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The Center for School and District Partnership (CSDP) is committed to improving educational outcomes for all students in Massachusetts, particularly those from historically underserved backgrounds (i.e., racial/ethnic minority students, students with disabilities, English learners, students who are socioeconomically disadvantaged). Both historically and contemporarily, these students have faced systematic barriers to inclusion, access, and success in K–12 schools across the country, including schools in Massachusetts. These barriers produce widespread and enduring disproportionalities in educational outcomes along the lines of race, ability, language, and socioeconomic status, and they illustrate the difficult truth that educational experiences and outcomes are inequitably distributed among the diversity of K–12 students in the United States. Acknowledging the existence of educational inequities is a necessary first step in the journey to creating educational equity in Massachusetts.
The following figure provides an overview of the key drivers of educational inequities, including sociopolitical, environmental, and cultural factors that create inequitable educational experiences, as well as academic and life outcomes for students from historically underserved groups. Some of the drivers are beyond the control of CSDP and the schools and districts we work with. However, by acknowledging the deeply rooted and complex factors that shape students’ experiences and outcomes, we hope to support our partner schools and districts in making strategic decisions to advance educational equity for the students most in need of change.
Although this rubric is designed to assess a variety of indicators of the quality of education in participating schools and districts, CSDP  contends that schools and districts cannot be considered as providing high-quality educational experiences overall if these experiences are not available to all students. Many of the criteria for gauging school and district performance across indicators refer to “all students.” To  understand whether schools are meeting these criteria for all students, we need to disaggregate data to learn how the experiences of students from historically marginalized groups compare to those from groups that have historically benefitted from greater privilege in educational settings. Disaggregation can happen at the student level (e.g., comparing experiences for English learners to non-English learners) or at the school or district level (e.g., comparing the quality of instructional materials in schools or districts serving larger populations of racial/ethnic minority students to materials in schools or districts serving larger populations of White students). When possible, CSDP will provide schools and districts with disaggregated data to help school and district leaders understand the extent to which existing practices and policies create high-quality educational experiences for all students and to support strategic planning to ensure equitable access and outcomes.
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Recently, the Massachusetts Department of Elementary and Secondary Education (DESE) reorganized to ensure greater collaboration and coherence amongst offices within the organization. This reorganization combined the following essential offices available to support districts via the newly formed CSDP: Statewide System of Support, Kaleidoscope Collective of Learning, Educational Technology, Effective Partnerships and Impact, and Language Acquisition. This reorganization provided an opportunity to combine guidance from several recently published documents into a coherent resource for Massachusetts schools that clearly articulates a vision of deeper learning for all students. This effort resulted in the DESE Coherence Guidebook and the related Coherence Guidebook self-assessment.
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[image: ]This rubric—derived from the full Coherence Guidebook—serves as a powerful tool for schools, districts, and CSDP to evaluate the alignment and effectiveness of educational systems. The rubric focuses on a subset of indicators from the Coherence Guidebook that DESE and its partners have identified as particularly important to regularly reflect on and monitor. Designed to promote clarity, collaboration, and continuous improvement, this rubric empowers teams to engage in self-assessment and guides our department in conducting comprehensive progress monitoring of the guide's various elements.

For school and district teams, this rubric offers a structured approach to assess their own systems—in relation to the subset of indicators— providing a clear framework for identifying strengths and areas in need of enhancement. The rubric encourages thoughtful reflection and data- driven decision making, enabling teams to make targeted improvements that align with the principles outlined in the Coherence Guidebook. Simultaneously, CSDP will use this rubric to assess the various components of the Coherence Guidebook across the educational landscape. By employing a standardized progress


monitoring framework, we can systematically gauge the level of coherence and alignment within our educational systems. This approach allows us to identify trends, common challenges, and exemplary practices, ultimately informing our strategic planning and support efforts. In this dual capacity, the rubric serves as a catalyst for fostering coherence, promoting excellence, and ensuring that our educational systems remain dynamic and responsive to the evolving needs of our students and stakeholders.
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The first section focuses on effective instructional practices within the context of deeper learning, which encompasses a diverse array of strategies geared toward nurturing profound student engagement and achievement. These practices, ranging from providing grade-appropriate content that is relevant, real-world, and interactive to integrating culturally and linguistically sustaining approaches, collectively contribute to the establishment of student-centered learning environments that prioritize inclusivity, engagement, and academic advancement. Within effective instructional practices, the progress monitoring system measures both high-quality instructional materials and high-quality professional learning, specifically, as indicators essential to establishing and maintaining effective instructional practices.

	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	Effective Instructional Practices and Resources

	1a
	Effective Instructional Practices
	There is little to no evidence that educators implement  effective instructional practices across classrooms.
	Educators implement effective instructional practices in some classrooms. Implementation of practices is inconsistent.
	Educators implement effective instructional practices in most classrooms. However, there are some pockets of the learning community still working to fully implement these practices.
(Classroom observation scores are in at least the middle range for specified dimensions.)
	Educators implement effective  instructional practices (rooted in deeper learning, universal design, culturally responsive pedagogy, linguistically supportive and trauma- informed practices) across all classrooms and for all students.
(Classroom observation scores are in the high range for specified dimensions.)

	1b
	High-Quality Instructional Materials (HQIM)
	Materials do not meet any of the criteria for high-quality instructional materials, as described at the highest level (and also  here).
	HQIM are available only for some grade levels/content areas.
	HQIM are available for all grade levels and core content areas but may not be implemented with fidelity across all classrooms and/or tiers.
	HQIM, which include diverse people and perspectives and real-world, relevant content, are available for core content areas and implemented with fidelity across all classrooms and tiers.




	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	1c
	High-Quality Professional Learning
	Evidence-based and relevant job- embedded professional learning opportunities are not in place or are infrequent.
	Educators engage in evidence- based and relevant ongoing, job-embedded professional learning opportunities, but the opportunities are not consistently implemented or do not align with the instructional vision.
	Educators engage in a deliberately planned sequence of evidence-based and relevant job-embedded professional learning opportunities that are coherent with the instructional vision. However, there is limited or no evidence that instructional leaders monitor implementation of professional learning opportunities to generate evidence that the opportunities result in the use of effective instructional practices or improved student outcomes.
	Educators engage in a deliberately planned sequence of evidence-based and relevant job-embedded professional learning opportunities that are coherent with the instructional vision. Instructional leaders monitor implementation of professional learning opportunities to generate evidence that the opportunities result in the use of effective instructional practices and improved student outcomes.




This section explores the organization’s commitment to a tiered support approach, designed to meet the diverse needs of our students. By establishing a structured system encompassing universal (Tier 1), targeted (Tier 2), and intensive (Tier 3) support, we ensure that each student receives precisely the support they need to be successful in our school(s), including English learners (ELs) and students with disabilities.

	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	SSS      tudent-Specific Supports and Access

	2a
	Equitable Access
	Students do not have equitable access to individualized support or high-quality, grade- appropriate instruction.
	Some students have access to individualized support and high- quality, grade-appropriate instruction. However, this is not consistent across all grade levels and classrooms, and individualized support may require students to miss core instructional periods.
	Most students have access to individualized support and high- quality, grade-appropriate instruction. However, some barriers (e.g., staffing, scheduling, curricular materials) exist.
	All students have access to high-quality, grade-appropriate instruction, and individualized support that does not require students to miss core instructional periods.

	2b
	High Expectations
	There is little to no evidence that the school makes high expectations for students a priority.
	School leaders understand the importance of high expectations, but the strategies implemented to elevate this as a shared understanding and practice are minimally effective (e.g., not all staff hold high expectations for all students and/or implement practices that demonstrate high expectations).
	School leaders understand the importance of high expectations and implement multiple strategies to ensure this is a shared understanding and practice throughout the school. Most staff members hold high expectations for all students and implement practices that demonstrate high expectations.
	School leaders understand the importance of high expectations and implement multiple strategies to ensure this is a shared understanding and practice throughout the school. All staff members hold high expectations for all students and regularly implement practices that demonstrate high expectations.




	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	2c
	Tiered Support Systems
	There is no clearly defined framework for providing tiered support to students at the different tiers (universal, targeted, intensive).
	Tiered supports are provided in some areas across academic, social-emotional, and behavioral domains but not systematically. The school is in the process of setting up structures, processes, and resources to identify and address student needs across these tiers.
	The school has necessary structures, processes, and resources in place to systematically address most students’ academic, social- emotional, and behavioral needs across three tiers; however, some barriers (e.g., staffing, schedules) still exist to meeting all needs consistently and coherently.
	The school ensures all student needs are systematically identified and addressed across three tiers. Tier 1 delivers universal support through high- quality instruction and proactive strategies for all students. Tier 2 offers targeted interventions to a smaller group requiring additional support. Tier 3 provides individualized and specialized support to a select subset of students with unique needs. Systems are in place and effectively implemented, with evidence of improvement.

	2d
	English Learners (ELs)
	The school does not plan for students to receive appropriate English as a second language (ESL) services and/or ELs are generally excluded from Tier 1 core content instruction.
	The school plans for students to receive appropriate ESL services and access to core content instruction, but these plans are not consistently or systematically implemented (due to staffing, scheduling, or other barriers). ELs may not have access to a tiered system of support as needed, or language needs may not be accurately identified.
	The school provides supports for ELs, including ESL services, access to Tier 1 core content instruction, and access to a tiered system of support as needed. However, supports are not always aligned to students’ specific needs.
	All ELs receive systematic, explicit, and sustained ESL services, access to Tier 1 core content instruction, and access to a tiered system of support, as needed.




	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	2e
	Students With Disabilities (SWDs)
	Support for SWDs is neither evidence based nor provided within the least restrictive environment.
	Supports for SWDs exist but may not be consistently or systematically implemented (due to staffing, scheduling, or other barriers). Supports are evidence based but may not be provided in the least restrictive environments.
	Supports for SWDs are implemented consistently to ensure SWDs can access evidence-based tiered supports. However, supports may not always be provided in the least restrictive environment.
	Supports for SWDs are designed and implemented to ensure that all SWDs can access evidence- based tiered support as appropriate in the least restrictive environment, are aligned with the goals of their individualized education programs (IEPs), and are created in collaboration with the full IEP team.




This section focuses on the crucial aspects of a student’s learning environment, including two key related indicators: Safe and Supportive and Sense of Belonging. These indicators play a vital role in ensuring an environment where every learner feels secure, supported, and a sense of belonging.

	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	Learning Environment

	3a
	Safe and Supportive
	Across most classrooms, the learning environment does not meet students’ physical and mental well-being needs. Student self- regulation and proactive teacher responses to students’ emotions and behaviors are rarely present.
	In some classrooms, the  learning environment is joyful, healthy, safe, and supportive of students’ physical and mental well-being needs. Teachers are sometimes reactive in helping students regulate their emotions and behaviors.
	In most classrooms, the learning environment is joyful, healthy, safe, and supportive of students’ physical and mental well-being needs. Teachers are often proactive in helping students regulate their emotions and behaviors. The creation of expectations includes student input.
	In all classrooms, the learning environment is joyful, healthy, safe, and supportive of students’ physical and mental well-being needs. Students manage and self-regulate their emotions and behaviors in classrooms following co-created expectations that allow them to feel safe physically, socially, and mentally. There are intentional school-level systems and structures in place to ensure sustainability and consistency across classrooms and school environments.




	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	3b
	Sense of Belonging
	Very few or no students experience a learning environment that is welcoming and affirming, where they feel known and valued. Most students do not demonstrate connectedness and positive relationships with peers or adults in their school and have few opportunities to express their sense of agency.
	Some students experience a learning environment that is welcoming and affirming, where they feel known and valued.
Students demonstrate connectedness and positive relationships with peers in their school and have some opportunities to express their sense of agency.
	Most students experience a learning environment that is welcoming and affirming, where they feel known and valued.
Most students demonstrate connectedness and positive relationships with peers and at least one adult in their school and have opportunities to express their sense of agency or self-advocate.
(Classroom observation scores are in at least the middle range for specified dimensions.)
	All students experience a learning environment that is welcoming and affirming, where they feel known and valued.
Students experience connectedness and positive relationships with peers and adults in their school and have opportunities to express their sense of agency and self- advocate. There are intentional school-level systems and structures in place to ensure sustainability and consistency across classrooms and school environments.
(Classroom observation scores are in the high range for specified dimensions.)




In this section, we explore the pivotal role of data systems in ensuring schools function effectively to identify and address individual and schoolwide needs. A robust data system serves as the backbone, providing schools with the essential tools and processes needed to gather, analyze, and disseminate data, thereby guiding informed decision making focused on improvement.

	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	2DB           ata-Driven Progress Monitoring

	4a (School)
	Continuous Improvement
	The school does not engage in ongoing long-term or short- term goal setting and monitoring.
	The school engages in ongoing long-term and/or short-term goal setting, but the goals do not align—or only partially align—with the instructional vision and with any districtwide improvement plans. The school has established some systems to monitor progress toward its goals but is not yet using those systems effectively to make adjustments.
	The school engages in ongoing long-term (multiyear and annual) and short-term (quarterly and monthly) goal setting that is aligned with the instructional vision and district improvement plans. The school regularly and systematically monitors progress toward goals and makes some adjustments accordingly.
	The school engages in ongoing and inclusive long- term (multiyear and annual) and short-term (quarterly and monthly) goal setting and monitoring toward realizing the instructional vision and ensuring each student is making progress, which results in adjustments to the school’s structures, programs, and resources (e.g., time, staff, schedules) throughout the year. Plans align with districtwide goals and initiatives, and monitoring systems include feedback from students, families, and community partners.



	#
	Indicator
	Initial
	Emerging
	Established
	Robust and Sustainable

	4b (School)
	Data Systems
	Data may be collected, but there is no system in place for regularly using and sharing data to guide decision making.
	There is a system in place for collecting data regularly, but the use of these data to guide decision making is irregular or inconsistent across staff.
	School leaders support a culture of data use, and there is a system in place for collecting and using data regularly. Data are used to guide decision making at the school level but may not be used to guide decision making across all classrooms OR may not be used to improve opportunities for all students.
	School leaders establish and support a culture that values the use of data in improving teaching, learning, and decision making. School leaders ensure that systems are in place for the efficient and purposeful collection, use, and sharing of data from a variety of assessments to guide decision making at school and classroom levels and to improve all students’ performance, opportunities, and outcomes.

	4c (District)
	Continuous Improvement
	The district improvement plan does not align well with school or student needs, and district leaders do not engage in regular long- or short-term goal setting.
	District and school leaders develop strategic  improvement plans to improve all students’ performance, opportunities, and outcomes. However, there is no system in place to ensure alignment or responsiveness with school needs.
	District and school leaders conduct annual planning to improve all students’ performance, opportunities, and outcomes. They establish, implement, and evaluate policies, procedures, systems, and budgets with a primary focus on achieving districtwide improvement goals (articulated in strategic plans), in part through equitable and effective use of resources.
	District and school leaders work collaboratively and strategically, through data- driven multiyear planning, to improve all students’ performance, opportunities, and outcomes. They establish, implement, and evaluate policies, procedures, systems, and budgets with a primary focus on achieving districtwide improvement goals (articulated in strategic plans), in part through equitable and effective use of resources.
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