters of Support section of the grant application. 

In addition to the work with the target groups mentioned, the statewide system will include 

work within Birth-5 to ensure that infants, toddlers, and young children receive support in pre-

literacy and behavior in order to enter Kindergarten ready to learn.  The project design 

incorporates trainings, professional development, and information to parents and care providers 

to ensure these children receive the services and education they need to be successful.  

Logic Model - A Means for Sustainability  A depiction of the Connecticut SPDG logic model 

is illustrated in Appendix A. Figure 2.  This logic model highlights what the proposed project 

will do and what it is to accomplish.  Through this model, the short term, intermediate, and long-

term outcomes are identified, as well as what inputs will be used to promote success in the 

establishment of a statewide system. 
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C. PROJECT DESIGN 
 

The proposed project will build on the strengths of previous SPDG and other federal 

grant projects occurring within the State of Connecticut, including Reading First, PBIS, 

Analyzing Literacy Data for Tiers of Instruction and the Expansion of Early Intervening Services 

to create a coherent system of implementation to meet the needs of all students, specifically 

students with disabilities.   

Three major goals will be accomplished across the five years of Connecticut’s SPDG. 
 

Goal #1 Increase state-level capacity to provide leadership, professional 

development, coaching and support to schools to improve academic and 

behavior/social outcomes through a continuum of academic and behavior 

supports. 

Goal #2 Increase the number of schools in Connecticut implementing a 

scientifically research-based core program of literacy instruction driven 

by common core state standards and positive behavior support and multi-

tiered interventions. 

Goal #3 Improve the academic achievement of all students, specifically students 

with disabilities, students of color, and students learning English. 

Figure 27. 
 

According to the SPDG Grant Application, the USDE is currently revising the 

performance measures developed for this program pursuant to the Government Performance and 

Results Act (GPRA) of 1993 to better assess the success of the program in meeting these goals.  
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The revised measures will assess the extent to which: 

1. projects use evidence-based professional development practices to support the attainment 

of identified competencies; 

2. participants in SPDG professional development demonstrate improvement in 

implementation of SPDG-supported practices over time; 

3. projects use SPDG professional development funds to provide activities designed to 

sustain the use of SPDG supported practices; and 

4. highly qualified special education teachers that have participated in SPDG supported 

special education teacher retention activities remain as special education teachers two 

years after their initial participation in these activities. 

The project design includes a dual approach to training.  The first approach is the expansion 

of cadres of state-level trainers/coaches who will provide on-going, sustainable training and 

coaching focusing on project implementation.  Statelevel trainers/coaches will be selected from a 

pool of SERC consultants, RESC staff developers, and school/district facilitators. The second 

approach is the training of four cohorts of school/district level teams and coaches to implement 

the systems of SRBI within their schools that can be scaled up to the district level.  

Cadres of State Level Trainers and Coaches:  State level trainers/coaches will be required to 

participate in Phase I training alongside district participants to garner the necessary content 

during their first year in the state level cadre and to establish relationships with participating 

district personnel.  Additional training in coaching will also be provided; trainers/coaches-in-

training will also be paired with fully trained state level trainers/coaches to provide on-site 

coaching in the schools.  Standards and expectations modeled from the MiBLSi model will be 

used to assess the readiness of cadre members to provide training and coaching during the next 
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grant year.  State level trainers/coaches-in-training must meet at least 100% of the standards and 

expectations in order to co-train and provide coaching during the following year.  A website and 

electronic communication system will be developed to provide state level trainers/coaches with 

on-going support in the use of best practices in teaching and learning, and encourage family 

engagement to support school success,  the most current evidence-based practices in reading and 

behavior support.  Annual institutes will be held to widen and deepen the scope of professional 

development and support sustainability. 

Cohorts of School-Based Teams and Coaches:  School/District Leadership Teams and 

coaches will be the primary unit of change in meeting the needs of the target population. 

Therefore, the second approach to training is building capacity of school/district teams and 

coaches. A summary of the organizational structure was previously illustrated and can be found 

in Figure 21 on page 36. 

A preliminary outline of goals, objectives, key activities, and expected outcomes can be 

found on pages 49-58 of this grant application.  

 

 

 

 



CFDA 84.323A- Connecticut State Personnel Development Grant Application 07.05.11 
 

 49 

Goal 1: Increase state-level capacity to provide leadership, professional development, coaching and support to schools to 

improve academic and behavior/social outcomes through a continuum of academic and behavior supports. 

 Objectives Key Activities GPRA  Expected Outcomes 

1.1 Establish a State Leadership Team by 

expanding on current partnerships between 

CSDE, SERC, UConn/CBER, RESC Alliance, 

Connecticut’s Birth to Three Program, CT 

PIRC, CPAC, Preschool programs, and the 

Juvenile Justice System. 

• Conduct monthly meetings.  

• Develop electronic 

communication system. 

• Develop specific tools for 

communication and dissemination 

of information regarding reading, 

PBIS, progress monitoring, and 

standards-based IEPs for: 

families, Birth-Three Programs 

and Pre-school Programs, the 

Juvenile Justice System. 

• Develop workshops and on-site, 

job-embedded training for Birth 

1 

3 

 

• Coherence of services 

among various 

partnership agencies. 

• Tools developed along 

with long-term action 

plan for communication 

and dissemination.  

 

 

 

 

• Workshops developed 
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to Three and preschool programs 

on PBIS and pre-literacy. 

1.2 Increase effectiveness of State Leadership 

Team to provide administrative oversight, 

address broader issues of systems change such 

as capacity, development, and sustainability, 

promote visibility and political support, and 

identify funding priorities. 

• Create and conduct an initial state 

assessment, using previously 

established tools from NASDSE, 

NSDC and/ or Center on 

Instruction. 

• Develop annual action plans 

related to funding, visibility, 

policy, and political support 

affecting scale-up of 

Connecticut’s SPDG. 

• Monitor quarterly the completion 

of activities and revise action 

plan(s) as needed. 

1 

3 

• Initial state assessment 

tool created. 

 

 

 

• Action plan completed. 

 

 

 

 

• Items completed at a 

level of 90% or above.  

1.3 Increase cadres of state level trainers/coaches. • Develop criteria, job description, 1 • Selection process will 
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application, and interview process  

for selection of state-level trainers 

be completed by Fall 

2011 

1.4 Provide series of training seminars to develop 

content expertise and delivery of skills, 

including fluency and depth of knowledge and 

ability to connect relevant research. 

• Develop competencies to be 

demonstrated by state level 

trainers and coaches. 

• Conduct assessment of 

trainers/coaches in order to 

determine training needs. 

• Differentiate professional 

development for trainers/coaches 

based on outcomes of needs 

assessment. 

• Create coaching teams that 

include one experienced state-

level trainer/coach with a state-

level trainer/coach-in-training to 

1 

3 

 

• Training rubrics 

developed based on 

MiBLSi model, NSDC, 

CALI Quality 

Assurance Tools 

 

 

 

 

 

• 100% of trainers/ 

coaches will be able to 

demonstrate 100% of 

competencies as 
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build capacity with attention to 

fidelity of content and quality of 

delivery. 

• Provide regular networking 

opportunities to practice delivery, 

refine skills, and share resources 

and ideas using simulated 

scenarios/case studies, including 

analysis of intervention plans and 

IEPs. 

• Create reflection and feedback 

loops using trainer rubrics to 

ensure overall training quality and 

enhanced skill. 

evidenced by 

performance 

assessments using 

trainer rubrics, 

observations, session 

evaluations, and trainer 

reflections. 

Figure 28. 
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Goal 2: Increase the number of schools in Connecticut implementing a scientifically research-based core program of literacy 

instruction driven by common core state standards and positive behavior support and multi-tiered models of interventions. 

 Objectives Key Activities GPRA  Expected Outcomes 

2.1 Select schools to participate in grant. • Refine application process for 

partnership schools. 

• Refine partnership agreement for 

selected schools/districts 

detailing requirements, 

responsibilities, and expected 

outcomes of grant. 

1 

2 

3 

• Application process 

will be developed. 

• Applications will be 

submitted and 

reviewed; and 20 

schools will be selected 

to participate by Fall 

2011. 

2.2 Train 100 schools/district teams in PBIS, 

quality reading instruction, data collection and 

analysis, educational benefit, standards-based 

IEPs, a continuum of support across multiple 

tiers of instruction/intervention, and two-way 

• Design training sequence for 

school/district teams. 

• Host Leadership Launch at the 

beginning of each training 

series/cohort. 

1 

2 

3 

4 

 

• Training sequence 

created by Fall 2011. 

• 100% of teams trained 

with 80% of teams 

reporting confidence in 
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school/family communication systems. • Provide training for 20 schools in 

Year 1; 40 schools in Year 2; 20 

schools in Year 3; and, 20 

schools in Year 4. 

their ability to 

implement content as a 

result of participation. 

2.3 Provide coaching to school/district teams as 

they implement structures practices to address 

individual school and practitioner needs. 

• Provide on-site technical 

assistance for district/school 

coaches.  

1 

2 

3 

 

• Quarterly review of TA 

reports collected will 

indicate a progression 

of implementation at 

the school level. 

2.4 Train school/district coaches to provide 

leadership within their schools/district as they 

implement the systems of SRBI to increase 

positive student behavior and literacy 

achievement and to support sustainability 

beyond life of grant. 

• Develop leadership and coaching 

training curriculum for 

school/district coaches. 

• Provide opportunity for 

school/district coaches to shadow 

with state trainers/coaches.  

1 

2 

3 

4 

• Increased capacity at 

the school/district level 

to support the 

sustainability of 

practices. 

• Increase in quality of 

teaching force as 
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measured through pre 

and post lesson studies. 

2.5 Ensure that schools share all pertinent 

information about the content of and children’s 

progress in literacy and behavior programs to 

promote communication in order to benefit 

from feedback from families and the 

community. 

• Provide training and family-

friendly resources for 

dissemination translated in 

English, Spanish, and other 

languages as needed. 

2 

3 

 

• The increased capacity 

of parents to become 

informed advocates for 

their children is 

reported. 

2.6 Special education teachers who have 

participated in training and technical assistance 

through grant will refine and enhance the skills 

necessary to meet Connecticut requirements for 

highly qualified educators and retain their 

positions for more than two years. 

• Expand UConn-CBER 

partnership to develop pre-

service training for general and 

special education teachers and 

student support services staff in 

the use of evidence-based 

practices. 

1 

2 

3 

4 

• UConn-CBER action 

plan to broaden pre-

service training 

regarding reading, 

behavior support, and 

family engagement in 

student learning. 

Figure 29. 
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Goal 3: Improve the academic achievement of all students, specifically students with disabilities, students of color, and English 

learners. 

 Objectives Key Activities GPRA Expected Outcomes 

3.1 Implementation with fidelity will be self-

assessed three times annually prior to data 

review and action planning sessions and 

assessed on-site by a state-level trainer/coach 

once annually. 

• Utilize a self-assessment tool to 

measure fidelity of 

implementation of all training and 

coaching components. 

• Conduct an assessment of fidelity 

of implementation annually by 

state-level trainer/coach and/or 

school/district coach. 

1 

 

• Tools for self-

assessment of fidelity 

of implementation 

developed. 

 

3.2 Data review and action planning sessions will 

be conducted three times per year through all 

phases of grant participation to support 

implementation fidelity and analysis of student 

achievement. 

• Develop the content and structure 

of the data review and action 

planning session 

• Conduct data review and action 

planning sessions three times per 

1 

2 

3 

• Data review and action 

planning session 

content/structure 

created. 

• Data review and action 
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year. planning sessions 

conducted fall, winter, 

and spring annually. 

3.3 Create a statewide comprehensive reporting 

system to collect, track, and disseminate fidelity 

data, literacy data, major discipline referral 

rates, and performance of students with 

disabilities at participating schools/districts. 

• Conduct research regarding 

currently available curriculum-

based assessments and web-based 

data management tools. 

• Select assessments that are the 

most reliable and valid and a data 

management system that will 

alleviate demands for additional 

data entry and have the greatest 

potential for school/districts to 

use and sustain beyond life of 

grant (e.g., do not require 

extensive training or hardware). 

2 

3 

• Data collection and 

dissemination system 

created. 

• 100 schools at the 

elementary, middle, and 

high school levels will 

increase the percent of 

students at grade level 

or above in reading by 

at least 10% each year 

using curriculum based 

measures. 

• Schools will decrease 
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• Develop an assessment and data 

collection schedule for all years 

of grant. 

the number of major 

discipline referrals to 

<.39/major discipline 

referral per 100 

students. 

• The performance of 

students with 

disabilities will increase 

at the elementary, 

middle, and high school 

levels within 

participating schools as 

measured by the 

reading sections of the 

CMT/CAPT.  

 
Figure 30.
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Figure 31. 
 

Training will follow three phases:  

• Phase I: Exploration and Installation of foundational Tier I (core) practices and systems; 

• Phase II: Initial Implementation of Tier I and training in secondary/tertiary supports; and 

• Phase III: Full Implementation (see Figure 34). 

Phase I: Exploration and Installation  
 
Topic Time 

Requirement 

Leadership Launch 1 day 
 

Overview of Connecticut’s SRBI Framework and School-wide PBIS  3 days 
 

Core Reading Instruction  2 days 
 

Analysis of IEPs for Educational Benefit  1 day 
 

Winter Systems and Data Review/ Spring Systems and Data Review .5 day (each) 
 

Figure 32. 

As a foundation to Phase I, administrators and coaches from participating schools will be 

provided with an overview of Connecticut’s SPDG, training in leadership and coaching, and self-

assessment tools and analysis to launch their schools’ participation in the project.  Emphasis will 

be placed on developing systems within the school/district to create cohesion between efforts to 
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address the academic and behavioral/social needs of students with disabilities through core 

curriculum and instruction, via a continuum of support, while simultaneously developing and 

implementing systems of communication with families throughout the process. 

Phase I Training in Explorations and Installation is eight days of training.  Phase I content 

(see Figure 32) focuses on establishing Tier 1, core curriculum and instructional practices, 

including: school-wide behavioral expectations, alignment of reading instruction to Common 

Core State Standards, analysis of IEPs for Educational Benefit, development of standards-based 

IEPs, establishing effective two-way parent/family education and communication systems 

regarding student progress, and developing systems of data collection and analysis.  Six days of 

on-site coaching will be provided as schools begin to implement the training within their 

individual contexts.  It is expected to take about one year to fully implement the training content 

of Phase I. 

Given the scope of Reading First and previous SPDG projects (Expansion of Early 

Intervening Services, PBIS, and Analyzing Literacy Data for Tiers of Instruction), some schools 

may already have one or more of these systems in place.  Schools will have the opportunity to 

audit certain PBIS or reading trainings by meeting specified criteria to ensure fidelity of 

implementation exists, including analysis of student outcomes such as:  office discipline 

referrals, suspension/expulsion, universal reading assessments, and CMT/CAPT data.  The 

SPDG Project Team will review implementation and student outcome data to determine 

eligibility to audit certain training sessions based on evidence of criteria met.  All schools will be 

required to attend the Leadership Launch, IEP trainings, and both Data Review sessions. 
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To support personnel development, schools will receive a $3,000 stipend to offset the 

cost of attendance (i.e., substitute fees, transportation, etc.) and a stipend of about $1,500 

(depending on school enrollment) to support use of data collection systems (such as SWIS). 

As a result of Phase I training, schools will have gained knowledge of established in Tier 

I behavioral and reading expectations and instruction specifically for students with disabilities.  

School/district teams, with the assistance provided during on-site coaching, will implement the 

training within the context of their own site, and school coaches will provide on-going support 

during the year.  End of Phase I data will show at least 80% fidelity of implementation, 10% 

increase of students at or above grade level on universal reading assessments, and a decrease in 

number of major discipline referrals to <.50/ 100 students. 

Phase II: Initial Implementation 

Topic Time Requirement 

Targeted and Intensive Behavior Interventions and Supports 1 day 

Strategic and Intensive Reading Interventions and Supports 1 day 

Writing Standards-Based IEP Goals and Objectives 2 days 

Systems and Data Review and Action Planning (Fall, Winter, Spring) 3 days 

Figure 33. 

When schools have met Phase I implementation criteria, they move on to Phase II.  In 

Phase II they receive training on targeted and intensive structures and interventions and how to 

write standards-based IEP goals and objectives.  A key component of all training sessions will be 

the development of two-way parent/family communication to support students in need of 

additional supports.  Three additional days will be used to provide training and coaching around 

the use of data for intervention planning and progress monitoring.  Schools will receive $3,000 
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for Phase II training, and a $1500 stipend to support the continued use of an electronic data 

collection system and/or participate in additional training.  Six days of on-site coaching will be 

provided as schools begin to implement the training within their individual contexts.  Training 

commitments in Phase II are detailed in the Figure 33 above.  It is expected that this sequence 

will take one year to complete. 

As a result of Phase II training, schools will have gained the knowledge of 

secondary/tertiary behavioral and reading expectations and instructional practices.  School/ 

district teams, with the assistance provided during on-site coaching, will continue implementing 

the training within the context of their own site, and school coaches will provide on-going 

support during the year.  End of Phase II data will show at least 80% fidelity of implementation, 

an additional 10% increase of students at or above grade level on universal reading assessments, 

and a decrease in number of major discipline referrals to .45/ 100 students. 

Phase III: Full Implementation 

Topic Time Requirement 

Data Review and Action Planning (Fall, Winter, Spring) 2 days 

Figure 34. 

In Phase III, schools do not receive additional fiscal support or professional development, 

but are invited to two data review days.   

School/District Cohort Plans 

School/District Cohort A: 20 Cohort B: 40 Cohort C: 20 Cohort D: 20 

Year 1 Phase 1    

Year 2 Phase 2 Phase 1   
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Figure 35 

NOTE: Phases may take more or less than one year to complete; the table above indicates 

typically expected progress.  However, flexibility will be used to determine individual schools’ 

actual progress based on outcome measures. 

Project Sustainability Through On-site Coaching.  On-site coaching will be provided via 

technical assistance visits that facilitate the implementation of the training sessions within the 

context of each individual school.  Schools in Phase I will receive 6 days of on-site coaching 

provided by state-level trainers/coaches; schools in Phase II will receive 6 days of on-site 

coaching. These visits will occur approximately every 6 weeks throughout the school year.  

During Phase I, on-site coaching will assist schools as they develop the foundations of Tier 1 

behavior and reading curricula.  Possible areas of assistance may include:  

• Leadership: development of the leadership team, foundations of SRBI systems, intersection 

of behavior and reading achievement, and action planning; 

• Behavior: development of  school-wide expectations for behavior, clarity of major and minor 

disciplinary offenses, and/or lessons for  teaching behavioral expectations; 

• Reading: administration of and decision-making based on the results of universal reading 

assessments, development of the school-wide reading model and explicit reading instruction;  

• Coaches: coaching of school/district coaches/teacher leaders;  

Year 3 Phase 3 Phase 2 Phase 1  

Year 4 

Sustainability 

Phase 3 Phase 2 Phase 1 

Year 5 

Sustainability 

Phase 3 Phase 2 

Year 6 
CSDE/SERC Sustainability Phase 3 
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• Students with disabilities: analysis of IEPs for educational benefit, scaling-up instructional 

strategies for behavior and/or reading instruction for students with disabilities; 

• Culturally-responsive practices:  raising consciousness of own cultural/racial identity, 

attitudes and biases, and reflection on how they affect teacher-student relationships and 

influence teaching practices; school-wide analysis of trends  and patterns in student 

performance and examination of the practices that may be hindering student achievement; 

increased knowledge of stages of language acquisition; 

• Parents and community: development of communication systems with parents and families; 

outreach to birth-to-three community services and pre-kindergarten children.  

During Phase II, on-site coaching will assist schools as they sustain and scale-up their Tier 1 

programming and implement systems to address Tier 2 and Tier 3 interventions and supports.  

Possible areas of assistance may include continuing support of Phase I topics and: 

• Leadership: the role of leadership in the implementation of Tier 2 and Tier 3 supports, data 

review and action planning; 

• Behavior: use of observation-based assessment; identification of students in need of strategic 

or intensive support, functional behavior analysis;  

• Reading: administration of and decision-making based on results of universal reading 

assessments, development of targeted and intensive reading supports and interventions;  

• Students with disabilities: writing standards-based IEP goals and objectives; 

• Parents and community: family involvement in the intervention planning and IEP 

development process. 
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D. PROJECT PERSONNEL  

Anne Louise Thompson (.1 FTE In-kind).  Anne Louise Thompson is the current Chief of the 

Bureau of Special Education, at the CSDE.  As Connecticut’s state director of special education, 

Ms. Thompson will provide leadership and overall administrative support for CT’s SPDG; 

supervise the Project Co-Lead at the CSDE; oversee compliance with federal and state 

requirements; and ensure that all reporting and contractual responsibilities are fulfilled.  Ms. 

Thompson will serve on the State Leadership Team as the CT SPDG Project Director. 

Marianne Kirner, Ph.D. (.1 FTE In-kind).  Dr. Marianne Kirner is the current Executive Director 

of SERC.  SERC has been the CSDE’s training and technical assistance arm for over forty years.  

As the Executive Director of SERC for over twenty-five years, Dr. Kirner serves as CSPD 

Coordinator.  She also serves on the Commissioner of Education’s Administrative Council.  

Under her leadership, SERC has grown and evolved into an established statewide resource to all 

educational interests in Connecticut.  She is a leader in systems change through professional 

development for teachers, administrators, other educators, and families/ community members.  

Dr. Kirner will be a member of the State Leadership Team for the project. She will supervise the 

SERC Project Co-Lead. 

George Sugai, Ph.D.(.1FTE In-kind).  Dr. George Sugai is a Carole J. Neag Endowed Professor 

in Special Education in the Neag School of Education at UConn.  He has extensive expertise in 

behavior analysis, classroom and behavior management, school-wide discipline, function-based 

behavior support, positive behavior supports, and educating students with emotional and 

behavioral disorders.  He conducts applied school and classroom research and works with 

schools to translate research into practice.  He is currently co-director (with Rob Horner) of the 

Center on PBIS at UConn and the University of Oregon, and Director of CBER in the Neag 
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School of Education.  As a part of the project, Dr. Sugai will serve on the State Leadership Team 

and consult and collaborate with the CSDE and SERC in the development of Connecticut’s 

statewide system.  He will also provide professional development to state-level trainers and 

coaches. 

Colleen Hayles (.20 FTE).  Colleen Hayles will serve as the CSDE Co-Lead for the Connecticut 

SPDG.  In her role as Co-Lead, she will be responsible for monitoring and managing the project 

work plan, conducting progress meetings on a regular basis with key project staff, and reporting 

monthly to the State Leadership Team.  In her capacity as an Education Consultant with the 

Bureau of Special Education, Ms. Hayles has extensive experience managing complex and multi-

faceted projects.  She has a strong background in special education and professional development 

and she manages Indicator 8 of CT’s SPP regarding parent engagement. 

TBD, Project Co-Lead, SERC (1.0 FTE).  The SERC Co-Lead will work closely with CSDE Co-

Lead (Colleen Hayles).  The Co-Lead at SERC will have responsibility for the implementation of 

the project and overseeing the objectives as established for goals 1-3. The individual to be hired 

for this position will have extensive understanding and expertise with systems change, 

professional development, coaching, and program evaluation.  This individual will also have 

experience in managing and sustaining complex and multi-faceted projects, a strong background 

in education and reform, and demonstrated ability to work collaboratively with a diverse group 

of stakeholders.  

Michael Coyne, PhD.  Dr. Michael Coyne is Associate Professor and Program Coordinator of 

Special Education at UConn.  He is also a Research Scientist at CBER.  He has expertise in 

beginning reading and early vocabulary instruction and intervention, school-based experimental 

research, multi-tiered or RtI systems of support, and effective practices for students with learning 
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disabilities.  Dr. Coyne has directed or co-directed three multi-year research grants funded by the 

USDE’s Institute of Education Sciences focused on optimizing vocabulary and beginning 

reading practices for students with diverse learning needs through school-based experimental 

research.  Dr. Coyne provides assistance and consultation to school districts.  Dr. Coyne holds 

certification in both elementary and special education and is a former special educator in public 

schools.  He will provide content expertise for the project at both the state and school level. 

Michael Faggella-Luby, Ph.D.  Dr. Michael Faggella-Luby is an Assistant Professor of Special 

Education in the Neag School of Education at UConn. He is also a research scientist at CBER 

and an associate research scholar at the Center on Postsecondary Education and Disability 

(CPED).  Dr. Faggella-Luby teaches courses related to preparing educators to evaluate, select, 

plan, and implement research-based methods and instructional materials for teaching students 

with and without disabilities who are at risk for failure.  His scholarly interests focus on learning 

disabilities, literacy, reading education, special education, diverse learning needs, instructional 

design, secondary education, and school reform.  He has written publications related to cognitive 

learning strategies, response-to-intervention (RtI)/scientifically research-based instruction 

(SRBI), self-determination, literacy, and urban school reform.  Dr. Faggella-Luby’s primary 

research interest focuses on embedding instruction in learning strategies into subject-area courses 

to improve reading comprehension for all levels of learners.  He received the 2006 Outstanding 

Researcher Award from the Council for Learning Disabilities and the 2007 Annual Dissertation 

Award from CEC's Division of Learning Disabilities for his dissertation study Embedded 

Learning Strategy Instruction: Story-Structure Pedagogy in Secondary Classes for Diverse 

Learners.  Before joining the faculty at UConn, Dr. Faggella-Luby was a doctoral fellow at the 

University of Kansas Center for Research on Learning (KU-CRL) under the direction of Drs. 
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Donald Deshler and Jean Schumaker and there earned his doctorate.  Dr. Faggella-Luby is a 

former high school administrator and teacher.  He will provide content expertise for the project at 

both the state and school level. 

Joanne White.  Joanne White is an Education Consultant at the CSDE.  She currently serves as 

the State Coordinator of the Common Core State Standards.  In previous years at the CSDE, she 

worked as the Connecticut Reading First Program Director while also sitting on the SRBI State 

Leadership Team and chairing the reading committee of the Governor’s Early Childhood Cabinet. 

Ms. White has an extensive background in professional development; she has presented at a number 

of national and regional reading, dyslexia, and special education conferences.  She is currently a 

doctoral student in educational policy and leadership at the University of Massachusetts, Amherst.  

As a part of the project, Ms. White will serve on the State Leadership Team and consult and 

collaborate with SERC in the development and delivery of training regarding quality reading 

instruction. 

State-Level Trainers/Coaches of Trainers and Coaches.  Key staff members of SERC and CT 

PIRC will lead the provision of  training and coaching at the state and school level under the 

guidance of Drs. Sugai, Coyne, and Faggella-Luby.  In this role, staff will build the capacity of 

others to work as coaches and trainers in high needs districts as assigned and to ensure fidelity of 

implementation and sustainability of the project.  This staff includes, but is not limited to: 

Sarah Brzozowy, Ed.D. Dr. Sarah Brzozowy is a Consultant on the School Improvement Team at 

SERC.  In her role as a trainer and coach, she will use her expertise in analyzing data to assist 

school/district teams.  She has extensive teaching experiences, including urban, suburban, and 

rural districts.  As a part of her dissertation project, Dr. Brzozowy focused on the achievement 

gap in Connecticut and the efforts made to address it.  
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Ingrid Canady.  Ingrid Canady is an Assistant Director for Program Development and Workforce 

Support Services with SERC.  Her responsibilities include oversight of the CT PIRC. Ms. 

Canady is a native of Costa Rica. She came to the United States over twenty years ago, and has 

worked in the field of education for the last 15 years.  Her educational career began as a Head 

Start educator.  Her passion focuses on teaching, learning, and supporting equitable and socially 

just educational environments for all children.  Since 2003, Ms. Canady’s work has included a 

focus on the hidden realities of institutionalized racism and its impact in today’s classrooms.   

Gerald M. Hairston.   Mr. Gerald Hairston is a Consultant on the Initiative for Diversity in 

Education at SERC.  He has served in various capacities relative to supporting schools, youth, 

and families.  Mr. Hairston has been involved in roles ranging from instructional to program 

management.  He has also worked to support the implementation of an initiative to monitor 

student success across a comprehensive network of student/youth support agencies.  Mr. 

Hairston will bring a vision of how to strategically link stakeholders and their resources to have a 

meaningful impact on student needs, particularly students of color, including young black males. 

Kristina Jones. As a SERC Consultant, Ms. Kristina Jones coordinates the Connecticut 

Collaborative for PBIS, the Connecticut SPDG PBIS Model Sites, and Statewide Trainer of 

Trainers Cadres for PBIS.  Ms. Jones will continue to collaborate with Dr. George Sugai to 

develop the Integrated Trainer of Trainers Model in collaboration with Dr. Steven Goodman 

from the Michigan MiBlSi Project.  She will assist to ensure fidelity to systems of training, 

coaching, evaluation, and behavioral expertise; partner with the SISEP Center to evaluate and 

enhance Connecticut’s capacity to implement and scale up effective behavioral education 

innovations; and contribute her expertise in designing and developing training for the project. 
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Jared Lancer, Ed.D.  Dr. Lancer is a Consultant with the School Improvement Team at SERC.  

His prior experiences in Southern California and Chicago include teaching, counseling, and 

administrative positions at the elementary, secondary, and university level in both public and 

private settings.  Dr. Lancer’s expertise includes instructional leadership, curriculum coherence, 

and professional learning communities and is guided by research regarding Racial Socialization, 

Group Identity Formation and Culture; Learning Theory and Cultural Variation in Learning; 

Authentic Learning and Assessment; High Quality Learning and Instruction; and Social 

Construction of Knowledge. 

Michelle LeBrun-Griffin.  As a SERC Consultant, Ms. Michelle LeBrun-Griffin is responsible 

for facilitating the development and programming for Connecticut’s Framework for SRBI in 

collaboration with the CSDE.  She facilitated the work of the SRBI Advisory Panel convened in 

2006, was a contributing author for CT’s SRBI document published in 2008.  Ms. Griffin is 

recognized as a lead trainer for SRBI in the state.  Currently, she facilitates the learning and 

capacity building of CT’s SRBI Anchor Trainers, oversees the EIS-SPDG grant, and partners 

with a variety of districts and schools, PreK-12, as they strive to provide a comprehensive, 

continuum of support for all students.  As a catalyst for systems change, she is a highly sought 

after consultant with expertise in early intervention, school-wide positive behavior supports, 

differentiated instruction, co-teaching, data-driven decision making, and responsible inclusive 

practice. 

Greta Skiles.  Ms. Greta Skiles is an education consultant at SERC on the Teaching & Learning 

Team. She has a wide range of experiences working as a classroom teacher, reading consultant, 

and elementary school principal.  At SERC, Ms. Skiles focuses include literacy instruction, 

assessment, and SRBI/RTI.  In addition, she provides training and technical assistance in 
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standards-driven accountability systems through CALI.  This includes supporting educators in 

the use of Common Core State Standards.  Ms. Skiles currently coordinates an SPDG project 

called “Analyzing Literacy Data for Tiers of Instruction.” This grant project assists instructional 

data teams in analyzing literacy assessment data to plan research-based literacy instruction 

targeted to student needs.  

Barbara Slone.  Ms. Barbara Slone coordinates the Families as Partners Initiative with the CT 

PIRC.  She has been a consultant at SERC for eighteen years.  Currently, Ms. Slone is working 

with school personnel in the areas of positive behavioral supports, inclusionary practices, and 

school-family-community partnerships.  She also provides education and advocacy training for 

school professionals and families of children with disabilities in the processes and procedures of 

special education.  Ms. Slone will support the Connecticut SPDG as a trainer and facilitator in 

statewide professional development activities and work with targeted schools.  

Janet N.Y. Zarchen.  Ms. Zarchen has been a SERC Consultant for nine years with extensive 

experience with the CT’s Reading First Program.  She uses multicultural literature and 

information about a variety of cultures to enhance participants’ knowledge.  With more than 

twenty years of experience working in diverse settings and using culturally responsible practice 

to engage students, Ms. Zarchen has been greatly influenced by her work with English Learners 

both in the U.S. and abroad.  

As an application requirement, a Person Loading Chart is located in Appendix A, Figure 

3 to outline the time commitment of all of the above named project personnel. 

SERC/RESC Alliance/CT-PIRC/CPAC 

 Trainers and coaches will be identified from SERC, the RESC Alliance, CT PIRC, and 

CPAC.  These individuals have extensive experience in training, coaching, and technical 
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assistance at the state, regional, and local level, as well as specific expertise in SRBI, quality 

reading instruction, positive behavior support systems, special education, and/or family 

engagement.  In addition, these individuals have extensive experience with complex and multi-

faceted projects, the provision of professional development to a diverse group of stakeholders, 

and collaboration with other service providers involved with statewide systems change efforts. 

Currently, there are seventeen SRBI Anchor Trainers that met the quality assurance 

criteria to provide statewide training and technical assistance to targeted schools.  These Trainers 

continue to meet on a quarterly basis to share knowledge, research, resources, and expertise.  

This professional learning community will be expanded in the coming year to include IHE and 

LEA representatives.  In addition, ten trainers have completed a “training of trainers” series for 

PBIS, and there are also a number of state trainers affiliated with the implementation of quality 

reading instruction through Connecticut’s Reading First grant.  Initial trainers and coaches for 

this project will be selected from this pool of applicants with experience working with school 

leadership teams.  They will participate in a series of seminars for trainers and coaches to 

enhance their knowledge, understanding, and capacity to provide training and technical 

assistance for participating schools of this project. 

E. ADEQUACY OF RESOURCES 

Lead Organization Adequacy of Resources 

The Connecticut SPDG will be overseen by the CSDE, Bureau of Special Education, 

under the direction of Anne Louise Thompson.  Ms. Thompson has identified Colleen Hayes to 

serve as Project Co-Lead.  Ms. Hayes will take on the responsibility of ensuring the objectives 

and outcomes are met and progress is being made as planned.  The daily operations of the 

proposed project will be administered by SERC, as the primary contractor, under the direction of 
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Dr. Marianne Kirner.  Dr. Kirner will hire a new employee to serve as the Project Co-Lead (as 

outlined in Part D, Personnel Section).  In addition, an administrative assistant will be hired by 

SERC to work directly with Dr. Kirner and the TBD Project Co-Lead for SERC on the 

Connecticut SPDG.  In review, SERC is the training and technical assistance arm of the CSDE, 

established by the Connecticut General Assembly and the Connecticut State Board of Education 

in 1969. 

The systems and structures of collaboration and communication between the Bureau of 

Special Education and SERC have already been fully established with a long history together of 

project design, development, administration, and oversight.  Ms. Thompson and Dr. Kirner meet 

bi-weekly and other staff participate in these regularly scheduled meetings as appropriate.  

Collaboration and communication between the Project Co-Leads will be accomplished through 

weekly phone conversations, daily email, web-based file sharing, and regular meetings.  Each 

facility is fully equipped with personnel development training rooms, LCD projectors, 

computers, smart boards, wireless internet, and other equipment for use with the Connecticut 

SPDG .  Each staff has a laptop computer issued to them from SERC or CSDE and the budget 

highlights the planned purchase of computers for new personnel and iPad2s for data collection.  

Relevance and Demonstrated Commitment of Partners 

State Leadership Team.  A State Leadership Team has been identified (see Section B and 

Appendix A. Figure 3).  It is a representative group of CSDE, SERC, required partners, 

policymakers, and interested and invested stakeholders, such as family representatives and 

community members.  The Team has made a commitment to meet on a monthly basis. The State 

Leadership Team includes expertise in areas within the field of education relevant to the 

successful accomplishment of the goals outlined in the grant proposal.  Areas of expertise 
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include, but are not limited to: Connecticut’s framework for SRBI, culturally responsive 

teaching, PBIS content and systems, quality reading instruction, data driven decision-making, 

IHE programs, and methods for providing effective and meaningful professional development 

and technical assistance to effect systems change.  The Team will work closely with a National 

Advisory Panel that will provide expertise and insight regarding Connecticut efforts to establish 

a statewide system of academic and behavioral interventions and supports. 

CSDE reflects a long track record and history of successfully working in collaboration 

with SERC to design and conduct high quality professional development, coaching, and 

technical assistance opportunities for educators, families, and others throughout the state.  The 

excellence represented in statewide programming offered by CSDE is attributable in large part to 

an ongoing collaborative partnership with SERC. 

State Education Resource Center (SERC).  SERC is a non-profit agency established in 

1969 to provide parent education, professional development, and information to Connecticut’s 

families and educators.  It is established under Section 10-76n of the Connecticut General 

Statutes and is fiscally administered by Rensselaer of Hartford.  Initially established with 

Education of the Handicapped Act (EHA) funds, funding continues under Public Law 108-446, 

the Individuals with Disabilities Education Improvement Act of 2004 (IDEIA) and a number of 

other programs (including those funded under NCLB, private foundations, state and local 

resources, and the Department of Developmental Services which administers Connecticut’s Part 

C Birth to Three Program).  

Over the years, SERC’s initiatives have evolved from being primarily a resource for 

special educators to a comprehensive professional development and technical assistance support 

provider and resource for all Connecticut districts, schools, and educators, as well as other 
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human services professionals and families.  Initiatives have expanded to involve teaching and 

learning, literacy and numeracy, culturally responsive teaching, school improvement, early 

childhood education, family involvement, English learners, assessment, positive behavior 

supports, and other focus areas. All of these efforts are designed to address Connecticut’s 

achievement gaps by meeting the needs of diverse populations. 

University of Connecticut – Center for Behavior Education Research.  An additional and 

very important collaborative partner and service provider is the University of Connecticut, 

Center for Behavior Education Research.  Its Director, Dr. George Sugai, will serve as a 

consultant and a collaborator with SERC and CSDE to successfully accomplish the goals and 

student outcomes detailed in this grant.  Dr’s. Michael Coyne and Michael Fagella–Luby will 

also serve as state-level trainers and coaches. 

Regional Education Service Centers (RESCs).  RESCs were created more than thirty 

years ago by legislative mandate to help districts communicate and collaborate.  Some years 

later, a formal Alliance of Connecticut's six RESCs was established.  RESCs are public 

education agencies whose main purpose is to "furnish programs and services" to Connecticut's 

public school districts.  RESCs’ regionalized services have enabled schools to consolidate 

resources across districts.  The RESC Alliance works with multiple state agencies in addition to 

CSDE and SERC.  The work of the RESC Alliance reflects a record of successfully working 

with diverse school districts and schools to implement and sustain evidence based approaches 

that transform practice and increase student achievement.  The high quality tools and 

professional development resources available to districts and schools through the RESC Alliance 

is a product of successful collaboration and partnership with CSDE and SERC over many years. 
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Connecticut Parent Advocacy Center.  The Connecticut Parent Advocacy Center, Inc. 

(CPAC) is a statewide nonprofit organization that offers information and support to families of 

children with any disability or chronic illness, age birth through twenty-six.  The Center is 

committed to the idea that parents can be the most effective advocates for their children, given 

the confidence that knowledge and understanding of special education law and its procedures can 

bring.  Through outreach efforts and referrals from schools, social service agencies and other 

parents, the number of families that the CPAC serves has grown dramatically over the past 

twenty years.  More specifically, CPAC addresses Indicator 8, which involves making 

improvements toward an increase in the percent of parents with a child who receives special 

education services who report that schools facilitated parent involvement as a means of 

improving services and results for children with disabilities. 

Connecticut Parent Information Resource Center.  The Connecticut Parent Information 

and Resource Center (CT PIRC) is guided by the overarching principle that all families have 

strengths and play a critical role in their children’s educational success.  The program works 

through strong relationships with community organizations, school districts and faith-based 

organizations. CT PIRC uses statewide information dissemination strategies and both a school-

linked and school-based training/technical assistance (TA) model.  

National Advisory Panel.  Connecticut SPDG has identified a National Advisory Panel in 

order to provide a more objective and national perspective that will guide Connecticut’s direction 

and successful implementation and accomplishment of the goals outlined in this grant.  It is 

important to note here that the composition of this advisory panel will continue to grow and 

develop over the five year period of the grant, particularly as areas of additional expertise are 

identified that would further our collective thinking as unforeseen challenges are encountered.  
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The proposed members of the National Advisory Panel for the project at this time are in 

alphabetical order below.  As a collective group, the professional experience, background and 

academic knowledge represented on this panel will provide the Connecticut SPDG with the 

necessary professional resources and guidance to successfully develop the structures for 

accomplishing the statewide system envisioned in this grant application. 

Joyce Epstein.  Dr. Epstein is Director of the Center on School, Family, and Community 

Partnerships (SFCP) and the National Network of Partnership Schools (NNPS) and Principal 

Research Scientist and Professor of Sociology at Johns Hopkins University.  In 1995, she 

established the NNPS, which provides professional development to enable school, district, and 

state leaders to develop research-based programs of family and community involvement.  Dr. 

Epstein has written over one hundred publications on family and community involvement.  

Among recent awards, she was named a Fellow of the American Educational Research 

Association (AERA) in 2009 and received the 2009 Elizabeth Cohen Award for Applied 

Research from AERA’s Sociology of Education Special Interest Group.  Her current research 

focuses on how district and school leadership affects the quality of schools’ programs for family 

and community involvement and resulting student outcomes. 

Steve Goodman.  Dr. Goodman currently serves as the Co-director of Michigan’s Integrated 

Behavior and Learning Support Initiative (MiBLSi).  Dr. Goodman has served as the Principal 

Investigator for a model demonstration grant focusing on the implementation of school-wide 

reading and behavior.  He has published articles in the area of school-wide behavior and reading 

support as well as RtI. Additionally, Dr. Goodman served as a behavioral consultant for special 

education in the Ottawa Area Intermediate School District.  He has been an adjunct professor of 
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psychology and education at Grand Valley State University.  Dr. Goodman has extensive 

training experience on developing effective school-wide systems of interventions and supports. 

Janette Klingner.  Dr. Klingner is a Professor of Education specializing in bilingual special 

education at the University of Colorado at Boulder.  She was a bilingual special education 

teacher for ten years before earning a Ph.D. in reading and learning disabilities from the 

University of Miami.  She is a Co-Principal Investigator for the National Center for Culturally 

Responsive Education Systems (NCCRESt), a technical assistance center founded to address the 

disproportionate representation of students of color and English learners in special education.  To 

date, Dr. Klingner has authored or co-authored more than 100 articles, books, and chapters, and 

presented at numerous national and international conferences, frequently as a keynote speaker.  

In 2004, she was honored with AERA’s Early Career Award.  Currently, Dr. Klingner is a Vice-

President for two organizations: the International Academy for Research on Learning Disabilities 

and the Council for Exceptional Children’s Division for Learning Disabilities.  She is the past 

Co-Editor of the Review of Educational Research, an Associate Editor for the Journal of 

Learning Disabilities.  Her research interests include reading comprehension instruction for 

diverse populations and professional development that leads to sustained implementation of 

validated practices. 

Alfred Tatum.  Dr. Tatum is an Associate Professor in the Department of Literacy Education at 

the University of Illinois at Chicago.  Before joining their faculty, he served as a reading clinic 

Director, Senior Program Associate for the North Central Regional Education Lab, (NCREL) 

and Assistant Professor of curriculum and instruction at the University of Maryland.  He began 

his career as an eighth-grade teacher, later becoming a reading specialist.  Currently, Dr. Tatum 

serves on the National Advisory Reading Committee of the National Assessment of Educational 
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Progress (NAEP).  He provides professional development support to schools across the nation 

interested in addressing the literacy needs of students characterized as vulnerable, particularly 

African-American adolescent males.  He has also published in nine journals including Reading 

Research Quarterly, The Reading Teacher, Journal of Adolescent & Adult Literacy, Educational 

Leadership, the Journal of College Reading and Learning, and Principal Leadership.  Dr. 

Tatum’s research interests are the literacy development of African-American adolescent males 

and teacher professional development in urban middle and high schools. 

Adequacy and Reasonableness of Budget to Support Proposed Project 

The budget is adequate to support the proposed project as outlined in this grant 

application.  The budget will support the needed infrastructure to further develop, implement, 

and sustain the use of Connecticut’s framework for SRBI to improve student achievement.  Over 

the last nine years, Connecticut has developed a very successful model for training individual 

schools and districts in PBIS and reading.  In addition, the various training agencies identified in 

this grant have forged partnerships with LEAs in each area, but a more robust, integrated 

professional development model is needed.  

Through funding of Connecticut’s SPDG, sustainability will be enhanced, and schools 

will be afforded substantive professional development, contextualized to meet their specific 

needs in order to improve student achievement. The budget allocations that support school 

implementation are designed to help offset the costs of learning new skills, establishing data-

bases for decision making, creating new structures of coaching and technical assistance across 

the state, and developing a comprehensive system of training to deliver the integrated model to 

districts and schools.  Budget allotments for schools are not designed to add additional school 

personnel rather they are provided as incentives for district and building level administrators and 
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teachers to engage in this model of school reform.  Over time, it is expected that a wide audience 

of concerned stakeholders and educators in partner districts/schools, will be impacted resulting in 

corresponding philosophy, practice, and resource allocation that is sustained beyond the life of 

this grant.  

Sustainability 

At the completion of the five year period, Connecticut will have at least an additional 100 

schools implementing a school-wide model of student reading and behavioral supports that 

promote the habits of mind for academic success and lifelong learning. There will be twenty 

additional state trainers and coaches to support the ongoing implementation, expansion, and 

sustainability of Connecticut’s framework for SRBI.  In addition, many new trainers and coaches 

will demonstrate the capacity to provide the leadership and ongoing support needed at the district 

and school level in their current or future positions. 

With the anticipated success of this project, Connecticut can serve as a model state for 

others across the country to study, learn from, and potentially customize our anticipated best 

practices and lessons learned.  At the end of the grant period, Connecticut will have created a 

model of scaling up of the continued development, application, and refinement of research-based 

practices at the state level.  

At the local level, over 250 schools have previously partnered with the 

SERC/UCONN/RESC collaborative to establish new positions to support the development of 

school-wide PBIS in districts throughout the state.  This continued interest in PBIS and its 

systems illustrate that LEAs and schools are finding the outcomes of their preparation of the 

PBIS model significant enough to continue to support local implementation by dedication of 

staff time, including the addition of behavior specialists at the school level.  This recent history 
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provides evidence that accomplishments over the next five years will certainly promote the 

current local funding priorities in districts and schools that align to the strategies outlined here 

for raising student achievement.   

F. MANAGEMENT PLAN 

The project will serve various functions at the differing levels including technical 

assistance, personnel development, and the development of tools to improve behavior and 

reading support practices for elementary, middle, and high schools (see Appendix A. Figure 4.) 

To ensure that the project activities and outcomes are achieved in a timely and efficient manner, 

critical measures (as outlined in the evaluation plan), will be collected frequently.  Much of the 

information will be collected monthly as well as in more detail quarterly.  The project co-leads 

will share the information with the State Leadership Team at each meeting, as outlined 

previously. An action plan will be developed with the State Leadership Team at the first meeting 

in the Fall 2011. The action plan will be reviewed and revised at each meeting based on the data 

collected. Goals, outcomes, and objectives will be monitored and addressed to improve the 

outcomes for the project. The State Leadership Team brings members with a diversity of 

perspectives to make sure the action plans address all targeted groups. In addition, other project 

partners and stakeholders will provide input into the action plan as a means to continue to 

improve the project.  

Management and Oversight.  Management and oversight of the project are the primary 

responsibility of the State Leadership Team, Project Director, and the Project Co-Leads, as 

outlined in the Personnel Section of the grant application.  
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G. PROJECT EVALUATION 

Glen Martin Associates (GMA), a program evaluation and consulting firm in Troy, NY, 

which conducted the external evaluation for both Connecticut SIG (2000-2006) and the previous 

Connecticut SPDG (2005-2011), will continue in the same capacity for the proposed Connecticut 

SPDG.  The evaluation team will be led by Rebecca Walker, Director of GMA, who has been the 

Connecticut SPDG lead evaluator, as well as an active participant in OSEP’s SIGNetwork, for 

the past six years.   

The evaluation team will work closely with the Connecticut SPDG Project Coordinator 

and State Leadership Team to implement an evaluation that measures progress towards the 

project’s overarching purpose: to build and sustain a statewide system of support for 

implementing Scientifically Researched Based Interventions (SRBI) in order to increase literacy 

achievement and positive behavior of students with disabilities.  The degree of systems change 

envisioned in this statement will require simultaneous, coordinated activities at multiple levels 

(state, regional, district, school, and student) and with consideration to various contexts 

(implementation, fidelity, sustainability, capacity building, and collaboration).  Consequently, 

the evaluation design will also need to be multi-faceted and comprehensive in scope, providing 

both formative and summative data to various stakeholder groups; but also flexible, as multiple 

dynamics and change processes are likely to be occurring within the project at any given point in 

time. 

The extent to which the methods of evaluation are thorough, feasible, and appropriate to 

the goals, objectives and outcomes of the proposed project. 

 To ensure that the methods of the Connecticut SPDG project evaluation will be thorough, 

feasible, and appropriate to the proposed project, two constructs, defined here as the Connecticut 
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SPDG Conceptual Evaluation Model and the Connecticut SPDG Evaluation Framework have 

been developed.  These constructs are aligned with the goals and overall intent of both the 

Connecticut SPDG project and the overall SPDG program, and have been drawn from the 

experiences, concepts and theories of four inter-related sources:  1) the evaluation team’s work 

during Connecticut’s first SPDG; 2) the collaborative, well-established national network of 

SPDG evaluators; 3) the growing literature on implementation research and evaluation from the 

National Implementation Research Network (NIRN) and the State Implementation and Scaling 

up Evidence-based Practices (SISEP) Center; and 4) the systems-oriented work of the W.K. 

Kellogg Foundation (WKKF) in evaluating large-scale, multi-level, multi-site initiatives. 

Conceptual Model.   The Conceptual Model (see Figure 36) that informs the Connecticut 

SPDG evaluation design has been included on the following page.  The diagram was adapted 

from a cascading logic model originally presented by the National Implementation Research 

Network.  Process data (activities and outputs) regarding the project’s core components, 

including but not limited to quality professional development, are shown as providing critical 

contextual information that serves as the evaluation’s foundation.  An assessment of this process 

data moves the evaluation from its foundation to a discussion of implementation outcomes (often 

reported in terms of drivers, degrees, stages or fidelity) and as depicted by the bulleted 

information behind Goals 1 and 2.  Finally, the evaluation progresses to the forefront of the 

diagram as the project’s intended outcomes, which are rooted within the project’s three main 

goals, are examined. 
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Connecticut’s SPDG Conceptual Evaluation Model 

 

 

 

            State & Regional                                                                                                                                                             District & School 

Figure 36.    Source:  GMA, 2011 

The sequence of the goals is intended to reflect the fact that the provision of professional 

development or the introduction of an “innovative practice” is not enough to influence student 

outcomes.  So, although improving outcomes for students with disabilities is arguably the most 

important of the three goals, it is addressed last, because it cannot occur without progress first 

being made towards the other two goals.  The sequence is also meant to demonstrate the 

importance of evaluating implementation processes at the state and project management levels 

before and while such measures are being instituted at the school and educator level, as their 

relationship is typically progressive (yet undoubtedly iterative) and assumed to be highly 

correlational. 

Evaluation Framework.  While the Conceptual Model presented above depicts the 

importance of establishing and collecting data on the necessary conditions for implementation, 

the Evaluation Framework offers an overarching evaluation approach, referred to here as 

“initiative evaluation”.  An “initiative evaluation” approach, a term coined and developed by the 

Kellogg Foundation, provides a method for evaluating large-scale programs that include multiple 

projects or sites with common or similar purposes.  It is particularly suited to the evaluation of 

• Implementation 
Drivers 

Increase State-Level 
Capacity 
 (Goal 1) 

• Implementation Stages, 
Degrees &  Fidelity 

Scale-up Effective 
Implementation Practices 

(Goal 2) 

Increase Student 
Achievement 

(Goal 3) 

Project’s Core Components PD PD 
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“systems change” (a defining feature of Connecticut’s SPDG), as the evaluation process relies on 

the same collaborative, capacity building techniques integral to the initiative itself.  In addition, 

as a largely fluid and exploratory approach, it can also provide unique information about 

relationships and patterns across the initiative, information that may not be evident from 

examining a single site.  

As the evaluation progresses from the more practical concepts of implementation to a 

more abstract discussion regarding systems change, the two constructs (the conceptual model 

and the framework) can sometimes feel at odds with one another.  However, when the two 

constructs are systematically integrated, they offer complementary features that can help build a 

bridge between the “what” (of implementation) to the “so what” (of systems change).  

Evaluation Questions.  One key to integrating the two constructs is embedding a series of 

targeted questions into the evaluation plan that can garner information on both the effects of the 

Connecticut’s SPDG project (outcome evaluation) as well as data related to the critical 

implementation activities that directly influence outcomes (process evaluation).   The following 

list offers the central evaluation questions that have thus far been identified.  The terms in 

parentheses indicate whether the question will be primarily addressed in the process or outcome 

evaluation plan. The questions are as follows: 

1. What is the current scope and scale of the project? (process) 

2. What evidence is there that the degree of implementation at the state/regional level is 

sufficient to successfully support schools through all phases of implementation? 

(process) 

3. What evidence is there that schools have been able to adopt and install components of 

the Connecticut’s SPDG? (process) 
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4. How has the Connecticut SPDG affected the state’s capacity to provide leadership, 

professional development, coaching and support to districts and schools? (outcome) 

5. How has the Connecticut SPDG affected schools’ capacity to implement a 

scientifically research-based core program? (outcome) 

6. How has the Connecticut SPDG affected how students (with and without disabilities) 

are performing academically and behaviorally? (outcome) 

The extent to which the methods of evaluation provide for examining the effectiveness of 

project implementation strategies. 

To ensure that the effectiveness of project implementation strategies are examined, a 

detailed process evaluation plan will be developed and implemented with revisions and updates 

occurring, as necessary, throughout the five-year grant period.  Given the scale of the project and 

the number of organizations from which data will likely be sought, it will be crucial that the 

project’s most critical information needs (both for the process and the outcome evaluation) are 

identified at the outset, and that those needs are reassessed on an annual basis.  

Process Evaluation.  A process evaluation collects data on the services and activities that 

are implemented in a program and the policies and procedures that have been put into place.  

These data are most easily categorized into one of two categories: process measures and 

implementation outcomes.  For purposes of this project, process measures (or output data) will 

provide information on the scale and intensity of activities (mostly professional development and 

support); while implementation outcomes will determine the extent to which these activities have 

been implemented as originally designed. 

Collecting process data on measures such as the number of professional development 

sessions or the number of participants can easily lead to futile “bean counting.”  As a result, 
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significant attention will be paid to: how data will be used (by project implementers, educators, 

or evaluators) and how any new data collection efforts can be embedded into participating 

organizations’ existing data procedures and methods.  Given this, it is expected that a more 

detailed process evaluation plan will be completed during the first few months of the project 

period and in collaboration with key stakeholders.  At that time, data sources will be finalized 

and specific output and implementation indicators from each source will be specified.  A 

preliminary outline (or starting point) for that discussion is provided in (Appendix A. Figure 5.)  

Following the table, further information has been provided on the primary and/or potential data 

sources mentioned in the outline.  

Project Activity Reports (EQ1 & EQ2):  During previous SPDG, semi-annual progress 

reports were used to collect data from select project leaders at all levels of implementation 

(school and district, organizational/management and state).  For the proposed Connecticut 

SPDG, the evaluation team anticipates that this system will be modified such that data collection 

will occur more directly and at more frequent intervals (i.e., be less burdensome for individual 

project leaders).  For instance, instead of waiting for the project leader to send activity 

information via a progress report, project implementers will be able to submit this data in real 

time (i.e., as it occurs).  More direct channels of data submission are expected to increase the 

accuracy and completeness of evaluative data, as well as increase stakeholder participation in the 

evaluation itself.  The new system will also enable project leaders to submit more frequent, but 

much shorter activity reports that focus on implementation at the organizational (SERC, RESCs, 

state) level.  The exact layout of these reports will be determined in conjunction with project 

leaders, but the evaluation team envisions a short online form being utilized. 
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CEDaR Database (EQ1 & EQ2):  The Connecticut Education Data and Research 

(CEDaR) database contains publicly available data and can be accessed on the Connecticut 

Department of Education website.  Data will be extracted to determine the aggregate 

race/ethnicity, socioeconomic status, ESL, and disability composition of schools and districts 

participating in the Connecticut SPDG.   

Professional Development Database (EQ1, EQ2, & EQ3):  It is likely that a 

comprehensive online database in which common professional development data elements can 

be entered by various trainers at various sites will be the optimal method for collecting accurate, 

ongoing data on the project’s training efforts.  Potential data elements include specific 

information on the sessions (e.g. day, time, location, trainer, topic); information on participants 

(e.g. the number, school, grade level, position); the format of the session (e.g. lecture, workshop, 

online); and data related to specific requirements of the SPDG grant program (e.g., alignment 

with SPP indicator, planned follow-up activities). 

 Optimally, the database will also include data related to the evaluation of each session.  It 

is expected that session evaluation forms will be distributed at the end of each event and while 

all of the data may not be entered, it will be useful to have some consistent, common evaluation 

data.  The evaluation team will work with the Connecticut’s SPDG project leaders to identify 

two to five specific questions that will either be included on all Connecticut SPDG evaluation 

forms or that can be added to the existing PD evaluation forms used by participating 

organizations.  The selection of these questions will be guided by Guskey’s (2000) tiered model 

of evaluating professional development in an effort to garner information on Level 1 through 

Level 4: participant reactions (Level 1), participant learning (Level 2); organization support and 

change (Level 3); and participant use of knowledge and skill (Level 4).  If the PD evaluations are 
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used throughout the five years of the project, they should provide a rich data source of both 

longitudinal and within-project comparison data. 

Coaching and Technical Assistance Logs (EQ1 & EQ2):  Similar to the previous SPDG, 

SERC TA logs will be used to track the more informal professional development (coaching and 

technical assistance) provided through the project.  As a result of their previous use, we know 

that additional data fields (specific to the SPDG program) will need to be added to the logs, but 

discussions regarding these changes have already occurred.  Also, a similar system will need be 

created for partner agencies. 

Self-Assessment of Degree of Implementation (EQ3):  School-based teams will be asked 

to complete periodic self-assessments to monitor the critical features necessary for successful 

implementation.  

School-based teams will complete the Team Implementation Checklist (TIC) twice a year 

(fall and spring) and will be expected to use the results to monitor PBIS implementation 

activities and to guide action planning of PBIS in the school.  School-based teams will also 

complete the EBS Self-Assessment Survey once a year (spring) to examine the status and the 

need for improvement of four behavior support systems (school-wide, non-classroom, classroom, 

and individual students).  

The Literacy Evaluation Tool (LET), developed during the first SPDG, will be used to 

assess ongoing implementation of the multi-tiered literacy model.  The tool is used to report 

educators’ perceptions across four areas of implementation: 1) assessing students; 2) reading 

curriculum and specific intervention programs; 3) response to intervention; and 4) systems in 

place/systems change. 
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For data collection, one or more of the following will be used: 1) data entry by schools 

using the web-tool https://www.pbisassessment.org; 2) data entry by schools using a new project 

developed database; or 3) data entry by the evaluation team.  Regardless of the entry source, the 

evaluation team expects school and project-level summary reports will be provided after each 

assessment.  These reports, the format for which was developed during the previous Connecticut 

SPDG, will provide quick visual snapshots intended to facilitate data-based decision making by 

the school-based teams.  

The extent to which the methods of evaluation include the use of objective performance 

measures that are clearly related to the intended outcomes of the project and will produce 

quantitative and qualitative data to the extent possible. 

To ensure that the evaluation utilizes objective performance measures that are clearly 

related to the intended outcomes of the project, a detailed outcome evaluation plan will be 

developed and implemented.  Whenever possible, the plan will include the triangulation of 

quantitative and qualitative data, thus increasing the validity of such measures and providing an 

additional degree of confidence to evaluation findings.  

Outcome Evaluation  It is here that the evaluation team would work with project leaders 

to ensure that within each goal (or outcome), one or more key, measurable objectives (see logic 

model Appendix A. Figure 2) are identified and regularly assessed.  These objectives will clearly 

articulate the change (increase, decrease, improve, etc.) that the project seeks and that will be 

measured as evidence of progress towards the respective outcome.  Key objectives will be 

considered in both the short-term (changes the project expects to see); mid-term (changes the 

project wants to see); and in the long-term (changes the project hopes to see).  

https://www.pbisassessment.org/
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Just as multiple objectives may be needed to address a single project outcome, multiple 

performance measures may be needed to adequately evaluate progress towards each established 

objective.  Using multiple performance measures, especially for those objectives that are 

inherently hard to measure, as well as utilizing a mixed-methods (qualitative and quantitative) 

approach whenever possible, will allow the evaluation team to compare and confirm findings 

from multiple sources, thus providing a more comprehensive representation of the project’s 

efforts.  Lastly, the evaluation team will also work with the project to set meaningful targets for 

these measures.  Targets will be set to reflect the amount of change that the project believes will 

demonstrate successful achievement of its objectives at designated intervals during the project 

period.  

Similar to the process evaluation, a detailed outcome evaluation plan, finalizing data 

sources, indicators, and targets, will be developed within the first few months of the project. See 

Figure 38 for a preliminary outline of the outcome evaluation plan.  A summary discussion of 

potential outcome evaluation instruments and related indicators follows the table.  

Connecticut’s SPDG Outcome Evaluation Plan 

Focus Area Related Questions Potential Data Sources 

Evaluation Question (EQ) 4: How has the Connecticut SPDG project affected the state’s 

capacity to provide leadership, professional development, coaching & support to districts 

& schools?  

Goal 1:  Increase state-level capacity to provide leadership, professional development, 

coaching & support to schools to improve academic and behavior/social outcomes through a 

continuum of academic and behavior supports. 

Capacity • Are there active participants from each of the • Meeting minutes & 
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Focus Area Related Questions Potential Data Sources 

Building grant partners on the State Leadership Team? Is 

the group working towards a clear set of 

objectives?  What has been the progress on these 

objectives?  Are responsibilities clearly specified 

for each of the team members? 

• Has a strong cadre of highly qualified trainers 

and coaches been formed? Is the group sufficient 

to meet the PD needs of each region of the state?  

• Are evidence-based professional development 

practices to support the attainment of identified 

competences being utilized regularly and over 

time? (OSEP PM 1)  

• Are trainers and statewide coaches demonstrating 

improved implementation of SPDG-supported 

practices over time? (OSEP PM 2)  

attendance lists; 

Goal Attainment 

Scale; State 

Leadership Team 

Matrix 

• Ongoing PD 

opportunities for & 

list of current 

statewide trainers 

and coaches; 

training requests 

from schools not 

met 

• Session evaluations; 

follow-up 

evaluations 

Systems 

Change &  

Sustainability 

• To what extent have partnerships with the PTI, 

IHE’s, and Birth to Three been fostered?  Are 

stakeholders/grant partners satisfied with the 

level of collaboration? What evidence is there 

that these collaborations can be sustained? 

• Have grant activities for family members and the 

• Interviews or survey 

• Wilder 

Collaboration 

Factors Inventory 

• Dissemination 

efforts evaluated 
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Focus Area Related Questions Potential Data Sources 

community been encouraged and provided? 

• Are follow-up activities to the PD being funded 

such that the use of SPDG –supported practices 

can be sustained over time? (OSEP PM 3)  

• Has information/outcomes on the CT SPDG II 

been disseminated on a regular basis (among 

stakeholders, statewide, and/or nationally)? 

based on original 

communication 

plans 

Evaluation Question (EQ) 5: How has the Connecticut SPDG project affected schools’ 

capacity to implement a scientifically research-based core program? 

Goal 2:  Increase the number of schools in Connecticut implementing a scientifically 

research-based core program of literacy instruction driven by common core state standards 

and positive behavior support and multi-tiered models of intervention. 

Capacity 

Building 

• Are PD participants demonstrating improved 

implementation of SPDG-supported practices 

over time? (OSEP PM 2) 

• How does an external evaluator rate participating 

schools’ fidelity of implementation?  Are schools 

able to maintain fidelity across years? 

• To what extent are school personnel using data 

based decision making on a regular basis? 

• Session evaluations, 

follow-up 

evaluations 

• SET & LET 

• Goal Attainment 

Scale 

Systems 

Change & 

• Have schools been able to scale-up 

implementation by including additional grades in 

• School artifacts 

(scaling-up plans, 
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Focus Area Related Questions Potential Data Sources 

Sustainability the project?  Have districts been able to scale-up 

implementation by adding additional schools to 

the project? 

• Are follow-up activities to the PD being funded 

such that the use of SPDG –supported practices 

can be sustained over time? (OSEP PM 3) 

• Have schools and districts been able to increase 

family and community participation through 

Connecticut SPDG activities?  

continuation 

applications) 

• SET & LET data 

from new schools 

• Wilder 

Collaboration 

Factors Inventory 

Evaluation Question (EQ) 6: How has the Connecticut SPDG project affected how students 

(with & without disabilities) are performing academically & behaviorally? 

Goal 3:  Improve the academic achievement of all students, specifically students with 

disabilities, students of color, and English learners. 

Academic 

Outcomes 

• To what degree did participating schools increase 

the % of students (with and without disabilities) 

at or above benchmark on universal reading 

assessments from fall to spring of the same year?  

From year to year? 

• How do academic outcomes for students (with 

and without disabilities) vary across 

schools/districts at various implementation 

stages? At various levels of implementation 

• Universal reading 

assessments 

• Summary data on 

schools per 

implementation 

phase; SET & LET 

data 

• Annual data 

available through 
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Focus Area Related Questions Potential Data Sources 

fidelity?   

• To what degree did participating schools increase 

graduation rates and decrease drop-out rates?  

CEDaR 

 

Behavioral 

Outcomes 

• To what degree did participating schools reduce 

the rate of disciplinary actions (major and minor 

referrals, suspensions, and expulsions) per 100 

students for students with and without 

disabilities? 

• How do behavior outcomes for students (with 

and without disabilities) vary across 

schools/districts at various implementation 

stages? At various levels of implementation 

fidelity?   

• SWIS, Check-

In/Check-Out data 

• Summary data on 

schools per 

implementation 

phase; SET & LET 

data 

Figure 38 

Goal Attainment Scale (EQ4 & EQ5):  The Goal Attainment Scale (GAS) is a tool for 

tracking and recording the achievement of project activities.  Regular use of a GAS can be used 

to determine if timelines are being met, project milestones have been achieved, and if new 

strategies or activities should be considered.  The evaluation team would propose using this 

instrument as a way to measure “capacity building” progress by the Statewide Leadership Team, 

district- or school-based teams, and/or other teams that may be formed during the project.  The 

tool has several benefits, including providing quantifiable data for information that is usually 

reported qualitatively and the ability to compare groups that may be working on similar activities 
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but have started at different baselines (a school team in exploration vs. a school in full 

implementation).  

At the start of the school year, the State Leadership Team (and/or other teams) would 

begin using the Goal Attainment Scale by selecting 3-5 high priority goals they would like to 

measure.   At specified intervals during the year, individual team members would rate the 

group’s progress on each goal from Level +2: (progress much higher than the anticipated 

outcome) to Level -2 (much less progress than the anticipated outcome).  The formative data 

would be reported back to the group as a “reality check”, bringing the group (if necessary) back 

to the project’s original intent.  It is also useful for identifying differences in opinion among the 

group and to identify needed next steps.  

Wilder Collaboration Factors Inventory (EQ4 & EQ5):  The Wilder Collaboration 

Factors Inventory is based on research conducted by the Wilder Research Center to determine 

what ingredients make for a successful collaboration.  The researchers identified twenty factors 

that influence the success of a collaborative effort.  Similar to the Goal Attainment Scale, it could 

be used by any of the collaborative groups involved in the Connecticut SPDG project (e.g., 

Management Team, district- and school-based team).  The inventory would be given annually, at 

the beginning and end of the school year to measure systems change efforts.  The fall inventory 

would be largely formative (to identify strengths and weakness of the collaboration and to 

prompt planning) and fall-to-spring growth would be used as a summative measure (to identify 

which factors are most often facilitating or hindering Connecticut SPDG collaborations). 

School-Wide Evaluation Tool (EQ5 & EQ6):  The School-wide Evaluation Tool (SET) 

will be used to assess and evaluate the critical features of school-wide effective behavior support 

across each academic school year. The criterion for “implementation with fidelity” is an overall 
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score of 80% plus 80% on “expectations taught.” The SET will be completed annually, on site, 

by an outside evaluator.  SET data will be provided to the evaluation team and will be examined 

for the degree of correlation with the self-assessed TIC scores. 

The Literacy Evaluation Tool (EQ5 & EQ6), discussed earlier in this document, will also 

be used to assess “implementation with fidelity.”  The evaluation team will be working with the 

State Leadership Team to modify the tool as needed for external assessment.  The LET will then 

also be completed annually, on site, by an outside evaluator.  The correlation of LET scores 

(self-assessed and external) will also be examined.  

A web-based universal reading assessment (EQ6):  Thus far, no specific universal 

reading assessments have been identified as potential screening or progress monitoring tools that 

can be used to assess individual student reading outcomes, but a common universal screening 

tool and a web-based data collection system will be used, (such as DIBELS, EasyCBM or 

AIMSWeb.) The Dynamic Indicators of Basic Early Literacy Skills (DIBELS) provides a 

measure for assessing the acquisition of early literacy skills from kindergarten through grade 6; 

while AIMSWeb provides Curriculum-Based Measurement (CBM) probes in the areas of 

reading, math, spelling and written expression through Grade 8.  

 Both potential assessments offer a web-based data system; however, if the use of such 

systems is optional or if additional progress monitoring assessments are adopted, a centralized 

student outcome data collection system may be needed.  In both cases, the evaluation team will 

need to work with the Connecticut SPDG Project Co-Leads and the CSDE to gain access to the 

student level data.  Anticipated obstacles include concerns over student confidentiality and the 

capacity of individual schools to report student-level data at multiple data points and potentially 

across multiple assessments.  Assuming access is provided, specific analyses on student progress 
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at the student, school, district, or project level will be performed.  In addition, cross tabulating 

student progress data with measures hypothesized to affect student outcomes (e.g., demographics 

and implementation status) will lend additional evidence in support or against these assumptions. 

CMT, CAPT (EQ6):  Connecticut’s two statewide summative assessments, the 

Connecticut Mastery Test (CMT) and the Connecticut Academic Performance Test (CAPT), will 

be used as student outcome measures.  The CMT is administered annually to students in grades 3 

through 8 and assesses reading, writing, mathematics and science, while the CAPT is 

administered annually to students in grade 10 and assesses mathematics, science, and reading 

and writing across the disciplines. 

The evaluation team will have access to grade-level CMT and CAPT data by 

performance level (below basic, basic, proficient, goal, and advanced) through the CSDE’s 

publicly available database, CEDaR.  One limitation of data collection through CEDaR is that 

these data cannot always be disaggregated by demographic factors since the number of students 

in each cell often falls below the state’s confidentiality thresholds.  Given this, it is expected that 

an analysis of academic outcomes for students with disabilities will not be possible using CEDaR 

data.  For this level of analysis, the data will need to be collected directly from the schools.  As 

mentioned previously, the evaluation team will need to work with project leaders and the CSDE 

to gain access to this data.  The percentage of students meeting state benchmarks will be used to 

determine project impact, to the extent possible (consideration will have to be given to whether 

the state assessments are sensitive enough to accurately identify growth by struggling students).   

SWIS (EQ6):  The School-Wide Information System (SWIS), developed by the 

University of Oregon, will be the primary system used to collect data on Office Discipline 

Referrals (ODR).  Major and minor referrals, as well as suspension and expulsion data will be 
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tracked.  The evaluation team will work with the appropriate project staff to access these data 

either directly through SWIS or through an alternative reporting system.   

The extent to which the methods of evaluation will provide performance feedback and 

permit periodic assessment of progress toward achieving intended outcomes. 

To ensure that the evaluation provides performance feedback and permits periodic 

assessment of progress, the evaluation team will work collaboratively with project stakeholders 

to determine the most useful format for timely formative reporting; as well as draw from their 

own experiences evaluating Connecticut’s previous SPDG to inform this discussion.  Summative 

evaluation reports will coincide with the annual OSEP SPDG Annual Performance Report 

requirement. 

Formative.  As mentioned previously, the evaluation team will provide project leaders 

with formative findings throughout the project period.  All data will be presented objectively; 

with project improvements in mind, but also with an independent external perspective that can be 

useful to those deeply involved in the project’s day-to-day activities.  The Connecticut SPDG 

project Lead Evaluator will also participate regularly in SIGNetwork professional development 

opportunities and attend the annual OSEP Project Director meeting in Washington, DC, as well 

as additional SPDG-related meetings or conferences.  She will share, both formally and 

informally, with the SPDG Coordinator and/or State Leadership Team, the resources and 

information gathered during such sessions.  

Summative.  The evaluation team will also produce and disseminate an annual summative 

evaluation report to project leaders, OSEP, and other interested stakeholders.  These reports will 

be a compilation of all data gathered and will delineate progress towards the project’s intended 

outcomes, the strategies and activities most effective in meeting these outcomes, significant 
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project successes, and lessons learned.  These reports will be developed in conjunction with, and 

as a complement to, the SPDG Annual Performance Report.  


