
Logic Model as a Roadmap to Reach Intended Goal 
What do you want to accomplish? 
Implementation of writer’s workshop in all classrooms (K-5) within ABC Elementary School.  
Writer’s workshop is an instructional approach for teaching writing in which students learn to think of themselves as writers as they compose pieces in different genre, around 
relevant issues and for real audiences.  “The teacher is a writing professional and peer coach, guiding authors as they explore their craft” (Steve Peha; 
http://www.ttms.org/PDFs/05%20Writers%20Workshop%20v001%20(Full).pdf)). Instead of spending the majority of class time on isolated skills such as mechanics, students 
spend most of their time choosing their own topics and managing their own development of ideas. Teachers provide mini-lessons taught in the context of authentic writing; 
focused on real-world issues. The majority of class time is reserved for writing; conferencing; sharing; students choosing their topics and forms; emphasis on authentic audiences 
and purposes; writer’s notebooks’ frequent teacher modeling; five days a week.  
Goal statement (intended results for students): 
Using a Six-Trait writing rubric, 100% of the students in ABC Elementary School will score no lower than a Level 4 on all six traits on their final grade-specific 
writing sample in May (e.g., narrative, persuasive or informational). 
Order of planning 
 
RESOURCES 
 
Time, materials, people 
 
 

PROCESSES/ACTIVITIES 
 
Professional learning 

EDUCATOR LEARNING 
OUTCOMES 
Changes in educator 
knowledge, skills, and 
dispositions 

EDUCATOR PRACTICE 
OUTCOMES 
Changes in educator practice 
 

INTENDED RESULTS FOR 
STUDENTS 
Changes in student results 

• 45 min a week for Grade-level 
team meetings 

• By-weekly staff meetings 
• Lucy Calkins writing materials 
• Title II $ for professional 

learning sessions 
• Writer’s Workshop material 
• Instructional Coaches 

 
 

• Full day professional learning 
sessions on: 
o Workshop format and 

management 
o understanding the anatomy 

of a mini-lesson and 
developing the series of 
mini lessons for a unit 

o Coaching student writers 
 

• Staff observes teachers in 
other schools implementing 
Writer’s Workshop, with time to 
dialogue with the classroom 
teachers about their practice. 

 
• Grade-level teaching labs 

where teachers design mini-
lessons together, observe one 
another implement the lessons; 
provides feedback; 
collaboratively analyzes 
student work. 

 
• Coaches co-teach, model. 

provide feedback to classroom 
teachers. 

 
• Principal observes/provides 

feedback 

Educator  
Knowledge: 
• Understand writer’s Workshop 

format (e.g., mini-lessons, 
sharing) 

• Guiding principles for 
designing effective mini-
lessons 

• How to write for different 
audiences 

• Differences amongst genre 
• What is developmentally 

appropriate 
• What teachers do while 

students are writing 
Skills: 
• Use of collaboration 

techniques (e.g., furniture 
placement, forms) 

• Use of techniques for 
response, including student-
teacher conferences, Coaching 
student writers 

• Assessment of student writing 
using six traits rubric 

• Techniques for differentiating 
to meet learning needs 

• How to identify what is 
meaningful to students 

Dispositions: Growth mindset 

Educator practice required to 
implement Writer’s Workshop 
(not inclusive): 
• Establish a positive 

atmosphere for writing 
• Structure mini-lessons so 

students can observe, 
discuss, and simulate the 
targeted writing craft lessons 
and skills 

• Provide opportunities for 
students to collaborate as 
writers, thinkers and learners 

• Arrange for students to have 
constructive response to their 
writing and to offer response 
to other writers 

• Conferencing with students 
• Use exemplars to teach 

writing traits and different 
genre 

• Use diverse reading materials 
to model the importance of 
craft and idea 

• Differentiate instruction to 
meet students’ learning needs 

• Promote student choice and 
ownership 

• Provide opportunities for 
authentic writing 

Students will integrate the 
following six traits in their 
narrative, persuasive or 
informational text by the end of 
the year: 

• Ideas and Content 
• Sentence Fluency 
• Word Choice 
• Voice 
• Organization 
• Conventions 

 

Order of implementation 
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“W   e’re trying to de-
termine what to 
do to gain exper-
tise in developing 
students’ under-
standing of frac-
tions,” 3rd-grade 

teacher Jose said to the teachers in his professional learning 
community. “We’ve studied multiple sources of achieve-
ment data endlessly, so let’s decide what the data tell us and 
identify where and why our kids are performing so poorly.” 

“What do we need to do to be able to teach fractions, 
as defined by the core math standards? Is there something 
that we need to learn?” Bertha Mae asked.

Thomas said, “We have invested several professional 
learning community sessions in studying, analyzing, and 
interpreting student data. We’ve talked a lot, but now it’s 
time to make a decision on what we need to do about our 
3rd graders’ lack of success in understanding fractions.”

“I agree,” Bruce said. “We are all being highly collab-
orative, as usual, and that’s what makes our professional 
learning community so productive. But we’ve done enough 
data analysis. Let me suggest a goal for our own learning 

that includes the activities we have been discussing: ‘We 
will review the research on how students develop understand-
ing of fraction concepts and interact with our district math-
ematics coordinator, our math teacher leader, and our school’s 
math instructional coach.’ ”

 “You have rattled off a bunch of ways to learn how to 
teach fractions,” Judith said. “Are those activities the ones 
that will help us to reach the goal — whatever it is? We’ve 
been dancing around with these and other activities during 
our discussions. Your statement seems to lack precision 
about what we need to learn to improve student results. 
Do we know what it will look like if students understand 
fractions? Maybe our goal should be: ‘We will learn how to 
effectively teach our students so they understand and precisely 
articulate their understanding of fractions.’ ”

MAPPING A PATHWAY TO CHANGE
Baseball Hall of Famer Yogi Berra once said, “If you 

don’t know where you are going, you’ll end up someplace 
else.” Educators working to achieve changes in classroom 
teaching practices that lead to improvement in student 
learning need to gain clarity in where they are going — 
what they want to accomplish. 

FOCUS 
FIRSTon 
OUTCOMES

WHEN PLANNING CHANGE, IMPROVED STUDENT LEARNING IS THE ULTIMATE GOAL

By Janice Bradley, Linda Munger, and Shirley Hord
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Teachers in a professional learning community need 
a road map as they begin learning and applying a new 
practice to ensure they reach their intended goal focused 
on student learning results. A logic model — a tool used 
by change leaders to plan a change project and identify 
performance measures — describes a path toward a desired 
result. In building a logic model, the planning process fo-
cuses first on outcomes and requires the following ques-
tions to be answered in sequence:
1. What is the current situation that we intend to impact?
2. What will it look like when we achieve the desired 

situation or outcome?
3. What behaviors need to change for that outcome to be 

achieved?
4. What knowledge or skills do people need before the 

behavior will change?
5. What activities need to be performed to cause the nec-

essary learning?
6. What resources will be required to achieve the desired 

outcome (McCawley, n.d.)?
The theory of change on p. 47 is often used to plan and 

assess a change project and shows the relationship between 
the effectiveness of professional learning and its effects on 

educator practice and subsequently on student learning. 
The results for students should be the ultimate goal of the 
change project. The logic model on p. 46 uses the infor-
mation from the opening scenario to show how to map a 
pathway to change.

In the opening scenario, the 3rd-grade teachers in the 
professional learning community want to increase their 
knowledge and skills in how to teach students to develop 
understanding of fractions (educator learning outcome). 
Some of the processes (activities) used to accomplish this 
learning outcome were to review the research on how stu-
dents develop understanding of fractions and interact with 
math specialists for support. 

As a result of these processes, teachers want to gain 
the necessary knowledge, skills, practices, and dispositions 
(educator performance outcome) to increase students’ un-
derstanding of fractions (student learning outcome). 

Lindsey, Lindsey, Hord, and von Frank (2015) say that 
learning is key to change: learning what the new practice is 
and how to use it. The rationale for the Outcomes standard 
in Learning Forward’s Standards for Professional Learning 
states: “Professional learning that increases results for all 
students addresses the learning outcomes and performance 
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expectations education systems designate for students and edu-
cators. When the content of professional learning integrates 
student curriculum and educator performance standards, the 
link between educator learning and student learning becomes 
explicit, increasing the likelihood that professional learning 
contributes to increased student learning” (Learning Forward, 
2011, p. 48).

BACKGROUND
This article derives from the work of the Learning Forward 

Foundation’s Research and Support Committee and from com-
mittee members’ experiences working closely with schools and 
district staffs on school improvement. The foundation awards 
seven grants and scholarships through an application and selec-
tion process. 

The applications focus on the use of Learning Forward’s 
Standards for Professional Learning (Learning Forward, 2011) 
to accomplish changes in schools and districts that will ensure 
improvement in classroom practice. With the grantees, the 
committee explored the complexity of the projects that grant-
ees were undertaking to improve educational practices in their 
school or district. 

Several years of structured and collegial conversations with 
the grantees provided consistent findings: Just like their col-
leagues engaged nationwide in school improvement, grantees 

expressed confusion about the goal(s) of their projects, the ac-
tions required to reach the goals, and exactly what results or 
outcomes they expected to achieve. 

The foundation has a strong commitment to the success 
of those who receive its funds and to the donors who make 
the funds available. A key to this is to eliminate the confusion 
suggested in the opening scenario — and expressed by school 
improvement leaders everywhere — and provide clarity about 
the structure and content of an improvement project and use 
of terms such as goals, results, and outcomes. 

WHY THE CONFUSION?
Beginning a change project without knowing where one is 

going creates confusion — uncertainty and doubt about what to 
do differently to see changes in educator practices and improve-
ment in student results. 

When educators focus on activities first, they assume that 
changes and improvements will result. However, without a clear 
image of the desired outcomes, educators’ frustration occurs 
year after year when educator practices and students’ learning 
do not change or improve. 

In the 3rd-grade professional learning community, Bruce 
immediately reacted to the data showing low scores with frac-
tions. His quick solution was for the team to review the research 
on how students develop understanding of fractions and inter-

LOGIC MODEL AS A ROAD MAP TO REACH INTENDED GOAL
What do you want to accomplish?

Goal statement (intended results for students): By end of school year, 3rd-grade students will increase their understanding 
of fractions and be able to precisely articulate their understanding of fractions as a result of teachers learning how to effectively 
teach fractions.

RESOURCES
Time, materials, people

PROCESSES/
ACTIVITIES
Professional learning

EDUCATOR LEARNING 
OUTCOMES
Changes in educator 
knowledge, skills, and 
dispositions

EDUCATOR PRACTICE 
OUTCOMES
Changes in educator 
practice

INTENDED RESULTS 
FOR STUDENTS
Changes in student 
results

• Professional learning 
community sessions.
• Math specialists 
(school, district).

• Meet in professional 
learning community 
sessions.
• Study, analyze, and 
interpret student data.
• Review the 
research on how to 
teach students to 
understand fractions.
• Interact with math 
specialists.

• Increased knowledge 
and skills in 
teaching students 
how to develop 
understanding of 
fractions. 
• Recognition of the 
value of teaching 
fractions.

• Implementation of 
effective teaching 
strategies to 
increase students’ 
understanding of 
fractions.
• Demonstration of 
enhanced content 
knowledge when 
teaching fractions.

• Evidence showing 
students’ increased 
understanding of 
fractions.
• Increase in the 
number of students 
scoring proficient or 
higher on fractions. 

Sources: Killion (2008), Love, Stiles, Mundry, & DiRanna (2008).
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act with school and district math educators. Bruce began think-
ing about the processes (reviewing the research and interacting 
with the math specialist) without clarifying desired outcomes 
or the changes that would result. 

Instead, Bruce needs to define the desired outcomes first, 
then identify activities and resources that would support edu-
cator changes. His response is typical of educators who spend 
time in professional learning communities analyzing data, then 
assume that the solution resides in investing in finding resources 
or engaging in activities, not in envisioning the outcome first. 
Bruce deserves credit for knowing to review the research first, 
and then interacting with math specialists; however, this is not 
the goal of the project. The goals are the outcomes for educators 
and students.

Why is there confusion about writing goals for change proj-
ects? Three possible reasons are: 
• Lack of awareness that the confusion exists; 
• Habits of individual and collective thinking that have devel-

oped in a fast-paced school culture over time; and 
• Lack of time and focus for learning about the difference 

between process-focused and outcome-focused goals.
Habits of thinking that exist in schools involve jumping to 

solutions to get things done. Principals have been known to say, 
“Don’t just name the problem. Offer the solution.” When the 
data indicate students’ lack of achievement, educators rush to 
actions with which they are familiar. 

The 3rd-grade teachers were quick to find activities to im-
prove students’ understanding of fractions. Their premise seems 
logical, yet leads to a conclusion that may be contradictory. 
When end-of-the-year state assessment scores arrive, teachers are 
dismayed and flabbergasted that student scores in the fraction 
areas did not improve or decreased. “We worked so hard! Our 
short cycle data indicated improvement. Why didn’t student 
scores on the state assessments improve?” 

School cultures promote jumping to solutions and not to 
thoughtful envisioning or planning. Contributing factors might 
include the fast pace of school life or educators’ lack of knowl-
edge of a planning process, such as a logic model. 

It’s difficult, yet not impossible, for educators to find time 
to change their mindsets and dispositions by learning about the 
relationship between professional learning and student results 
and about logic models as road maps to reach intended goals. 

Once the school year begins, educators exist in a culture 
where they move at a fast pace managing multiple initiatives 
that change frequently. Some educators describe their day-to-
day experiences as overwhelming, where the primary concerns 
are managing multiple initiatives, not gaining new knowledge 
to impact students.

SHIFTING FROM CONFUSION TO CLARITY
Confusion can serve as an opportunity for learning, as con-

fusion is a natural part of learning. Without confusion about 

challenging new concepts, it’s hard to have new insights. In this 
case, confusion can be a learner’s friend (Mazur, 2012). Two 
shifts need to happen to address the confusion about the differ-
ence between activities and outcomes. First is shifting mindsets 
— the established set of attitudes and ways of thinking. Second 
is shifting language — from words that describe activities to 
words that describe outcomes. 

Shifting mindsets implies moving from an established set 
of attitudes and ways of thinking about activities before think-
ing about outcomes to thinking about outcomes first. Carol 
Dweck’s (2007) research on mindsets informs us that fixed 
mindsets can change. The 3rd-grade teachers’ fixed mindset is 
illustrated by their insistence that a focus on doing something, 
such as reviewing and interacting with math specialists, will 
change their learning and practice to increase students’ under-
standing of fractions. 

It is essential for the teachers to create an awareness of this 
confusion — that thinking about activities as a solution before 
thinking about results will lead to change and improvements. 

Focus first on outcomes

THEORY OF CHANGE: RELATIONSHIP BETWEEN PROFESSIONAL 
LEARNING AND STUDENT RESULTS

1. When professional learning is standards-based, it has greater 
potential to change what educators know, are able to do, and believe.

2. When educators’ knowledge, skills, and dispositions change, they 
have a broader repertoire of effective strategies to use to adapt their 
practices to meet performance expectations and student learning 
needs. These changes in educator knowledge, skills, and dispositions 
are stated as learning outcomes.

3. When educator practice improves, students have a greater likelihood 
of achieving results. These changes in educator practice are stated as 
practice outcomes.

4. When student results improve, the cycle repeats for continuous 
improvement.

Source: Learning Forward, 2011, p. 16.

1
Standards-based 

professional learning

2
Changes in educator 

knowledge, skills, 
and dispositions

3
Changes in educator 

practice

4
Changes in student 

results

Continued on p. 52



JSD     |     www.learningforward.org August 2015     |     Vol. 36 No. 452

feature                                                                                                                                                                                            Variations on a theme

Educational Research Association, San Francisco, CA. 
Guskey, T.R. & Yoon, K.S. (2009). What works in 

professional development? Phi Delta Kappan, 90(7), 495-500. 
Hargreaves, A. & Shirley, D. (2009). The persistence of 

presentism. Teachers College Record, 111(11), 2505-2534. 
Ippolito, J. (2013). Professional learning as the key to 

linking content and literacy instruction. In J. Ippolito, J.F. 
Lawrence, & C. Zaller (Eds.), Adolescent literacy in the era of 
the Common Core: From research into practice (pp. 235-249). 
Cambridge, MA: Harvard Education Press.

Ippolito, J., Charner-Laird, M., & Dobbs, C. (2014, 
June). Bridge builders: Teacher leaders forge connections and 
bring coherence to literacy initiative. JSD, 35(3), 4. 

McDonald, J.P., Mohr, N., Dichter, A., & McDonald, 
E.C. (2013). The power of protocols: An educator’s guide to 

better practice (3rd ed.). New York, NY: Teachers College 
Press.

Moore, J. (2012). Online teacher professional learning 
communities: Lessons learned from a virtual Critical Friends 
Group. Paper presented at the annual convention of 
the Association for Educational Communications and 
Technology, Louisville, KY. 

National School Reform Faculty. (2012). NSRF self-
guided tour of Critical Friends Groups. Bloomington, IN: 
Author.

•
Kevin Fahey (kfahey@salemstate.edu) is a professor 

and Jacy Ippolito (jippolito@salemstate.edu) is an 
associate professor at Salem State University in Salem, 
Massachusetts. ■

Awareness opens the door for thinking differently and changing 
mindsets. Now, mindsets shift to thinking about results first, 
then activities to achieve results.

Shifting language requires a shift in the difference in action 
words used to describe outcomes versus activities. Neil Mercer 
says that, in a community, “language for collective thinking de-
pends on the shared, continuing activities of established groups 
with common interests and goals” (Mercer, 2000). Educators 
are in a habit of thinking about activities first when faced with 
a problem or challenge and, therefore, are quick to jump to 
solutions by setting process goals. 

Teachers need to recognize the relationship between profes-
sional learning and student results and understand how logic 
models serve as road maps to reach intended goals. This opens 
the door to a new way of thinking and planning with a focus 
on the desired outcomes first. 

Learning is the key to change. As stated in Standards for 
Professional Learning, “Standards for school and system leaders, 
like teacher standards, describe what effective leaders know and 
do so that every student and educator performs at high levels” 
(Learning Forward, 2011). The challenge becomes knowing 
how to use language to clearly articulate the desired outcomes 
so that everyone shares the same mental images of expectations. 

Educators must build a coherent way of thinking and use 
language to connect the dots, following this path: data that 
identify what students need, clear articulation of what educa-
tors need to change based on student needs, an image of what 
it looks like in action in the classroom, ways teachers gain the 
knowledge and skills to make the changes in their practice, and, 
finally, activities to reach the desired outcomes. 
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Focus first on outcomes
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As they approached the principal’s of-
fice in their school, teacher leaders 
Jose and Judith discussed their ac-
tions regarding their students’ lack of 
understanding fractions. They shared 
with Cesar, the district mathematics 
coordinator, how the 3rd-grade pro-

fessional learning community had been working to articu-
late a data-based outcome for their team’s learning that will 
lead to students’ successful work with fractions. 

“Thank you for meeting with us today, Stephanie,” 
Jose greeted the principal. “We thought it would be helpful 
if we all worked together to gain clarity on our next steps.”

“Thanks very much, Jose, for providing me with the 
details of your discussions and efforts,” the principal said. 

“Your professional learning community is doing an ex-
cellent job using multiple data sources to explore your 
students’ low performance and identify their lack of un-
derstanding of fractions as the problem. Now I under-
stand that you are trying to gain clarity about setting the 
outcome(s) for your own learning that will lead to more 
effective instruction for your students.” 

Jose and Judith nodded and said, “That’s it, Stephanie. 
We have come to you and Cesar for support in our next 
efforts.”  

BEGINNING AT THE END
In the article “Focus first on outcomes,” published in 

the August 2015 issue of JSD (Bradley, Munger, & Hord, 
2015), the intended adult learning outcome was to gain 

ACTIVITIES  
VS. OUTCOMES
THE DIFFERENCE  
MAKES ALL  
THE DIFFERENCE

By Janice Bradley, Linda Munger, and Shirley Hord
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This article is a follow-up to “Focus first on outcomes” (Bradley, 
Munger, & Hord, 2015), published in the August 2015 issue of JSD. 
That article set the stage by creating awareness of the need and 
purpose for thinking first about outcomes, not activities, when 
starting a change project. This article is designed to build knowledge, 
skills, and dispositions for how to consider outcomes first in order to 
see change. 

an understanding of identifying outcomes first, not activities, 
and to create awareness of a logic model as a tool for plan-
ning change. Although typically educators start by identifying 
resources and activities first, a logic model asks educators to 
think backward by focusing first on outcomes and requires these 
questions to be answered in sequence:
1. What is the problem we intend to impact?
2. What will it look like when we achieve the desired outcome?
3. What teacher behaviors need to change for that outcome to 

be achieved?
4. What knowledge or skills do teachers need before their be-

haviors will change?
5. What activities do teachers need to engage in for their pro-

fessional learning?
6. What resources will be required to achieve the desired out-

come? (McCawley, n.d.)
In the opening scenario in that article, the 3rd-grade teach-

ers in the professional learning community want to increase 

their knowledge and skills in how to teach students to develop 
understanding of fractions (educator learning outcome). Some 
of the activities used to accomplish this learning outcome were 
to review the research on how students develop understanding 
of fractions and interact with math specialists to help them. The 
table on p. 50 is a logic model the 3rd-grade team developed 
and shared with the principal and district math coordinator to 
solicit their support for next steps.
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LOGIC MODEL AS A ROAD MAP TO REACH INTENDED GOAL
What do you want to accomplish?

Goal statement (intended results for students): By end of school year, 3rd-grade students will increase their understanding 
of fractions and be able to precisely articulate their understanding of fractions as a result of teachers learning how to effectively 
teach fractions.

RESOURCES
Time, materials, people

PROCESSES/
ACTIVITIES
Professional learning

EDUCATOR LEARNING 
OUTCOMES
Changes in educator 
knowledge, skills, and 
dispositions

EDUCATOR PRACTICE 
OUTCOMES
Changes in educator 
practice

INTENDED RESULTS 
FOR STUDENTS
Changes in student 
results

• Professional learning 
community sessions.
• Math specialists 
(school, district).

• Meet in professional 
learning community 
sessions.
• Study, analyze, and 
interpret student data.
• Review the 
research on how to 
teach students to 
understand fractions.
• Interact with math 
specialists.

• Increased knowledge 
and skills in 
teaching students 
how to develop 
understanding of 
fractions. 
• Recognition of the 
value of teaching 
fractions.

• Implementation of 
effective teaching 
strategies to 
increase students’ 
understanding of 
fractions.
• Demonstration of 
enhanced content 
knowledge when 
teaching fractions.

• Evidence showing 
students’ increased 
understanding of 
fractions.
• Increase in the 
number of students 
scoring proficient or 
higher on fractions. 

Sources: Killion (2008), Love, Stiles, Mundry, & DiRanna (2008).

MAKING A CHANGE 
Hord (2016) states that “any change effort to improve prac-

tice derives from making a change from some feature or factor 
that is not producing desired results to one that holds the po-
tential for doing so; and, to make this change, learning is the 
imperative — learning what the change is and how to use it. … 
[L]earning is the pathway” (p. 51). Hord and Roussin (2013) 
identified six implementation strategies for a change effort:
1. Develop and communicate a shared vision.
2. Plan and provide resources.
3. Invest in professional learning.
4. Check progress.
5. Continue to give support. 
6. Create an atmosphere and context for change (p. 13).

6 STRATEGIES FOR A CHANGE
Based on the opening scenario, teacher leaders Jose and 

Judith solicited the support of the principal and district math 
coordinator to collaboratively engage in learning the six strate-
gies and how to use them. This would ensure teachers gain the 
necessary knowledge, skills, practices, and dispositions (educator 
performance outcome) to increase students’ understanding of 
fractions (student performance outcome). The table on p. 51 
provides a tool with definitions, questions, and examples of 

evidence for each of the six strategies to guide successful imple-
mentation to reach the intended outcomes and results identified 
in the logic model.

1. Develop and communicate a shared vision.
An Innovation Configuration (IC) map describes the major 

components of a change when it is in use. Hord (2016) states, 
“These pictures ‘show’ the outcome in operation and show the ac-
tion (who is doing what) when the outcome is achieved” (p. 54). 

An IC map provides a shared vision of the most ideal way 
of implementing the components of a change. The IC map is 
developed with the ideal variation of each component placed on 
the left end of a continuum and decreasing levels of variations 
progressing to the right (Learning Forward, 2012). The table 
on p. 52 shows an IC map that the 3rd-grade teachers might 
use for increasing their effectiveness in teaching students an 
understanding of fractions.

Strategy 1 in practice: 3rd-grade teacher leaders, with sup-

An IC map provides a shared vision of the most ideal 
way of implementing the components of a change.
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Activities vs. outcomes

6 STRATEGIES FOR A CHANGE
Strategy Definition Questions Evidence

1
Develop and 
communicate 
a shared 
vision.

A shared mental 
image of the future as 
a result of successful 
implementation of the 
change.

• What do we want the change 
to look like once it has been 
fully implemented?

• How do we ensure that the 
vision is a shared vision?

Teacher leaders and math coordinator 
facilitated a process where teachers identified 
key components and created a shared image 
by drafting an Innovation Configurations (IC) 
map describing ideal classroom practices of the 
vision.

2
Plan and 
provide 
resources.

The road map for 
change and the time, 
tools, and staff needed 
to implement the 
change.

• What time, tools, and staff 
will be needed for ongoing 
planning, professional 
learning, and collaboration?
• How will we know that our 
plan has been implemented 
and is having the desired 
impact?

• Time was scheduled for regular weekly 
collaboration. 

• Teacher leaders and math specialists 
conducted observations of teachers to pilot 
the IC map and make necessary adjustments. 
The principal and teacher leaders used the IC 
map to plan and identify material and human 
resources needed for professional learning.

3 
Invest in 
professional 
learning.

Provides implementers 
with what they need to 
know and be able to do.

• What professional learning 
does the staff need?

• How do we design and 
provide professional learning 
to meet educator needs 
throughout the process of 
implementation?

Teachers engaged in two learning designs 
supporting them to change their knowledge, 
skills, and dispositions, then implement the 
change in their practice.

4
Check 
progress.

Provides strategies 
to identify emerging 
needs of teachers, clarify 
questions, and solve 
small problems, and 
provides evidence of 
teacher implementation 
and impact on student 
learning.

What types of data do we 
need?

• Evidence of implementation.

• Evidence of impact.

• Teachers identified changes to their practice 
and asked teams to look for transfer of learning 
during walk-throughs. 

• Teachers engaged in reflection of changes in 
their practices and compared students’ pre- and 
post test results.

5
Continue to 
give support.

Ongoing strategic and 
targeted responses to 
support implementation 
based on identified 
needs.

• What forms of assistance will 
maintain the momentum of 
implementation?

• How can we incorporate what 
we learn from monitoring to 
make necessary adjustments?

• Walk-through teams provided feedback to 
individual teachers and to the 3rd-grade team.

• Math coordinator attended professional 
learning communities as teachers planned their 
fraction unit.  

• The math coach worked with teachers 
individually as well as facilitated peer coaching 
for professional learning communities.

6 
Create an 
atmosphere 
and context 
for change.

Nurturing a culture 
and climate in the 
organization to support 
implementation of the 
change.

• How do we create a sense 
of urgency about the need 
for implementation of the 
change?

• How do we build a sense 
of mutual responsibility 
and accountability for 
implementation?

Teachers made a commitment to engage 
in their learning first by being willing to 
be risk-takers, reflecting on what is or isn’t 
working, and using information from ongoing 
assessments to make necessary changes. 
Team commitments included being flexible, 
trustworthy, mutually respectful, and willing to 
try new things.

Source: Adapted from Hord & Roussin, 2013, pp. 23-24.
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port of math coordinator, facilitated the development of an 
IC map through a process resulting in all professional learning 
community members visualizing what the change will look like 
as implementation progresses. 

2. Plan and provide resources.
Resources (material, time, personnel, dollars) are allocated, 

and reallocated, to ensure that the activities maximize teacher 
learning and changes in practices to impact student achieve-
ment.  

Strategy 2 in practice: Teacher leaders gathered essential 
material and human resources (state standards, math specialists) 
to assist teachers in achieving their learning outcomes. The 3rd-
grade team scheduled collaborative time to engage in ongoing 
learning to focus on the components of the IC map to promote 
effective teaching of students’ understanding of fractions.

3. Invest in professional learning. 
Hord and Roussin (2013) say that change efforts require 

the acquisition of new content knowledge and skills in instruc-
tional techniques and strategies. Effective professional learning 
provides teachers opportunities to learn together, practice new 
instructional techniques and strategies, observe model lessons, 
and receive coaching and feedback on the use of new practices.  

When choosing learning designs for professional learning, 
teachers must consider first the intended outcome based on 

analysis of student and teacher learning needs. According to 
Drago-Severson, Roy, and Von Frank (2015), common features 
of multiple learning designs include “active engagement, model-
ing, reflection, metacognition, application, feedback, ongoing 
support, and formative and summative assessment that support 
change in knowledge, skills, dispositions, and practice” (pp. 
xiii-xiv). 

Joyce and Showers (2002) found that, when working with 
teams engaged in coaching, three collective agreements were 
helpful in governing their collaborative work: 
• “Commitment to practice/use whatever change the faculty 

has decided to implement.
• Assistance and support of each other in the change process, 

including shared planning of instructional objectives and 
development of materials and lessons.

• Collection of data, both on the implementation of their 
planned change and on student effects relevant to the 
school’s identified target for student growth” (p. 88). 
Strategy 3 in practice: The teachers chose two learning de-

signs to gain content knowledge for teaching fractions and skills 
in instructional techniques and strategies to develop students’ 
understanding of fractions. The first was learning collaboratively 
and applying the components of the IC map in the classroom 
(see table above). The second was engagement in a learning 
design called Collaborative Planning, Teaching, and Assessing 
to sustain and support implementation of effective instructional 

TEACHER’S IC MAP FOR DEVELOPING STUDENTS’ UNDERSTANDING OF FRACTIONS

THE TEACHER …

Component 1: Selects content objectives.

1 2 3 4

Selects content objectives 
and uses a sequence to teach 
students to gain mastery of 
core learning standards for 
understanding fractions.

Chooses content objectives 
aligned with core learning 
standards for understanding 
fractions.

Identifies objectives from 
district math curriculum for 
teaching fractions.

Refers to textbook for 
objectives for teaching 
fractions.

Component 2: Engages students in learning.

Engages students in 
differentiated lessons 
according to their level of 
knowledge of fractions based 
on assessments.

Engages students in a variety 
of differentiated lessons.

Uses a variety of lesson 
activities to engage students 
both individually and in a 
group.

Follows traditional methods 
of teaching fractions.

Component 3: Assesses progress.

Uses a variety of formative 
assessments daily  (e.g. 
teacher observations, group 
activities, class discussions), 
and uses district assessments 
for evidence of mastery.

Relies on classroom 
observation of students’ work 
and on teacher-constructed 
tests.

Employs no regular or 
systematic assessments.



October 2015     |     Vol. 36 No. 5 www.learningforward.org     |     JSD 53

Activities vs. outcomes

MONITORING TOOLS ALIGNED WITH EDUCATOR OUTCOMES
Teacher learning outcomes
Changes in educator knowledge, skills, and dispositions

Teacher practice outcomes
Changes in educator practice

Increase of teachers’ knowledge and skills in developing 
students’ understanding of fractions.

Recognition of the value of teaching fractions.

Implementation of effective teaching strategies to increase 
students’ understanding of fractions.

Demonstration of enhanced content knowledge when 
teaching fractions.

• Pre- and post teacher content assessment.
• Teacher logs/journals.
• Teacher surveys.
• Teacher self-reflections or self-assessments.

• Classroom observations with protocols or checklists.
• Classroom walk-throughs, focus on teachers’ instruction of 
the “new.”
• Teacher/student surveys.
• Teacher/student interviews.
• Demonstration lessons.
• IC maps.

Source: Love, Stiles, Mundry, & DiRanna (2008).

Continued on p. 58

content and skills. During the three-hour learning cycle, teach-
ers co-design a lesson in the first hour, teach the lesson in the 
classroom in the second hour, and assess student understand-
ing of fractions using new practices in the third hour (Bradley, 
2015, p. 44).

4.  Check progress.
Affholter (1994) states that an outcomes monitoring system 

includes “what to measure, how many measures to use, how 
(and how often) to measure and report, and how to present the 
information” (p. 105). Data collection needs to be a routine 
part of the change effort to ensure progress toward the desired 
educator outcomes. The chart above shows some useful moni-
toring tools that are aligned with identified teacher outcomes 
(identified in the logic model on p. 50).

Strategy 4 in practice: The principal, math specialists, and 
teacher leaders conducted observations using the IC map to 
identify the degree of transfer of teachers’ new learning to the 
classrooms. The teachers used the IC map as a self-assessment. 
During professional learning community time, the 3rd-grade 
team used a scoring sheet to record individual scores from the 
IC map to determine support needed to strengthen implemen-
tation of the components of effective teaching of students’ un-
derstanding of fractions.

5. Continue to give support. 
Giving support to teachers implementing the change needs 

to be coupled with information gathered from multiple sources 
of data during regular checking of progress. Based on Joyce and 
Showers’ research (2002), coaching is an imperative component 
to ensure transfer of learning to the classroom.

Strategy 5 in practice: The math coordinator, principal, 
and teacher leaders provided ongoing support to all teachers 
in multiple ways: with regular and frequent personal visits to 
each teacher to demonstrate their availability to provide support 
and assistance; by email; during professional learning commu-
nity meetings; and via feedback following walk-throughs. The 
math coordinator recorded the scheduled times that fractions 
would be taught in the classrooms. The math coach worked 
with teachers individually as well as with the whole team.

6. Create an atmosphere and context for change.
Change will flourish in an environment where everyone is 

committed to learning, starting with educators first — develop-
ing their necessary knowledge, skills, practices, and dispositions 
— and followed by students engaged in quality learning experi-
ences by more effective teachers. This will require a school con-
text, nurtured by school leaders, where educators consistently 
reflect on what is or is not working and use the information to 
assess the effectiveness in their learning and changes in practices 
to achieve the intended results for students. 

Strategy 6 in practice: Teachers made a commitment to 
engage in their own learning about effective teaching of frac-
tions, become risk-takers in trying new practices and being 
observed, and make changes based on constructive feedback 
from coaching.  

FOCUS ON OUTCOMES FIRST
The 3rd-grade teachers’ investment in focusing on outcomes 

first made significant and substantial differences in their efforts 
to achieve more effective instructional practices. 
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of improved practice but also is a valuable end-of-course artifact 
as I consider revisions to the course. 

After taking several continuing education courses, Dorothy 
called to say, “Thank you for talking me off the ledge when I 
started this journey. I am much more confident not only about 
the concepts from the courses but also with using technology 
within my own learning and also with children to improve their 
learning.” 

I replied, “Thank you, Dorothy, for being willing to step 
out of your comfort zone and share your knowledge and experi-
ence with me and with your peers. Professional development 
is about growing in professional practice together to improve 
student achievement, and you made a significant contribution 
to that process.” 

If done well, providing continuing education in an online 
format to adult professionals like Dorothy has the potential to 
not only transform educational practice but also increase access 
to meaningful professional learning that is enhanced by relevant 
technology tools. 

REFERENCES
Ginsberg, M. (2011). Transformative professional 

learning: A system to enhance teacher and student motivation. 

Thousand Oaks, CA: Corwin Press.
Ingram, A.L. (2005). Engagement in online learning 

communities. In Bourne, J. & Moore, J.C. (Eds.), Elements 
of quality online education: Engaging communities (pp. 55-70). 
Needham, MA: The Sloan Consortium.

Knowles, M. (1984). The adult learner: A neglected species 
(3rd ed.). Houston, TX: Gulf Publishing.

Pappas, C. (2014, August 15). 9 tips to apply 
adult learning theory to eLearning. Available at http://
elearningindustry.com/9-tips-apply-adult-learning-theory-to-
elearning.

•
Shari Farris (farris.shari@gmail.com) is assistant 

professor of educational leadership at Texas A&M 
University-Commerce. ■

Activities vs. outcomes

Continued from p. 53
They saw changes in their knowledge and skills and made 

changes to their practice, which resulted in increased student 
achievement as measured by growth on pre- and post tests. 

Using a logic model as a road map to reach intended results, 
and collaboratively engaging in learning the six strategies for 
change, the 3rd-grade teachers were able to reach the desired 
goal by thinking about outcomes, not activities, first. 
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I use forum discussions and online journaling for 
students to post questions or challenges regarding 
practice and course content and receive timely 
feedback and ideas from peers and/or facilitators. 



Outcomes or Activities?? 
 

 
1. ___  Review research on how students develop fraction understanding. 

 
2. ___  Increase teaching effectiveness for students developing fraction 

understanding. 
 

3. ___  Teachers meet in Professional Learning Communities twice monthly. 
 

4. ___  Fifth grade teachers analyze data weekly to determine student 
interventions. 

 
5. ___  Decrease the number of office referrals for behavior. 

 
6. ___  Teachers engage in six learning sessions about PBIS. 

 
7. ___  Strengthen the school culture and climate for collaboration. 

 
8. ___  Use evidenced based decision making with multiple sources of data. 

 
9. ___  Eliminate and decrease barriers to student achievement. 

 
10. ___ Establish a clear, concise communication system for all stakeholders. 



Logic Model as a Roadmap to Reach Intended Goal 
 

What do you want to accomplish? 
 
 
 
Goal statement (intended results for students): 
 
 
 
 
Order of planning 
 
RESOURCES 
 
Time, materials, people 
 
 

PROCESSES/ACTIVITIES 
 
Professional learning 

EDUCATOR LEARNING 
OUTCOMES 
Changes in educator 
knowledge, skills, and 
dispositions 

EDUCATOR PRACTICE 
OUTCOMES 
Changes in educator practice 
 

INTENDED RESULTS FOR 
STUDENTS 
Changes in student results 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

    

Order of implementation  
 


