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Articles within the tool kit provide a wide range of strategies
that have been used successfully across the nation. In some
instances, the strategy may conflict with district or state
policy. Please note these strategies are merely tools to spark

discussion.
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“True learning communities are characterized by disciplined, professional collaboration
and ongoing assessment. This is the surest most promising route to better school
performance, and the reasons are compelling. Teachers do not learn best from outside
experts or by attending conferences or implementing ‘programs’ installed by outsiders.
Teachers learn best from other teachers in settings where they literally teach each other
the art of teaching. For this to happen, collaboration had to occur in a radically
different way . . . Productive collaboration could not be casual or general; it was instead
characterized by: Frequent, continuous, and increasingly concrete and precise talk about
teaching practice . . . adequate to the complexities of teaching and capable of

distinguishing one practice and its virtue from another.”

Judith Warren litile
Professor, Graduate School of Education
University of California, Berkley

(Little, as cited in Schmoker), pp. 141-142.

Reference
Schmoker, M. (2005). No turning back. In R. DuFour, R. Eaker, & R. DuFour (Eds.), On common ground:
The power of professional learning communities (pp. 141-142). Bloomington, IN: National Educational Service.
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“RVIE

"My colleagues and | were excited. We realized that we had the power to affect change by working collaboratively. |

was faking ideas directly from our book club sessions and immediately applying the strategies in my classroom. Book

club members were impressed with each other's abilities and we realized we could learn more from each other than we

could from any one-day workshop. The sharing of craft knowledge fostered an excitement for professional learning.

Other teachers from the district, as well as other school communities visited our classrooms, extending our learning com-

munity outside our own school's walls.”

— Beth Warren, former Teocher,

in A Community of Learners: One School's Journey — Two Viewpoints in Chapter 4

n the last five years, New Jersey teachers
have committed to a significant amount
of professional growth and develop-
ment. As required by regulation, all
teachers participate in 100 hours of
professional development every five
years to refine their knowledge, skills,
and behaviors as professionals. Together
with New Jersey’s Professional
Development Standards for Teachers,
this new requirement and teachers’
overwhelming response to it have heightened the focus
on professional development and required districts to
improve and expand learning experiences available for
teachers. Working through Local Professional
Development Committees (LPDC), teachers have raised
their expectations and are demanding high-quality pro-

fessional development.

The Commissioner’s Task Force on Quality
Teaching and Learning recommends teacher profession-
al development that is engaging, relevant to the work
they do, more specific to their practice, and occurs clos-
er to the classroom and within the school day. The con-
cept of school-based professional development recog-
nizes that the school is the primary center of learning
and that teachers can often learn best with and from
one another. This does not exclude opportunities for
learning across schools, within a district, region, or
state, or in national conferences or programs. It does
recognize that a part of each teacher’s professional
responsibility is continuous improvement and active
membership in a learning organization. Further, it rec-
ognizes that teachers within schools have enormous
knowledge and skill that often remains untapped while
districts seek outside experts to solve complex problems
within their schools.

Collaborative professional learning addresses some

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 9



of these unfortunate contradictions. Collaborative learn-
ing engages teachers in learning — at their school, with
their colleagues, and about their content and students. It
seeks to redesign work that teachers do in isolation into
opportunities for them to learn from one another. It
strives to build a community of adult learners within a
school and transform the culture of a school from one of
isolation and competition to one of collaboration and
interdependence. Thus, if a teacher successfully develops
her students’ understanding of fractions, she can then be
a resource to other teachers who want to expand their
capability to teach fractions in the same way.
Collaborative learning is everything teachers want in
high-quality professional development — teacher-direct-
ed, engaging, relevant, work-related, and meaningful.

To have the greatest impact on a school's culture
and student learning, all adults in a school, not some,
participate in collaborative professional learning teams.
All teaching staff and administrators learn and work
together to improve their practice and student learning.
Unfortunately, in some schools where collaborative pro-
fessional learning occurs, only some staff participate.
However, when all teaching staff, including content-area
teachers, nurses, librarians, counselors, technology
teachers, and other teaching staff contribute their
expertise to solve complex problems related to student
learning jointly, results for students increase.

Collaborative Professional Learning in School and
Beyond is designed to assist all teaching staff members,
principals, supervisors, school leadership teams, central
office staff, Local Professional Development Committee
members, and professional development providers. It
will help them transform professional learning from
occasional events that occur outside the school or out-
side the regular work of teachers into an integral part of
what teachers do each day in coordination with their
colleagues. Sections of the tool kit address the major
decision areas a school and district will encounter as
they consider the benefits of shifting the center of learn-
ing for adults closer to their work.

The tool kit provides chapters that are specifically
devoted to understanding the concept of collaborative
professional learning, as well as the critical implementa-
tion issues to establish professional learning teams. Each
chapter provides an overview of a key issue and practical
tools for implementation. Three types of tools are
included:

1. Articles to build foundation knowledge and

provide opportunities for deeper conversation;

OVERVIEW

2. Process maps to make implementation decisions;

3. Tools for team work.

The accompanying CD-ROM contains all of the
tools in PDF format, and some tools in both PDF and
Word formats. The tool kit is a versatile resource that
includes multiple tools from which users can choose.
School and district personnel who are new to the con-
cept of school-based or collaborative professional devel-
opment, as well as those more experienced with this
form of professional learning will find helpful resources
in the tool kit to develop and extend their understand-
ing and practice in professional development.

New frontier for professional development
in New Jersey

Recommendations contained in the
Commissioner’s Task Force on Quality Teaching and
Learning are creating a new frontier for professional
learning in New Jersey.

New Jersey is among the first of the states to recog-
nize the potential of collaborative professional develop-
ment that:

*  Occurs primarily at school;
* Is more closely linked to New Jersey’s Core

Curriculum Content Standards (CCCS);

e Occurs over time;

*  Offers ongoing school- and classroom-based sup-
port for application of learning;

e Involves educators in collaborative learning;

e Links to a teacher’s teaching assignment;

e Links to a school’s and district’s identified improve-
ment targets;

*  Engages teachers in collaborative learning with and
from each other;

*  Recognizes some of the routine work teachers do as
powerful opportunities for professional learning;

e Deepens teachers’ content knowledge and content-
specific pedagogy;

* Is intensive and rigorous;

*  Builds cultural competence; and

*  Recognizes models throughout the state (Quality
Teaching in New Jersey: A Report, 2005).

Reference

Commissioner’s Task Force on Quality Teaching
and Learning. (2005). Quality Teaching in New Jersey:
A Report. Trenton, NJ: New Jersey Department of
Education.
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OVERVIEW

This tool kit is designed to assist the following audiences:

Teaching * Take an active role in learning with and from one another at school and about issues
staff related fo their confent areas, their students, their instruction, and area of responsibility.
so they

can ..

Teacher * Contribute to the development of the structure, support system, and culture for
leaders so collaborative professional learning linked directly to teaching and student learning.
they can ...

Principals * Work actively with teachers and teacher leaders to provide the structure, support, and
so they culture for collaborative professional learning linked directly to teaching and student
can ... learning.

Supervisors * Facilitate collaborative professional learning teams;

so they * Ensure that teams have adequate resources and sfrategies to improve teaching and
can ... student learning; and

* Work actively with teachers and teacher leaders to provide the sfructure, support, and
culture for collaborative professional learning linked directly to teaching and student

learning.
District * Support schools in creating collaborative professional learning opportunities that align
administrative with school and disfrict goals;
staff * Ensure that school staff have access to resources for collaborative professional learning;
so they * Provide expertise and resources about confent areas, instruction, assessment, data, and
can ... professional development; and

* Oversee the development of a Local Professional Development Plan that reflects the
needs of individual schools and teaching staff and supports collaborative professional

learning.
Local * Develop a local Professional Development Plan that reflects the needs of individual
Professional schools and teaching staff and supports collaborative professional learning;
Development * Use professional development plans from local schools to drive the design of district
Committees support;
so they * Serve as local experts about state and district policy and provide research about
can ... professional learning; and

* Ensure that all teachers have access to high-quality collaborative professional leaming.

Professional * Model collaborative professional leaming;

development * Infegrate collaborative professional leaming strategies into all their work;

providers * Support schools in developing collaborative professional learing teams;

so they * Focus on the needs of individual schools; and

can ... * Provide schoolbased support and follow-up to enhance transfer of leaming and results for
students.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 1



Chapter 1

A NEW

KIND OF
PROFESSIONAL
-VELOPMENT

TOOL

Tool 1.1 Assessment of current reality of professional development. 3 pages

Tool 1.2 The best staff development is in the workplace, not in a workshop. 2 pages

Where are we?
Most teacher professional development occurs outside the school day.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Most teacher professional development occurs outside the school.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Most teacher professional development is designed by teachers for teachers.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators



A new kind of professional development

CHAPTER 1

oday’s professional
development requires
a shift from its more

FROM ACTIVITY-DRIVEN

TRANSFORMING PROFESSIONAL DEVELOPMENT

TO RESULTS-DRIVEN

traditional form of

Consensus of opinions

Research-based standards

adult pull-out pro-

grams or after-school Pull-out

Daily job-embedded structures

and summer learning

Provider-driven

Teacher-driven

to a form that brings learning into the fore-

Individual learning

Team learning

front of what teachers experience each day

Generic pedagogy

Content-specific pedagogy

in school. If teacher learning continues to

Focus on adult work

Focus on student work

be separate from the work teachers do each

Process orientation

Results orientation

day, most will continue to view it as irrele-

vant, dissatisfying, and disconnected from

Professional development

Professional learning

what they do in their classrooms. Moving
professional development to the school
means teachers can lead their own learning

Adapted from Roberts, S. & Pruitt, E. (2003). Schools as professional learning
communities: Collaborative activities and strategies for professional development.

Thousand Oaks, CA: Corwin.

and use external learning opportunities to
expand and extend their learning.
Schools that have made dramatic improvement in
student learning have done so as a result of teachers
learning together, focusing on core curriculum stan-
dards, and using common assessment data to measure
student progress toward standards. Teachers work with
one another and assess their own learning based on
their students’ classroom performance on teacher-
designed, standards-referenced assessments. Teachers
value opportunities to focus collaboratively on their
“real” work, teaching and learning. When teachers’
learning aligns strongly with the results they want for
their students, they are far more likely to find the learn-
ing experience worthwhile. And, such learning for
teachers produces stronger learning for students.

This shift in professional learning can be character-

ized in the way shown in the box above.

Activity-driven to results-driven

When professional development is planned in iso-
lation of data about student performance, it is merely
an activity to meet requirements for professional devel-
opment hours rather than a strategy to improve student
learning. Teachers often dread professional development
sessions, and or teacher absenteeism often is higher on
old-style inservice days. Why? Because teachers perceive
little or no value in the professional development deliv-
ered to them. They often have little involvement in the
planning, design, or delivery of their learning experi-

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 13




A new kind of professional development

ences. The process becomes an exercise in futility rather

than a strategy to improve student learning.

Consensus of opinions vs. research-based
strategies

What is a research-based strategy? In many cases,
what is called research is really the opinion of an expert
in the field. When the phrase “research-based” is used in
education, it most often means the opinion of an expert
who brings considerable knowledge and experience
rather than the result of a clinical trial or comparison
study. In the field of professional development, the
number of “gold standard,” or randomized clinical trial
studies, are limited. Professional development has his-
torically relied on qualitative studies for its information
base. While the research field views qualitative studies as
valid, some educators dispute the validity and reliability
of these studies.

To make decisions about professional development,
it is preferable to use evidence of success from a rigor-
ous study rather than from the opinion of one or two
people and from multiple examples of success under
different conditions.

The National Staff Development Council summa-
rized professional development programs that have evi-
dence of impacting student success in the three Whar
Works books — What Works in the Elementary School;
What Works in the Middle; and What Works in the High
School (Killion, 2002).

By studying the successful programs identified in
the core content areas, professional development leaders
can determine which practices contribute to improved

teacher and student learning.

Pull-out vs. daily job-embedded structures

The current practice of professional development
continues to isolate learning for teachers from the work
they do each day. Slowly, however, changes are occur-
ring. Some schools are making significant progress in
improving how learning happens for teachers. Rather
than being focused on the occasional inservice day — a
day when students are released from school so teachers
can participate in occasional training programs — pro-
fessional development is integrated into each day as
teachers collaborate to plan, teach, assess, and analyze
darta about student performance.

Provider-driven vs. teacher-driven

As new evidence emerging from research on brain-
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based learning confirms, learning is an active, social
process of constructing understanding and meaning.
Provider-driven professional development often fits the
“sit and get” mode; you come and sit in the school
library or the district training center and you get the
wisdom imparted to you by knowledgeable, experienced
providers who live and work outside of your district or
school.

In teacher-driven learning, teachers determine what
they need to know based on what they know about
their students’ learning. They formulate their own
learning experiences and call upon experts to provide
information when they want it. Teachers in teacher-
driven learning environments set common goals for
learning, engage with one another to discover the
answers to their questions, explore student work to
learn how students are learning, and read and share
their expertise to benefit one another. They also are
committed to ongoing learning and development

because it is meaningful, relevant, and results-oriented.

Individual learning vs. team learning

While individual learning has the benefit of
improving a teacher’s practice, team learning impacts
multiple classrooms rather than a single classroom.
Teachers learning in a team build a support system for
implementation and are motivated to implement what
they are learning and to work through problems associ-
ated with implementation. Teams of learners have the
capacity to spread learning more broadly and in a more
systemic way.

Milbrey McLaughlin and Joan Talbert (1993)
found that schools where strong teacher communities
exist are able to produce results for teachers and stu-
dents. Others found similar results in research and prac-
tice. When schools want to reform enabling teams,
rather than individuals, to focus collectively on

improvement just makes more sense.

Generic pedagogy vs. content-specific pedagogy
Teaching is both a science and a craft and teaching
mathematics is not the same as teaching reading. Yet for
many years, professional development was not content-
oriented and offered whole-faculty training in generic
instructional processes. Today, it is clearer how the disci-
plines differ in structure, why teaching matters, and how
content-specific pedagogy aligned to the core curriculum
content standards enhances student learning. While con-
temporary research offers excellent understanding of
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instructional pedagogy (for example, Marzano,
Pickering, & Pollock, 2002), unless teachers learn how
to select instructional strategies based on content stan-
dards, instruction is still likely to be less effective.

When teachers have deep understanding about
pedagogy and curriculum, their actions are more likely
to lead to results more quickly. Content-specific peda-
gogy, rather than generic pedagogy, allows teachers to
streamline instruction with a more laser-like focus. This,
in turn, produces more time for additional content

learning and/or advanced proficiency.

Focus on adult work vs. focus on student work

To shift a school’s focus on teaching to a focus on
learning is both essential and challenging. Schools in
which teachers begin to think more about student learn-
ing and less about teaching are schools in which more
students learn. Most professional development focuses
on what teachers know and do and lacks emphasis on
the next step — what students learn. Dennis Sparks, in
thinking about how deep change happens in schools,
talks about the importance of the final two percent.
“The final two percent is that cluster of experiences that
literally change the brains of teachers and administra-
tors,” asserts Sparks. “Educators have these experiences
when they read, write, observe, use various thinking
strategies, listen, speak, and practice new behaviors in
ways that deepen understanding, affect beliefs, produce
new habits of mind and behavior, and are combined in
ways that alter practice. Such professional learning pro-
duces complex, intelligent behavior in all teachers and
leaders and continuously enhances their professional
judgment” (Sparks, 2005, p. 159).

Starting by emphasizing the work students produce
gives adults in schools information for making better
decisions about their actions. Examining student work
to develop a clearer understanding of what contributes
to student success or failure will help teachers choose
appropriate instructional strategies and resources to fos-
ter learning by all students.

Process orientation vs. results orientation

Focusing on results, rather than processes alone,
ensures that the processes selected for professional learn-
ing are not only enjoyable, but also productive. For
years, evaluators of professional development have col-
lected end-of-event participant reaction to learning
experiences to document the success of professional

development. Yet, evidence about how well professional
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development is designed or received will not reveal how
it impacts student learning.

Another common practice in professional develop-
ment is to focus excessively on the delivery of profes-
sional development and inadequately on its content and
follow-up. A good deal of professional development
insufficiently develops deep content and rarely empha-
sizes what teachers will see as students begin to benefit
from implementation of the practices.

Mistakes commonly occur when delivery of a serv-
ice or teachers’ acquisition of knowledge and skills are
the goals of professional development. For example, if
the goal of professional development is to help teachers
learn new strategies for teaching reading, student learn-
ing is left to chance. On the other hand, if the goal of
professional development is to improve students’ per-
formance in reading, helping teachers acquire new
strategies becomes a step on the pathway to this goal.

Professional development vs. professional learning

The term professional development conjures an
image of teachers sitting around tables in a classroom,
school library, cafeteria, conference room, or conference
center meeting room. At the front of the room is a
speaker, a noted expert in his or her subject area. The
speaker talks to teachers, often telling them how to do
their work. Typically, teachers listen respectfully, consid-
er what the speaker recommends, and — silently or
aloud — wonder if what the speaker suggests will work
in their classrooms.

This form of professional learning assumes educa-
tors are passive recipients of knowledge and that some
information and perhaps skills will be sufficient to
transform their classroom practice. However, for more
than 20 years, the research studies of Bruce Joyce and
Beverly Showers (1988) have reminded us of the impor-
tance of follow-up that includes study groups, coaching,
or problem solving as essential elements in transforming
new learning to classroom practice.

Professional learning, on the other hand, empha-
sizes learning rather than delivery. Just as the emphasis
on student work supersedes the emphasis on adult
work, professional learning focuses on the learning of
professionals rather than on didactic development of
educators. The former emphasizes the cognitive process
associated with transformation of knowledge, attitudes,
skills, aspirations, and behaviors, while the latter con-
notes the actions associated with the development

process.
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Tool 1.1 provides a guide to
engage staff members in analyzing the
current state of professional learning
in their school. This four-part tool
includes a brief survey, recommenda-
tions for using the survey results, a
discussion protocol to analyze the
survey’s results, and recommendation
to repeat.

This new kind of professional
development means changing the
school's culture and many of its cur-
rent professional development prac-

Assessment of current reality
of professional development

* Part 4: Evabustion continucs

The best staff development
ToOL 1.1 s in the workplace,
not in a warkshop

Iy et

tices. Change is challenging, yet the
results of this change will increase Tool 1.1
teachers' sense of satisfaction, profes-

sionalism, and professional judgment. Teachers' expert-
ise will be acknowledged, tapped, and used to improve
teaching and student learning. Schools will be places
where teachers and students want to come each day to
learn and perform at high levels. Teachers will feel sup-
ported, encouraged to use their professional judgment,
and given latitude to take risks for the benefit of their
students. The culture in schools will be transformed.

This new kind of professional development also
works best in a culture that supports collaboration, pro-
fessionalism, and experimentation. However, not all
schools currently have such a culture. Fortunately, there
is a recursive relationship between collaborative profes-
sional learning and the culture of a learning organiza-
tion. Working on one improves the other. It doesn't
matter whether teachers and principals decide to take
action to improve the school's professional culture or
whether they decide to implement collaborative profes-
sional learning teams. Doing one simultaneously leads
to the other. Improving the school's culture is a proven
result of implementing collaborative learning teams.
Improving the school's culture leads to teacher collabo-
ration and deprivatization of practice. Working on both
only accelerates the results. Chapters 5, 9, 11, and 12
offer ideas for creating a supportive culture for collabo-
ration.

Tool 1.2 describes the value of teachers working in
communities. It offers a brief and easy-to-read overview
of the rationale for this new kind of professional learn-
ing.

Even though the benefits of this approach to pro-
fessional development comes with many benefits, there
will be problems along the way. Change requires

Tool 1.2

patience, persistence, and planning. Michael Fullan,
perhaps one of the greatest authorities on school
change, encourages leaders to approach change in three
stages — initiation, implementation, and institutional-
ization.

* Initiation includes clarifying expectations,
informing key stakeholders, defining parameters, intro-
ducing the rationale and expected results, and identify-
ing the plan for implementation.

* Implementation includes developing the knowl-
edge, skills, attitudes, aspirations, and behaviors of those
involved with the change, supporting early implementa-
tion, providing ongoing support for refinement,
responding to resistance in a productive manner, and
supporting integration of the new behaviors into rou-
tine practices.

* Institutionalization involves continuous evalua-
tion and improvement.

Change takes time. Fullan reminds us that there
will be ups and downs along the way. To keep moving
ahead, it is important to celebrate success, log lessons
learned, admit mistakes, never give up, listen thought-
fully to criticisms, work collaboratively rather than
alone, measure progress toward the end, raise concerns
in a public forum and in a constructive way, and keep
the goal in sight at all times. It is also helpful to remem-
ber that there will be resistance; no change is exempt
from it.

What makes a difference, though, is how resistance
is handled. Usually resisters have legitimate concerns
that merit a hearing and problem solving. It is also
helpful to remember that not all people approach
change in the same way. Some will do so with great
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enthusiasm while others will be slower to act. A useful
rule of thumb is to apply the what’s-in-it-for-me princi-
ple to keep focused on the individual needs and differ-
ences among adults as learners. With these actions, edu-
cators can achieve their goals.

Despite the challenges, the rewards are great, as for-
mer New Jersey teacher Beth Warren reports.

“The staff had been on one big roller coaster ride.
After several principals, each with a different style and
philosophy, the staff was scattered in their thinking and
practice. Although we were a group of talented profes-
sionals, we were all working in different directions.
There was an overall feeling of negativity and a lack of
common goals . . .

“Although I was receptive to the development of
new committees, I was skeptical that they would make a
significant impact. Throughout the years, I had served
on numerous groups charged by the leader with the
responsibility for some school change. Rarely did the
leader take part in the actual committee work. I was
impressed with the new principal's full participation in
committee discussions. This led to decisions that actual-
ly had an impact on the daily life of the school. For
example, her participation in our character education
initiative allowed her to effectively reinforce those les-
sons when dealing with discipline in the office. What a
novel idea! Everyone was on the same page! I was eager
to participate because I knew my ideas were valued. As
trust built, more teachers took responsibility for their
group's work by voicing concerns and sharing ideas. I
could see everyone finally taking ownership for our

school's improvement.”
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TOOL 1.1

Assessment of current reality
of professional development

This tool is a four-part process.

e Part I: Individuals complete the rating scale.

e Part 2: They discuss their ratings and their rationale within

small teams.

e Part 3: The school’s scores are compiled and the Current State

Protocol is used to discuss the schoolwide results.

e Part 4: Evaluation continues.
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PART 1
After reading the descriptions of the various attributes of the new form of professional development, use the fol-
lowing rating scale to indicate where your school’s professional development program is in relationship to each attrib-

ute.
Is your school’s current professional development more like the attributes on the left or right?
In the Notes column, jot some notes about evidence that you have to support your rating,.
COLUMN A COIUMN B NOTES

Activity- 1|2 |3 |4 |5 |Results
driven driven
Consensusof |1 |2 |3 |4 |5 |Research-based
opinions standards
Pull-out 1 /2 |3 4 |5 |Dailyjob-

embedded

structures
Provider- 1 2 |3 |4 |5 |Teacher-driven
driven
Individual 1|2 |3 |4 |5 |Team learning
learning
Generic 1 2 |3 |4 |5 | Content-based
pedagogy pedagogy
Focus on 1 |2 |3 |4 |5 |Focuson
adult work student work
Process 1 /2 |3 (4 |5 |Results
orientation orientation
Professional |1 |2 |3 |4 |5 | Professionadl
development learning
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PART 2

Choose Column A or B.

OPTION A

e Ask individual staff members to meet with a
team of three or four other staff members to
share their ratings and the evidence to
support it. Teams are sharing their ratings,
NOT reaching consensus.

e After the discussion, collect the individual
rating sheets to use to compile the

schoolwide results.

OPTION B

e Mark individual responses on a large piece of
chart paper.

*  Make general observations about the
distribution of responses.

e Identify attributes for which there is
agreement (most responses within one
point).

e Identify discrepancies in responses.

e Share evidence used by individuals to
support the areas where more consistency
exists.

e Identify where you want your professional
development to be along the continuum in
three months, six months, one year, two
years.

e Identify three or four strategies to get to the
three-month benchmark.

PART 4

Repeat assessment in three months.

e Compare new distribution to previous one to
assess progress.

*  Repeat steps of analysis and planning,.

Repeat assessment in six months.

e Compare new distribution to previous one to
assess progress.

e Repeat steps of analysis and planning.

CHAPTER 1

PART 3

After each staff member rates the school’s
professional development program, compile the
results into a frequency distribution or bar chart
to get a comprehensive view of the staff’s perspec-
tives. Make copies of the schoolwide results and
use the following protocol to guide discussion
within the school’s professional development com-
mittee or whole school staff to assess the current
state of professional development within the
school.

ANALYZE CURRENT REALITY PROTOCOL

e What do you notice about the results of the
assessment?

*  What do we want professional learning to

produce in our school?

e How do we want professional learning to
look in our school?

e As we consider what we want, who else do we

want to involve in this discussion?

e What are some steps we might take to move

in the direction we want to go?

e Who will be responsible for these actions?

Repeat assessment in one year.

Compare new distribution to previous one to
assess progress.
Repeat steps of analysis and planning.

Repeat assessment in two years.

Compare new distribution to previous one to
assess progress.
Repeat steps of analysis and planning.
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The best staff development
is in the workplace,
not in a workshop

ost schools and districts have created an artifi-

cial distinction berween working and learning,

They operate in a way that suggests teachers
work (teach) 180 or so days a year and learn (attend pro-
grams) on four or five days each year set aside for profes-
sional development. School leaders must end this distinc-
tion between working and learning and create conditions
that enable staff to grow and learn as part of their daily or
weekly work routines.

The traditional notion that regarded staff development
as an occasional event that occurred off the school site has
gradually given way to the idea that the best staff develop-
ment happens in the workplace rather than in a workshop.
When teachers work together to develop curriculum that
delineates the essential knowledge and skills each student
is to acquire, when they create frequent common assess-
ments to monitor each student’s learning on a timely basis,
when they collectively analyze results from those assess-
ments to identify strengths and weaknesses, and when they
help each other develop and implement strategies to
improve current levels of student learning, they are
engaged in the kind of professional development that
builds teacher capacity and sustains school improvement.

Job-embedded staff development, by definition, will
move the focus of professional learning to the school site.
It is critical, however, that leaders understand that simply
shifting to site-based staff development does not ensure
improved learning for either adults or students. Site-based
staff development can be, and often is, ineffective.

Leaders can increase the likelihood that site-based staff
development will enhance the school’s capacity to improve
student learning if they address four questions.

1. Does the professional development increase the
staff's collective capacity to achieve the school's
vision and goals?

Schools’ tradition of individual teacher autonomy has

RICK DuFOUR is an educational consultant. You can contact him at
465 lsland Pointe Lane, Moneta, VA 24121, (540) 7214662, fax
(540) 7210382, e-mail: rdufour@district125.k12.il.us.

NATIONAL STAFF DEVELOPMENT COUNCIL (B00) 727-7288
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leading edge / rick purour

worsened the traditional approach to staff development.

This approach is based on the premise thar schools will

improve if individual teachers are encouraged to pursue

professional growth opportunities that reflect their person -
al interests. Thus, the goal becomes providing a potpourri
of options to reflect the diverse interests of a staff.

Developing individual teachers’ knowledge and skills is
important but not sufficient. The challenge facing schools
is expanding the ability of a team of teachers to achieve
goals for all their students and developing the ability of the
entire faculty to move the school toward its vision. Leaders
should insist thar site-based professional development rep-
resent a focused, coherent effort to develop the collective
capacity of school personnel to solve problems and sustain
continuous improvement.

2. Does the school's approach to staff
development challenge staff members
to act in new ways?

Effective professional development will do
more than help a staff acquire new knowledge
and skills. It will push the staff to act in new
ways. Teachers in professional learning com-
munities are expected to go beyond reading

the same article from a professional journal or
artending the same workshop. They are expect-

In each issue of JSD, Rick

ed to work together to apply new knowledge in
the context of their school. They understand thar DuFour writes about
effective leadership. His
columns can be found at
www.nsdc.org/library/
authors/dufour.cfm

improving the school means improving the prac-
tices of the people within the school. Therefore,
they work together to implement and assess the
impact of new strategies for achieving their goals.
Building shared knowledge is a critical element in profes-
sional development, but shared knowledge will improve
schools only when people apply that knowledge.
Furthermore, it is only when a staff begins to apply new
learning that teachers will come to the deeper level of
understanding that enables them to adapt new practices to
their own serting.
3. Does the school's approach to staff development
focus on results rather than activities?

Many schools seem to approach staff development as if
there is a prize for presenting the most new programs.
When called on to provide evidence of the quality of their
site-based staff development initiatives, they point to the
number of topics covered, the number of faculty who
attended workshops, or the level of satisfaction participants
express. The real rest of staft development, however, is
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leading edge /rick purour

HE SAID

Learning is always an on-the-job
phenomenon.”

whether “it alters instructional behavior and practices in

ways that benefit students” (Sparks, 1994). Leaders must

help schools shift their emphasis from amassing programs
and projects to creating a collaborative culture in which
teachers work together to improve student learning. Leaders
who assess site-based staff development by asking how many
teachers have been trained in “whole language” or “con-
structivist teaching” are asking the wrong question. The best
way for leaders to help schools focus on what mateers is by
asking the question, “Whar evidence can you provide that
staff are helping more students achieve at higher levels?”

4. Does the school's approach to staff development
demonstrate a sustained commitment to achiev-
ing important goals?

One of the challenges of leadership is to bring coher-
ence to the myriad pressures and initiatives bearing down
on schools. Leaders bring coherence to organizations when
they establish clear goals, coordinate efforts to achieve
those goals, and sustain the
effort over an extended period
of time. In her study of inno-
vation in the business world,
Rosabeth Moss Kanter
— Peter Senge (1983) found one of the
most common causes of a
failed initiative was thart lead-
ers had given up on it too
soon. Nearly 20 years later, Jim Collins (2001} arrived at a
similar conclusion in his study of successful companies.
He found that, inevitably, successful innovation was the
result of patient, persistent, sustained effort over time
rather than a short-term, groundbreaking program.

The shortness of most staff development programs is
the opposite of the kind of sustained commitment needed
to embed change within the school’s culture. Ir takes time
for a change initiative to take root within the culture of
any organization, and until the initiative takes root, it is
extremely fragile and subject to regression. Dennis Sparks
advises thart the key to school improvement is sustained
effort over three to five years in which the entire staff secks
incremental annual improvements related to important
school goals.

Leaders who hope to foster powerful site-based staff
development in their schools may consider these tips:

* Recognize that you will never build a collabora-
tive culture simply by inviting or encouraging staff to
work together. Creare structures that require teachers ro
work rogether, and build rime for that work into the
school day and annual calendar. The structures and cultre
of the school should resonate with the message thar collab-
oration is nondiscretionary; it is the way we do things
around here.

CHAPTER 1

* Ensure that teams focus on learning by calling
on them to respond to the following questions for
every unit of instruction: What is it we wanr all stu-
dents to know and be able to do as a result of this unit?
How will we know when each student has demonstrated
proficiency? Whart will we do to address the needs of stu-
dents who initially have difficulty mastering the intended
learning? If the team’s work does not address these critical
questions, there is little reason to anticipate the changes in
practice that lead to improved results.

* Insist that every team establish norms or proto-
cols to clarify their commitments for how they will work
together.

* Insist that every team develop and pursue a stu-
dent achievement goal thart is measurable, artainable,
results-oriented, time-bound, and aligned with school
and/or district goals.

* Provide every team with timely, user-friendly, rele-
vant data and information that will allow its members to
assess the impact of their various improvement strategies.

* Monitor the teams’ work by reviewing both the
products they generate at each step of the process and the
progress they make toward their student achievement
goals,

* Celebrate the teams’ progress and be prepared to
confront teams or individuals who are not honoring this
collaborative approach to continuous improvement.

* Solicit feedback from teams about the resources
and rraining they need ro become more proficient in this
collaborative process.

It is clear that job-embedded, site-based professional
development offers the best venue for educators’ ongoing
learning. It is equally clear, however, that leaders can and
must play a pivoral role in ensuring that the staff develop-
ment program of any school is designed to achieve the
objective of higher levels of learning for both its adults and
its students.
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Chapter 2

ALIGNING THE STANDARDS:

MAKING
THE CASE

TOOLS

Tool 2.1 New Jersey Professional Standards for Teachers. 1 page

Tool 2.2 New Jersey Professional Standards for School Leaders. 2 pages

Tool 2.3 New Jersey Professional Development Standards for Teachers. 4 pages

Where are we?

Our whole staff is implementing the core curriculum content standards.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Our whole staff uses the professional standards for teachers and core curriculum content
standards to design their professional growth plans.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Professional development in our school meets New Jersey’s standards for professional
development.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

23




Aligning the standards: Making the case

ollaborative Professional Learning
in School and Beyond is designed
to facilitate the implementation of
New Jersey legislation and policy
regarding teacher professional
development, school leadership,
and student learning. School, dis-
trict, regional, or state agency personnel may find the
tool kit helpful to design collaborative professional
learning that meets state standards for professional
development and aligns with teacher, school leader, and
content standards. By aligning standards for students,
teachers, school leaders, and professional development,
New Jersey policy makers have established a coherent
system to support student learning.

The integration of standards for student learning,
standards for teachers and school leaders, and standards
for professional development forms the support neces-
sary to ensure academic success for all students through-
out the state. Figure 2.1 depicts the connection among
the three sets of standards.

New Jersey’s Core Curriculum Content Standards
New Jersey’s Core Curriculum Content Standards
identify the essential knowledge and skills expected and
guaranteed for students in New Jersey’s public schools.
These content standards provide both a unifying direc-
tion for educators and benchmarks for student success
in nine curricular areas (Visual and Performing Arts;
Comprehensive Health and Physical Education;
Language Arts Literacy; Mathematics; Science; Social
Studies; World Languages; Technological Literacy; and

CHAPTER 2

Career and Consumer, Family, and Life Skills) The
standards are available in their entirety at

www.state.nj.us/njded/cccs.

Standards for teachers and school leaders

Professional Standards for Teachers and School
Leaders identify the core competencies expected of all
New Jersey educators. These standards outline the foun-
dational knowledge and skills of successful educators.
The standards for both school leaders and teachers,
while different, are linked. In other words, teachers are
more successful when school leaders are knowledgeable
and skillful. School leaders, too, are more successful
when teachers have deep content knowledge and use
multiple approaches to instruction, management, and
assessment. This document may be downloaded at
www.state.nj.us/njded/profdev/profstand/
standards.pdf

Professional development standards

New Jersey’s Professional Development Standards
for Teachers stress the importance of linking profession-
al learning to student success and core curriculum con-
tent standards and of engaging teachers in collegial and
collaborative learning experiences.

“The professional strengths and accomplishments
of the school faculty at large must work to complement
the learning needs and requirements of the entire stu-
dent population. Professional development activities
must also complement both the needs of the educator
and the goals and objectives of the school district.
Further, these activities must focus on the conditions
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STANDARDS

ROLE IN PROFESSIONAL DEVELOPMENT

Core curriculum
content standards

meet content standards.

Establish the focus for the content for professional development that intends to deepen
teachers” content knowledge and expand their content-specific pedagogical processes;
guide decisions about what teachers need to know and be able to do to help students

Standards for
teachers and school

Focus content of professional development on core teacher competencies and guide
decisions about which competencies educators want to develop and refine.

leaders

Professional Define aftributes of high-quality professional learning; guide decisions about how teams
development structure leamning experiences and how schools and disfricts support educator learning.
standards

which affect student learning in order for teachers to
develop the knowledge and expertise needed to enable
students to function as independent thinkers and cre-
ative learners both in the school community and in the
larger environment of society as a whole.

“In addition, professional development must
engage each educator in a collegial and collaborative
dialogue with other educators and education partners to
broaden the knowledge and expertise needed to guide
students toward the successful attainment and mastery
of the New Jersey Core Curriculum Content Standards

and to create supportive and effective schools”
(www.state.nj.us/njded/profdev/standards.htm).

The professional development standards define suc-
cess for schools and districts. In addition, they serve as a
framework for planning and implementing professional
learning. The table above illustrates how the various
standards contribute to professional development.
Professional development standards may be downloaded
at www.state.nj.us/njded/profdev/ and appear in Tool
2.3.
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CHAPTER 2

for Teachers

STANDARD 1: Subject matter knowledge

Teachers shall understand the central con-
cepts, tools of inquiry, structures of the discipline,
especially as they relate to the New Jersey Core
Curriculum Content Standards (CCCS), and
design developmentally appropriate leaming
experiences making the subject matter accessible
and meaningful to all students.

STANDARD 2: Human growth
and development

Teachers shall understand how children and
adolescents develop and learn in a variety of
school, family and community contexts and pro-
vide opportunities that support their infellectual,
social, emotional and physical development.

STANDARD 3: Diverse learners
Teachers shall understand the practice of cul-
turally responsive teaching.

STANDARD 4: Instructional planning and
strategies

Teachers shall understand instructional plan-
ning, design long- and shortterm plans based
upon knowledge of subject matter, students, com-
munity, and curriculum goals and shall employ a
variety of developmentally appropriate strategies
in order to promote critical thinking, problem solv-
ing and the performance skills of all learners.

STANDARD 5: Assessment

Teachers shall understand and use mulfiple
assessment strategies and interpret results to eval-
uate and promote student leaming and to modify
instruction in order fo fosfer the confinuous devel-

opment of students.

New Jersey Professional Standards

TOOL 2.1

STANDARD 6: Learning environment
Teachers shall understand individual and
group mofivation and behavior and shall create a
supportive, safe and respectful leaming environ-
ment that encourages positive social interaction,
active engagement in leaming and selfmotiva-

tion.

STANDARD 7: Special needs

Teachers shall adapt and modify instruction
to accommodate the special learning needs of
all students.

STANDARD 8: Communication

Teachers shall use knowledge of effective
verbal, nonverbal and written communication
techniques and the tools of information literacy to
foster the use of inquiry, collaboration and sup-
portive inferactions.

STANDARD 9: Collaboration
and partnerships

Teachers shall build relationships with par-
ents, guardians, families and agencies in the larg-
er community to support students’ learning and
wellbeing.

STANDARD 10: Professional development

Teachers shall participate as acfive, responsi-
ble members of the professional community,
engaging in a wide range of reflective practices,
pursuing opportunities to grow professionally and
establishing collegial relafionships to enhance the
teaching and leaming process..
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TOOL 2.2

New Jersey Professional Standards
for School Leaders

e The new Professional Standards for School Leaders are comprehensive,

forward looking and focused on teaching and learning.

e Based on the recommendations of the State Action for Educational
Leadership Project (SAELP) Consortium, a state advisory group on school
leadership policy, the State Board of Education adopted the national
standards of the Interstate School Leaders Licensure Consortium (ISLLC).
These are national model standards for school leaders. The ISLLC standards
were developed by a consortium of states brought together by the Council of
Chief State School Officers and reflect the best thinking of educators across
the nation. New Jersey participated in the development of the ISLLC
standards as a member of that national consortium. The state’s
administrators provided input through focus groups run by ISLLC across

New Jersey.

e The standards shift the focus of the job from one which was concerned
primarily with efficient management and administration to one emphasizing
the role of the administrator as the educational leader concerned with
teaching, learning and school improvement. Research in the last decade has
shown what a pivotal role the school leader has in promoting excellence in

instruction and creating a culture that promotes improved student

achievement.
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Tool 2.2 New Jersey Professional Standards for School Leaders CHAPTER 2

TOOL 2.2

School leaders standards

The Standards for School leaders are:

o Built from the raw materials of leadership, reflecting the actual work of the school leader;
e Anchored in teaching and leamning;

e Focused on student achievement; and

e Concerned with ensuring the success of all children.

STANDARD 1

School administrators shall be educational leaders who promote the success of all students by facili-
fating the development, articulation, implementation and stewardship of a vision of learning that is
shared and supported by the school community.

STANDARD 2

School administrators shall be educational leaders who promote the success of all students by
advocating, nurturing, and sustaining a school culture and instructional program conducive to student
learning and staff professional growth.

STANDARD 3

School administrators shall be educational leaders who promote the success of all students by
ensuring management of the organization, operations and resources for a safe, efficient and effective
learning environment.

STANDARD 4

School administrators shall be educational leaders who promote the success of all students by col-
laborating with families and community members, responding to diverse community interests and needs,
and mobilizing community resources.

STANDARD 5
School administrators shall be educational leaders who promote the success of all students by act-
ing with infegrity, fairness and in an ethical manner.

STANDARD 6
School administrators shall be educational leaders who promote the success of all students by

understanding, responding to and influencing the larger political, social, economic, legal and cultural
confext.
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TOOL 2.3

Professional development standards
for teachers

PREAMBLE

The New Jersey Professional Teaching Standards Board believes that educa-
tors must be dedicated to a continuous plan of professional development that
begins with their preservice activities, that continues with their induction into
the profession, and that extends through the life of their professional career in
education through, ongoing, and sustained professional development endeavors.
We further believe that effective educators are learners, that professional develop-
ment must be a process of refining skills, inquiring into practice, and developing
new methods.

The professional strengths and accomplishments of the school faculty at
large must work to complement the learning needs and requirements of the
entire student population. Professional development activities must also comple-
ment both the needs of the educator and the goals and objectives of the school
district. Further, these activities must focus on the conditions which affect stu-
dent learning in order for teachers to develop the knowledge and expertise need-
ed to enable students to function as independent thinkers and creative learners
both in the school community and in the larger environment of society as a
whole.

In addition, professional development must engage each educator in a colle-
gial and collaborative dialogue with other educators and education partners to
broaden the knowledge and expertise needed to guide students toward the suc-
cessful attainment and mastery of the New Jersey Core Curriculum Content
Standards and to create supportive and effective schools.

We further believe that effective implementation of new techniques requires
financial support, time and planning. Therefore, those new techniques and prac-
tices should be protected and nurtured as well as appropriately evaluated.
Experimentation that is supported by a nurturing environment will encourage an
atmosphere where educators constantly seek to learn about their work and to

grow from the experience.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 30



Tool 2.3  Professional development standards for teachers

CHAPTER 2

PROFESSIONAL DEVELOPMENT STANDARDS FOR TEACHERS

A common set of beliefs about teaching and learn-
ing is reflected in the following standards for profession-
al development plans pursued by individual teaching
staff members and for professional development plans
created by the local professional development commit-
tees in school districts. These standards represent a new
vision for professional development and provide guid-
ance for the successful completion of the professional
development requirements. The individual and district
professional development plans should incorporate and
be consistent with the standards, recognizing that not
every standard needs to be addressed by every plan.

1. Enhances knowledge of subject content

1.1, Assists educators in acquiring content knowl-
edge within their own discipline(s) and in
application(s) to other disciplines

1.2. Enables classroom professionals to help stu-
dents achieve the New Jersey Core
Curriculum Content Standards (CCCS)

1.3. Routinely reviews the alignment of profes-
sional development content with CCCS and
with the Frameworks in all disciplines

2. Improves understanding of the academic,
social, emotional and physical needs of each
learner and ensures that educators utilize
appropriate teaching skills to enable students
to meet or exceed their potential
2.1. Enables educators to adjust instructional
strategies based on knowledge of how stu-
dents learn and develop

2.2. Enables educators to plan and design
approaches and strategies to support the
intellectual, social and personal development
of each learner

2.3. Assists educators to recognize students’
strengths and potential

2.4. Enables educators to respect students’ talents,
abilities and perspectives

2.5. Enables educators to plan and design instruc-
tional strategies for inclusive classrooms

2.6. Encourages the establishment of a learning

environment that enhances student learning
and critical thinking

2.7. Supports a philosophy of school- and class-
room-based management which maximizes

student learning

Reflects best available interpretations of rele-
vant knowledge, including empirical research
and the consensus of professional opinion in
teaching, learning, and leadership
3.1. Enables educators to:
3.1.1. Keep abreast of current educational
research
3.1.2. Integrate new understandings into
content and instruction
3.1.3. Enhance student learning through
scholarship and experience
3.2. Enables educators to provide challenging and
developmentally appropriate curricula that
engage students in learning and
3.3. Acknowledges and respects the intellectual
and leadership capacity of educators
3.4. Enables educators to enhance their leadership
skills and utilize them in the education com-
munity

Encourages educators to develop a variety of

classroom-based assessment skills

4.1. Assists educators in adapting instruction
based on observation and analysis of student
work

4.2. Enables educators to select, construct, and
use assessment strategies for monitoring stu-
dent learning

4.3. Assists educators to develop assessment

strategies linked to the CCCS
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PROFESSIONAL DEVELOPMENT STANDARDS FOR TEACHERS

5. Provides for integrating new learning into the

curriculum and the classroom

5.1.  Empowers educators to connect their learn-
ing to what they teach and to incorporate
new concepts into practice

5.2. Provides for initiation and implementation of
desired change to achieve student outcomes

5.3. Provides for ongoing support for individual
educators within the school environment

6. Is based on knowledge of adult learning and

development

6.1. Recognizes adult motivation, stages of devel-
opment, personal goals and needs and levels
of expertise

6.2. Encourages both the individual and the col-
laborative talents of educators

6.3. Applies what is known about motivation for
growth and enhances positive feelings of self-
worth

6.4. Fosters confidence in educators’ abilities to
achieve success

6.5. Utilizes a variety of models and approaches,
such as individually guided staff develop- 9.
ment, observation/assessment, involvement
in a development/improvement process,

training, inquiry, etc.

7. Is periodically assessed to show its impact on
teaching practice and/or student learning
7.1.  Utilizes a careful analysis of classroom, school
and other data to guide future professional
development efforts uses educators’ self-
assessment to evaluate the impact of profes-
sional development

8. Results from clear, coherent, strategic planning
that is embraced and supported by the dis-
trict’s governing body and by all levels of the
school system
8.1. Delineates what students are expected to

know and be able to do

8.2.

8.3.

8.4.

8.5.

8.6.

8.7.

8.8.

8.9.

8.10.

CHAPTER 2

Supports a clearly delineated vision and is
aligned with the district and school goals
Focuses on sound, research-based theories in
school management

Focuses on individual, collegial, school, and
district improvement

Is perceived by the professional staff and the
community as a critical part of the district’s
quest for excellence

Fosters the use of reflection and self-assess-
ment in professional and intellectual growth
Allows educators to pursue personal educa-
tional opportunities that reflect the district’s
strategic plan

Encourages careful experimentation with
new practice and creative use of best practice
Reflects the educational outcomes the district
seeks to achieve

Assists educators in analyzing disaggregated
student data (i.e., gender, socioeconomics,
ethnicity, and language) and in making deci-
sions based on that data

Develops a school culture that fosters continu-
ous improvement and that challenges tradi-
tional roles and relationships among educa-

tors

9.1.

9.2.

9.3.

9.4.

9.5.

9.6.

9.7.

9.8.

Recognizes that collegial support and interac-
tion are essential to the success of every
aspect of education

Provides for ongoing and meaningful collab-
oration among educators

Values individual efforts at self-improvement
Provides educators with incentives and sup-
port to pursue a plan of continuous improve-
ment

Involves strong leadership from all areas of
the school community to encourage a com-
mitment to learning

Encourages creativity and innovation
Supports the ongoing development of new
skills in a collaborative environment

Values the contribution of practitioners in
the pursuit of enhanced student learning
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Professional development standards for teachers

CHAPTER 2

PROFESSIONAL DEVELOPMENT STANDARDS FOR TEACHERS

10. Is supported by the intellectual and financial

11.

commitment which enables the achievement of

professional development plans

10.1. Is a process which respects the personal
strengths and needs of each educator

10.2. Encourages governing bodies to support and
participate in learning experiences that will
enhance their understanding of good profes-
sional development

10.3. Encourages school administrators to support
and participate in professional development
that will enhance student learning

10.4. Is supported by a continuous and sufficient
commitment of funding to achieve the pro-
fessional development plans

10.5. Increases public understanding and encour-
agement for professional development,
including the need for time and financial
support

10.6. Includes access to technologies and other
modern resources that are essential to effec-

tive professional work and learning

Is supported by sufficient time during working

hours to engage in collegial consultation and

learning and to support professional develop-

ment

11.1. Provides time for educators to team plan,
collaborate, analyze data and student work,
develop and implement instructional prac-
tices, curricula and assessments, implement
federal, state, and local mandates, etc.

11.2. Recognizes and considers the professional
and personal obligations of the individual
educator

12. Empowers educators to work effectively with

parent and community partners

12.1. Assists educators in establishing relationships
and partnerships with parents and families

12.2. Enables educators to identify and use com-
munity resources to foster student learning

12.3. Promotes an environment where educators
feel comfortable and confident working col-
laboratively with other educators, parents,
business and community leaders

* These rules affect all active teaching staff mem-
bers employed as of September 2000 whose positions
require possession of the instructional or educational
services license in accordance with N.J.A.C. 6:11-6.10
and 11.
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Chapter 3

COLLABORATIVE
PROFESSIONAL
EARNING

TOOLS

Tool 3.1 Team learning scenario task. 9 pages

Tool 3.2 NSDC’s Standard for Staff Development/Learning Communities. 2 pages
Tool 3.3 Set goals for learning with a sense of urgency. 1 page

Tool 3.4 Fears and hopes. I page

Tool 3.5 Possible staff meeting agenda. I page

Where are we?

Teachers work independently on the routine tasks associated with teaching.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers choose the professional development that interests them.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Professional development involves teachers working in teams to improve teaching and
students’ learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers typically attend professional development away from school.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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line, more and more are using profes

sional development as their primary

in professional learning have
demonstrated little long-term
impact on teaching or student
learning. This may be because beliefs about what good
professional development is are shifting. Research is
pointing to the relationship between teachers working
in learning communities and improvement in student

learning. “Researchers point

s schools strive to improve their bottom

intervention. Yet, decades of practice

CHAPTER 3

Until the last decade, professional development was
viewed as a matter of personal preference for teachers.
This approach to professional development produces
few long-term changes in teaching behavior or results
for students. However, this approach to professional
development is so common a practice in school districts
that moving beyond it to consider a different approach
is challenging.

Professional development, until recently, was not
viewed as a means for improving teaching and learning.
Other means such as curriculum, assessment, materials,

programs, and school

to an ‘emerging consensus’

structures took priority

regarding the kind of profes- Collaborative professional leaming is a form of over professional develop-
sional development most professional development in which teachers work ment as vehicles for
Likely to improve teacher together to improve teaching and learning. It has improvement in early

practice and thus student
performance. This consensus
suggests that the highest
impact professional develop-
ment directly relates to the
instructional content and learning.

material teachers must use,

several atfributes that distinguish it from other forms
of professional learing. Collaborative professional
learning engages teachers in teams that work

together over fime to improve teaching and

school reform efforts.
Now, the significance of
professional development
is clear; yet what is also
clear is that the past prac-
tices of professional devel-

opment will not improve

takes place in their own

schools and classrooms with coaching and ongoing feed-
back, and secks to involve all teachers so that the activity
emphasizes schoolwide as compared to just individual
capacity” (Burney, D., Corcoran T., & Lesnick, J., in
press; Elmore, R, 2002; Garet, M., Porter, A.,
Desimone, L., Birman, B., & Yoon, K., 2001)” (Miles,
K.H., Odden, A., Fermanich, M., & Archibald, S.
2005, p. 9).

schools. Dennis Sparks,
executive director of the National Staff Development
Council, summarizes both the importance of profes-
sional development and the particular form of profes-
sional development that will improve student learning:
“If every student is to have a competent teacher, then
virtually all their teachers must be learning virtually all
the time. While that learning will occasionally happen in

workshops and courses, most of it will occur as teachers
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CHAPTER 3

TOOL 3.1
Team learning scenario task

NSDC's Standards
for Staff Development

TOOL 3.2

Set goals for learning
with a sense of urgency

Tool 3.1 Tool 3.2

plan lessons together, examine their students’ work to find
ways to improve it, observe one another teach, and plan
improvements based on various data. Those of us con-
cerned about teacher expertise must take leadership in
designing such a system for learning” (Sparks, 1998, p. 2).

Tool 3.1 is useful in helping educators understand
the attributes of collaborative professional learning. By
working through the inquiry-based activity outlined in
Tool 3.1, educators can picture how collaborative pro-
fessional learning might look in their school. Teams, of
course, have the freedom to create their own concept of
collaborative professional learning provided these key
features are all evident:

e Creating support for teams of teachers;

*  Working together over time;

e Constructing joint work related to curriculum,
assessment, and instruction; and

e Improving teaching and learning.

Collaborative professional learning, according to
Mike Schmoker, is “the best, least expensive, most pro-
fessionally rewarding way to improve schools”
(Schmoker, 2005, p. 137). It is the practice of educators
working together to solve problems, and design and
refine instruction, curriculum, assessments, and inter-
ventions for student learning. Using successful practices
long present in business and industry such as quality
circles, collaborative professional learning brings teach-
ers together most often within their school to co-con-
struct knowledge, share knowledge, and distribute
knowledge about teaching and learning throughout the
school.

Fred Newmann and Gary Wehlage (1995) identi-
fied factors of schools that achieve disproportionately

Tool 3.3

higher student performance in math, science, and social
studies. These schools had staff members who formed
learning communities, focused their attention on stu-
dent work and assessment, and changed their instruc-
tional practices to improve their results with students.
Common goals, consistent messages about learning
objectives and methods, and collective responsibility, say
Newmann and Wehlage, increase teacher efficacy. In
addition, they believe that teachers’ collaborative activi-
ty increases their technical competence and collective
responsibility.

“Collaborative activity can enhance teachers technical
competence. As teachers work with students from increas-
ingly diverse social backgrounds, and as the curriculum
begins ro demand more intellectual rigor, teachers require
information, technical expertise, and social-emotional sup-
port far beyond the resources they can muster as individuals
working alone. When teachers collaborate productively,
they participate in reflective dialogue to learn more abour
professional issues; they observe and react to one another’s
teaching, curriculum, and assessment practices; and they
engage in joint planning and curriculum development. By
enriching teachers technical and social resources, collabora-
tion can make teaching more effective.

[Cllearly shared purpose and collaboration contribute
to collective responsibility: ones colleagues share responsibil-
ity for the quality of all students achievement. This norm
helps to sustain each teacher’s commitment. A culture of
collective responsibility puts more peer pressure and
accountability on staff who may not have carried their fair
share, but it can also ease the burden on teachers who have
worked hard in isolation but who felt unable to help some

students. In short, professional community within the
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CHAPTER 3

teaching staff sharpens the educational
Jocus and enhances the technical and

i F dh
social support that teachers need to be B e opss

Fans

Possible staff meeting agenda
TOOL 3.4

[T wea Mo

successful” (Newmann and Wehlage,

1995, p. 31).
Collaborative professional learn-
ing engages teachers in job-embed-

Hows

ded, results-driven, and standards-

ket ety e svdestmcing o Pon wsbny. o cpbeboroas

based learning. New Jersey’s
Professional Development Standards
advocate for professional develop-
ment that engages teachers in “colle-

and

7 ok b ompia e b b by 2 e bl

-

gial and collaborative dialogue.” The
National Staff Development
Council’s Standards for Staff
Tool 3.4

Development (2001) advocates for

professional learning that organizes teachers in learning

communities whose goals are aligned with those of the

school and district. Tool 3.2 includes the rationale for

NSDC’s Learning Communities Standard. This ration-

ale is a brief synthesis of the research and can be useful

to help staff members understand the value of collabo-
rative professional learning.

Shirley Hord and a team of researchers from
Southwest Educational Development Laboratory
(SEDL) studied professional learning communities in
22 schools.

As a result of their research, they identified five
themes that served as the characteristics of teachers
learning together in collaborative teams:

“Supportive and shared leadership requires that colle-
gial and facilitative participation of the principal who
shares leadership — and thus, power and authority — by
inviting staff input and action in decision making.

o Shared values and vision include an unwavering com-
mitment to student learning that is consistently artic-
ulated and referenced in the staff’s work.

o Collective learning and application of learning
requires that school staff at all levels are engaged in
processes that collectively seek new knowledge among
staff and application of the learning to solutions that
addpess students' needs.

*  Supportive conditions include physical and human
capacities that encourage and sustain a collegial
atmosphere and collective learning.

o Shared practice involves the review of a teacher's
behavior by colleagues and includes feedback and
assistance activity to support individual and commu-
nity improvement” (Hord, p. 7).

Tool 3.5

When teachers are working and learning together,
they improve both their practice and their students’
learning. This form of professional development differs
from typical professional development in a number of
ways.

Collaborative professional learning is:

e Frequent/ongoing;

e Done during contract time;

*  Done with teaching colleagues;

*  Supports current classroom work and personal pro-
fessional development goals, and school improve-
ment goals;

*  Designed by teachers;

*  Facilitated by teachers and teacher leaders and/or
co-facilitated by school-based and district-based
educators;

*  Supported and monitored by school administra-
tors; and

*  Contextually appropriate to the needs of the stu-
dents, teachers, and school community.

This tool kit assists schools and teachers in linking
professional learning to teachers’ routine work by recog-
nizing that collaborating about curriculum, assessment,
instruction, and student learning is a legitimate form of
professional development. Teachers will find that they
more easily, quickly, and satisfactorily meet the require-
ment for 100 hours of professional development
because the work that they have traditionally done in
isolation will be done with the value-added of their col-
leagues’ thinking. When teachers work collaboratively
on their routine work and reflect on and continuously
improve their practice, they will be driven less by the
desire to earn 100 hours and more by the satisfaction
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they feel when they see the results of their learning.

Teachers from New Jersey to California who have
committed to work in communities of learners report
that while getting started requires an investment, they
find the rewards to be significant. They report that their
work is more satisfying, that they save time because they
are sharing responsibility with their peers, that their
work is more focused, and that they would not return
to the way they previously worked in isolation. Schools
in which teachers work in collaborative teams make
steady progress toward their improvement goals, have a
clear focus, share goals, and produce results.

Collaborative professional learning will look differ-
ent in large and small schools. In large schools, there are
likely to be more teams and maybe bigger teams meet-
ing. Teachers are more likely to serve on more than one
collaborative team. The role of the principal, teacher
leaders, and/or supervisors in coordinating and support-
ing the teams will be greater. Communication between
and among teams will be more challenging and require
more concerted effort. Creating a sense of community
may be more challenging in a larger school where teach-
ers do not work as closely together, although this is not
necessarily a factor related to size. It is more closely con-
nected to the culture within a school. Even large schools
can have highly successful collaborative professional
learning teams, as demonstrated by Adlai Stevenson
High School in Lincolnshire, Ill., a school of more than
4,000 students.

Once a week, teachers at Stevenson High School
arrive at their regular time at 7:45 a.m. and students
arrive late. Teachers use this block of time each week to
meet in their collaborative teams often by department

Oor course areas.

Adlai Stevenson High School's
late-start schedule

Period Time

1 10:30 - 11:05 a.m.
2 11:10 - 11:40 a.m.
3 11:45 - 12:15 p.m.
4 12:20 - 12:55 p.m.
5 1-1:35p.m.

6 1:40 - 2:15 p.m.

7 2:20 - 2:50 p.m.

8 2:55 - 3:25 p.m.

In smaller schools, teachers may serve on cross-level
teams or interdisciplinary teams. Because teachers know
each other better in smaller schools, teams are likely to

CHAPTER 3

Video resources

These help educators “see” collaborative

professional learning in action.

o Critical friends groups in actfion. Annenberg
Institute for School Reform.

www.annenberginstitute.org.

* Designing and evaluating professional
development for increased student learning. The
School Improvement Network.
www.schoolimprovementnetwork.com.

o lef's talk about PLC: Getting started (three parts).
National Educational Services
www.solution-tree.com.

* Looking at student work: A window into the
classroom. Annenberg Institute for School Reform.
www.annenberginstitute.org.

* looking at teacher work: Standards in practice.
Collaborative Communications Group.
www.publicengagement.com.

¢ Schools that learn: High standards for teacher
and principal performance. Collaborative
Communications Group.
www.publicengagement.com.

* Whole faculty study groups: Collaboration
targefing student leaming. The School Improvement
Network.
www.schoolimprovementnetwork.com.

become more productive more quickly. The principal
may be able to be a member of all the teams in a small-
er school. Certainly communication between and
among teams will be easier. Creating a supportive cul-
ture may be easier because staff members are more likely
to have a sense of community in a smaller school.

Regardless of the size of the school, however, the
process for creating teams is the same. The type of work
teams do remains the same. The difference is the focus
on multiple grades, courses, or core content areas rather
than a single one.
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TOOL 3.1

Team learning scenario task

TASKS

Select one of the following scenarios to read or ask different members of the
group to read different ones.

Read the selected scenario(s) to identify attributes of collaborative
professional learning.

Select one of the following scenarios. As you read the one you select, jot
notes about the attributes of collaborative professional learning.

Compare your notes with those of a colleague.

Using your collective notes, develop a definition of collaborative professional
learning.

DEFINITION
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SCENARIO 1

SCHOOL-BASED COLLABORATIVE
LEARNING: Fremont Elementary

School 4th-grade teachers

he school year starts on a very different note at

Fremont Elementary School. Instead of the

normal large school professional development
day that involves a presentation, Frieda Jackson leads
the teachers through an analysis of student achievement.
The meeting lasts all morning, as teachers dig through
various data sets and work in a variety of different con-
figurations to learn how their students performed on
state tests. At the end of the meeting, teachers begin to
think about some actions the school will take.

The afternoon is set aside for each grade level to
repeat the process looking specifically at data about
incoming students. Jackson, with the help of the district
testing specialist, prepared data for the grade levels as a
whole and for each teacher for his or her new class. The
expectation for the afternoon is that each grade level
works as a team looking to create a specific plan about
what they will do during the year to improve student
performance.

Fremont’s 4th-grade teachers spend their two hours
of the afternoon talking about their incoming class of
4th graders. They study the composite and content-spe-
cific scores from these new 4th graders’ performance on
the 3rd-grade tests. They also look at the scores of stu-
dents divided into their new classrooms. Teachers use a
simple data analysis protocol that Jackson gave them in
the morning to study the data. They identify the
strengths and apparent weaknesses in reading, writing,
and math sub-skill areas.

They make a list of their observations on a large
piece of chart paper. As they are about to choose a focus
area, Jackson stops by and asks how things are going,.
She expresses her appreciation for the team’s efforts last
year and notes the significant improvement the 4th
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graders made on the state tests. As she is talking with
the teachers, she reads over the chart they have made
identifying areas of focus. Jackson smiles when she sees
writing on the list. She, too, knows that it is an area of
need. It is clear that these incoming 4th graders are
making substantial progress in reading and math, yet
are not doing well in writing.

Jackson gets up to leave indicating that she wants
to visit other teams. As she leaves, she reminds them
that their plan is due on Friday and that she is available
to assist. Walking out of the room toward the 5th-grade
pod, Jackson ponders, “It will be interesting to see what
they decide to focus on this year. I hope it is writing. I
know it is their choice. If they have done a thorough
data analysis, they will see that writing is the appropri-
ate focus area. I trust them to make a good decision,
and if it isn't the right one, they discover that on their
own. They have always worked well as a team.”

After Jackson leaves, the team decides to make
writing a focus for their collaborative work while also
continuing to improve students’ reading and math
scores. They make a plan for the first several weeks
related to writing. Their plan includes giving a writing
assessment within the first three days of school, scoring
a select sample of those together at their next profes-
sional development meeting, and developing lesson
plans to address the specific areas of deficit. They decide
not to pursue a recommendation by one team member
to use cross-classroom flexible grouping until they see
for themselves how their students perform. They also
decide which books to read aloud to students in the
first week of school that best represent the use of figura-
tive language. Together, they craft some possible ques-
tions to ask, and one member volunteers to type them
up and e-mail to everyone.

They agree to meet each Tuesday and Thursday
during their team planning time to continue their dis-
cussions about how to improve student writing. At their
next professional development day meeting, they plan
to bring their writing samples for scoring and analysis
to identify areas in which to concentrate. By the end of
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the first week of school, they hope to complete their
analysis so they can begin planning specific instruction
related to major deficits in student writing.

The grade-level chair asks for a volunteer to help
her prepare the grade-level’s plan for Jackson that is due
on Friday. The plan asks the team to identify their area
of focus, a SMART goal related to this goal, three
benchmark points along the way, ways they will assess
student performance at these benchmark points, and
the action they will take to achieve the goals. All the
teachers agree to stay and help develop the plan. They
worry that it will not be as complete, and the chair
reminds them that they can change it when they have a
better idea of specific actions they want to take and
have decided how to assess student performance in writ-
ing at three points in the year. She says she will talk
with Jackson about this being a draft plan and let them
know if Jackson expresses any concerns.

When the grade-level chair meets with Jackson to
review the draft plan, Jackson assures her that the plan
is a living document and that she hopes they will con-
tinue to review and refine it throughout the year. She
also helps revise the goal so that it includes all the ele-
ments of a SMART goal (S=specific, M=measurable,
A=attainable, R=results-driven, T=time bound) and
offers some possible actions for the team to consider
when they get to the action planning part of their plan.
Jackson shares a copy of the 2nd-grade plan because
they, too, have identified writing.
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SCENARIO 2

SCHOOL-BASED COLLABORATIVE
LEARNING: Peterson High School
science department

he curriculum coach at Peterson High School

meets with science teachers to talk about ways

to reduce the poor performance of female and
underrepresented students in that discipline. Teachers,
too, express frustration because they had recognized that
students in upper-level courses were mostly white and
Asian males. As they discussed possible reasons for the
situation, the coach asks teachers how they differentiate
instruction and materials, how they link students’ back-
ground knowledge when they introduce concepts, and
about students’ readiness for high school science.
Teachers identify issues related to students’ motivation,
high absenteeism, lack of basic study skills, and general
lack of interest in science.

Teachers agree there are some significant issues to
study. They agree to use their professional development
time to gather data and examine the problem they iden-
tify as underenrollment of underrepresented students
(mostly blacks and Hispanic) and female students in
upper-level science courses. This problem becomes the
focus of a four-month inquiry by the science teachers
that involves the curriculum coach, counselors, the dis-
trict’s science specialist, the assistant principal for cur-
riculum and instruction, the school’s reading specialist,
and a physical education teacher.

First, the coach suggests teachers ask the counselor
to gather data about students who fall into their four
identified groups of interest — female students who are
successful in upper-level science classes; blacks and
Hispanic male students who are successful in upper-
level science classes; and students of both groups who
have performed poorly in basic science classes and
choose not to enroll in other science classes. Teachers
want to compare how students in each group perform
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in other classes, their attendance, how many hours they
are employed outside of school, if they participate in
extracurricular activities, their scores on the achieve-
ment tests given in 10th grade, etc.

The coach works with the department on one of
their professional development days to analyze the data.
Teachers discover some interesting patterns in the data.
On the next professional development meeting day,
they invite the assistant principal, counselor, reading
specialist, and district science specialist to discuss the
patterns they found. Basically, they found no difference
among the students who attended school more regularly
and those who did not. Involvement in extracurricular
activities gave them little insight into student perform-
ance. They found no significant differences between
those who work outside of school. Analysis of the
achievement tests were not particularly helpful except to
tell them what they already knew — some students per-
form better than others.

But one finding does stand out: students who per-
form poorly in basic science perform poorly in other
classes, especially classes involving a great deal of read-
ing and writing. The same students perform much bet-
ter in classes that require more physical activity or cre-
ative expression such as physical education, family and
consumer science, some technology classes, drama, art,
and music. Teachers begin to understand that there
might be something about the type of learner they are
dealing with that they want to study further.

The physics teacher says he wants to learn whether
using different instructional processes can change how
students learn. He volunteers to try to recreate an
upcoming unit using more physical activities if he can
figure out what to do. Other teachers point out that,
while he has a good idea, the students in the current
physics class are not the students they worry about. Two
teachers of Introduction to Science ask if they might
work with the physics teacher to develop a unit that
they would teach. All agree that this would be a solid
action research project. Other teachers want to join the
planning team.
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A team of about seven teachers meets at their next
professional development block to figure out how to
teach resistance. They decide to invite a physical educa-
tion teacher to help them figure out what kinds of
physical activities they might engage students in to
demonstrate the concept of resistance. She gladly joins
them and works with them to create activities to help
students develop an understanding of resistance. After
the unit is designed, one Introduction to Science
teacher agrees to teach it first. The physics teacher and
the other Introduction to Science teacher ask the assis-
tant principal to arrange coverage of their classes so they
can observe the first two days of the unit.

During lunch after each class, the three teachers
debrief what occurred, how they would tweak what they
designed for their students, and begin to think about
how they would know if students really understand the
concept. On the third day of the unit, other science
teachers and the physical education teacher request a
report on how the unit is progressing. They agree that
debriefing the unit will be the focus of their next profes-
sional development block.

To prepare for that meeting, the Introduction to
Science teacher takes pictures of her students in class,
gathers some of their notes and work, and charts the
results of the unit test. She wants to talk about two stu-
dents in particular, students in their target group who
had failing grades before the unit and who aced the
work on resistance. The assistant principal also provides
two short articles on multiple intelligences and differen-
tiation to share with the science teachers. The physics
teacher agrees to facilitate the meeting and set the agen-
da.

When teachers leave the meeting, they agree that
this form of collaboration is essential to help them learn
how to alter their instruction to meet the needs of
learners who are not typically successful in science.
They know that if they work together more often they
will be able to help more students succeed in science.
They acknowledge that their instructional practices
often do not accommodate learners who are different
than the majority of the teachers. They appreciate the
expertise of the physical education teacher and acknowl-
edge that cross-departmental collaboration is critical.
And, they identify the next problem they want to tackle
as a department — the high rate of failure in chemistry
— even though they have a long way to go to revamp
all their instruction to incorporate different strategies to
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engage students. The physical education teacher sits
quietly as the decision is made. She is already thinking
about how to use physical movement to help students
understand electrons, molecules, nuclei, and the period-
ic chart.

The principal meets with the department chair
after the debriefing meeting and asks that they make
increasing the number of female and underrepresented
students in upper-level classes, decreasing the failure
rate in all science classes, and improving the perform-
ance of students in science on the state achievement test
the department goals for the next two years to sustain
the work they began and to expand it.
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SCENARIO 3

SCHOOL-BASED TEAM LEARNING:

Martin Middle School

he 8th-grade test scores are back and as usual

the 7th-grade teachers hear the 8th-grade teach-

ers voicing the same excuse they have for the
last five years: Entering 8th graders are unprepared so
they must reteach the 7th-grade curriculum which
leaves little time to teach the 8th-grade curriculum.
Each year, the story is the same.

Seventh-grade teachers acknowledge that they have
the highest failure rate of all grades in the middle
school. They attribute this to their high expectations
and to the fact that they are helping students learn to be
responsible for their actions — an important life skill.
They know that if they do not help students realize that
they are responsible for their own success or failure and
how to face the consequences of their actions, the high
failure rate will continue. If 7th graders fail to learn that
lesson now, they will be in serious trouble in high
school. Because this is an important learning, 7th-grade
teachers have agreed to be less lenient on work that is
late, incomplete, or poor quality. The lack of leniency
leads to higher failures, and those are logical conse-
quences students face. Seventh-grade teachers prefer
that students experience those failures now rather than
in high school.

Each year, Theresa Sanchez, the principal at
Martin, has talked with team leaders about the number
of failures in 7th grade. Yet, she agrees that she has not
taken specific actions to address the issue. She can no
longer avoid the issues because she recognizes that it
contributes to ill feelings between 7th- and 8th-grade
teachers. She decides to act and asks both the 7th- and
8th-grade team leaders to meet with her after school on
Tuesday.

At the meeting Tuesday, Sanchez expresses her con-
cern about the increasing ill feeling between 8th- and
7th-grade teachers. She shares some data to support her
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conclusion. She also indicates the school must address
its low 8th-grade performance on the state test or face
sanctions. She invites the team leaders to be part the
solution

Sanchez lays out a plan to form a new professional
learning community to address this problem. She asks
the team leaders to identify people to serve on the team.
She listens as they talk about including a counselor and
at least one 6th-grade teacher, and equal representation
from 7th and 8th grade. Sanchez asks if including a par-
ent or student would be helpful. They decide that it
would not be advantageous now, but reserve the right to
include students and parents as information sources
later.

Sanchez asks the team leaders to select one repre-
sentative from each grade to be facilitators of the team.
She also indicates she will provide some released time so
the new team can have a half-day meeting to initiate
their work and offers to help the facilitators plan the
agenda. She expresses a desire to be a member of the
team.

At the first meeting, the new team of volunteers
assembles — three 7th- and three 8th -grade teachers, a
6th-grade teacher, the 7th -grade counselor, the school
social worker, and Sanchez. The two facilitators engage
the members in a team building activity to introduce
team members to each other and to help them under-
stand the purpose of this new learning community. The
team hears the history of what brought them to this
point.

Then the counselor shares data about student aca-
demic performance. He presents absentee rates, state
test performance for 8th graders, CAT test scores for
6th graders, grade distributions for each grade, repeater
numbers, and parent and student climate survey results.
The facilitators shares a protocol for examining the
data. Team members divide into teams of two and each
pair takes two sets of data and analyzes the data.

The team identifies several patterns within the data
and begins to discuss these patterns across pairs. The
facilitators ask the pairs to share their findings and to
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chart them. When each pair has reported out, they
exchange data sets with another team and repeat the
process so that two teams of two review each data set.
Additional findings are added to the chart begun by the
first team.

The first meeting ends with a long list of findings.
The facilitators ask each team member to share the
findings with their respective grade level and to discuss
which they believe may be the greatest contributor to
8th graders’ performance on the state tests. They will
use this input at their next meeting to plan a course of
action.
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SCENARIO 4
CROSS-SCHOOL TEAM SCENARIO:

West Grove Township School
District

eachers had mixed reactions when the West

Grove superintendent began talking about

transforming professional development days
into weekly time for professional collaboration. Some
teachers loved the idea; some were less enthusiastic.
Some who were less than enthusiastic included teachers
of singleton academic courses within their schools or
non-instructional staff. They did not understand how
school-based collaborative learning teams would benefit
them.

Laureen Garibaldi is the only Calculus instructor at
West Grove High School. She really appreciates the idea
of transforming professional development into some-
thing that would be more valuable to her, but wonders
who will be on her team since she is the only Calculus
teacher. She discovers that other singleton teachers,
some elective teachers, the school’s two counselors, the
media specialist, and some of the special education staff
have similar questions.

She talks with the principal about the district’s
plans for teachers like her. She is delighted to hear that
she will create a team with her counterpart in the other
high school. She learns that the plan includes asking
each of them to meet at one another’s schools during
the same time teachers in their own schools will be
meeting with teachers at their own schools. She knows
the travel time will reduce their meeting time but she is
grateful that her team will focus specifically on the con-
tent of Calculus and looks forward to sharing lesson
ideas, developing common assessments, and units with
the other high school’s Calculus teacher.

When the collaborative professional learning teams
begin in January on their professional development day,
Garibaldi joins Ben Simpson, the other high school’s
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Calculus teacher, during the district’s half-day training
on the essential skills for collaborative teams. In the
afternoon, teachers meet in their teams to discuss how
to set up their teams, types of data to study, and where
they will hold their bi-weekly meetings.

At their afternoon meeting, Garibaldi and Simpson
set a schedule for their meetings, identify where they
will meet, and then discuss what they will bring to their
first meeting. High school math teachers do not have
formal, standardized student achievement data other
than math scores on SATs, ACTs, and Advanced
Placement scores. They agree to bring these data to
their next meeting to see what they can discern about
students’ math achievement in their district and respec-
tive schools.

At the next meeting, after pouring through the
data, they discover some discrepancies in student per-
formance. At Simpson’s school, students do much better
than they do in Garibaldi’s school. Garibaldi recognizes
that the problem could lie anywhere and engages
Simpson to help her figure it out.

To their next meeting, they both bring the district
curriculum documents, the state’s core curriculum con-
tent standards for math and the texts they are each
using and used in other advanced-level math classes.
They make a huge wall matrix on chart paper and iden-
tify where each math standard is referenced in the dis-
trict curriculum and in their respective texts. Their 100-
minute meeting is over before they know it. Both agree
that they want to spend more time looking at how the
standards are addressed in each of the core science class-
es and texts. They both realize that they need far more
time and some help for their colleagues who teach other
advanced-level math classes. They schedule their next
meeting and agree to invite one or two other math
teachers from each of their schools to join them. They
complete their mandatory team log and talk about what
they want to accomplish at the next meeting.

At their next meeting, Garibaldi, Simpson, and
their colleagues complete the math course map that
identifies where each standard is addressed and deter-
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mine where each standard’s mastery is expected. They
uncover some discrepancies in the content of courses
between the schools. Simpson devotes more attention
to integrating standards while Garibaldi is more focused
on completing the text. They also find glaring gaps in
Garibaldi’s textbook. For example, several standards are
addressed briefly or not at all.

For the next three months, their meetings focus on
understanding where each math standard is taught in
the high school math curriculum, sequencing the
knowledge and skills included in each, and ultimately
determining the specific courses in which math knowl-
edge and skills embedded in the standards are intro-
duced, developed, and mastered so they have a compre-
hensive scope and sequence within the high school
math curriculum. This work has given them a deeper
understanding of the content and places where they can
expect students to need more instruction. By becoming
content experts, they recognize how to help students
master the standards. After eight meetings, they feel
they have achieved a great accomplishment because they
have developed a curriculum that reflects a logical
sequence of their curriculum standards. Next, they agree
to design common assessments for Calculus that will
assess students’ mastery of the standards, not just the
textbook content.
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TOOL 3.2

NSDC’s Standards

for Staff Development
LEARNING COMMUNITIES

Directions:

Form mixed department, team, or grade-level triads. Read the standard and its
rationale. As you read, identify a sentence, a phrase, and a word that represent the
essence of the passage for you. Be ready to share your sentence, phrase, and word with
your triad partners and explain your reason for selecting each.

Time: Six minutes for reading.

In turn, share your sentence and the reason you selected it. Follow this with your
selected phrases and the reasons you selected them. End with each partner sharing his
or her word and the reason he or she selected it.

THE STANDARD:

Staff development that improves the learning of all students organizes adults
into learning communities whose goals are aligned with those of the school
and district.

The rationale

Staff development that has as its goal high levels of learning for all students,
teachers, and administrators requires a form of professional learning that is quite dif-
ferent from the workshop-driven approach. The most powerful forms of staff develop-
ment occur in ongoing teams that meet on a regular basis, preferably several times a
week, for the purposes of learning, joint lesson planning, and problem solving. These

teams, often called learning communities or communities of practice, operate with a

commitment to the norms of continuous improvement and experimentation and
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engage their members in improving their daily work to
advance the achievement of school district and school
goals for student learning,

Learning teams may be of various sizes and serve
different purposes. For instance, the faculty as a whole
may meet once or twice a month to reflect on its work,
engage in appropriate learning, and assess its progress.
In addition, some members of the faculty may serve on
school improvement teams or committees that focus on
the goals and methods of schoolwide improvement.
While these teams make important contributions to
school culture, learning environment and other priority
issues, they do not substitute for the day-to-day profes-
sional conversations focused on instructional issues that
are the hallmark of effective learning communities.
Learning teams meet almost every day and concern
themselves with practical ways to improve teaching and
learning. Members of learning communities take collec-

tive responsibility for the learning of all students repre-

NSDC'S Standards for Staff Development: Learning communities
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sented by team members. Teacher members of learning
teams, which consist of four to eight members, assist
one another in examining the standards students are
required to master, planning more effective lessons, cri-
tiquing student work, and solving the common prob-
lems of teaching.

The teams determine areas in which additional
learning would be helpful and read articles, attend
workshops or courses, or invite consultants to assist
them in acquiring necessary knowledge or skills. In
addition to the regular meetings, participants observe
one another in the classroom and conduct other job-
related responsibilities. Learning communities are
strengthened when other support staff, administrators,
and even school board members choose to participate
and when communication is facilitated between teams.
Because of this common focus and clear direction,
problems of fragmentation and incoherence that typi-
cally thwart school improvement efforts are eliminated.
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EXECUTIVE DIRECTOR'S NOTEBOOK

Dennis Sparks is

executive director
of the National Staff
Development Council

Most schools can

make progress

in creating

high-quality

professional

learning in a

single school year.
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Set goals for learning
with a sense of urgency

he welfare of young people and the

future of our nation requires that al/

students have quality teaching and

supportive relationships with peers

and adults. Unfortunately, in virtu-
ally all schools, poor quality or mediocre teach-
ing in too many classrooms constrains the life
choices of at least some students — usually those
who are most vulnerable — by not providing es-
sential skills and by diminishing the sense of pos-
sibility these students have for their lives. In ad-
dition, too many students lack meaningful rela-
tionships with their peers and with adults. This is
true, in my experience, in well-financed subur-
ban schools as well as in those challenged by pov-
erty and racism.

A related problem is that too many teachers
continue to experience professional development
that numbs their minds, demeans their profes-
sionalism, and creates dependency. When the
workshop or course component of “pull-out”
models is well executed, the effort seldom ex-
tends to the classroom nor is sustained over a
sufficient length of time to change instructional
practice. Even the most successful forms of tra-
ditional types of professional development sel-
dom affect more than a handful of teachers in a
school, and those effects are usually short-lived
because these programs typically have little af-
fect on a school’s culture.

The solution to these problems is high-qual-
ity, school-based professional learning and col-
laborative work that affects all teachers every day,
the kind of staff development that NSDC wants
for all teachers in all schools by 2007. In such
schools:

m  Teachers hold challenging goals for all stu-
dents and continuously reflect on multiple forms
of evidence regarding student learning.

m  Teachers share planning and learning time
that promotes meaningful collaboration within the
broad context of a professional learning commu-
nity. Teachers participate in one or more learning

PAGE 2 m RESULTS, MAY 2004

teams in which they are mutually accountable for
student learning.

m  The organization’s culture fosters mutual
respect, high levels of trust, and innovative so-
lutions to problems. Teachers experience the
emotional and social support such cultures pro-
vide.

®  Teachers are intellectually stimulated by their
work. Their interactions with peers and with out-
side resource people deepen their understanding
of the content they teach and broaden the range of
instructional strategies they bring to their class-
rooms.

m  Methods such as classroom coaching, dem-
onstration lessons, lesson study, the examination
of student work, and action research ground pro-
fessional learning in daily practice and focus teach-
ers on improving student learning.

m  Teachers pursue professional learning
through courses, institutes, and conferences when
their content is important for the achievement of
school goals. They also participate in cross-school
or district networks that strengthen content knowl-
edge and pedagogy.

The National Staff Development Council’s
Standards for Staff Development, the Council’s
Code of Ethics, and other professional literature
available at www.nsdc.org provide information
that will deepen your understanding of these ap-
proaches.

Fortunately, virtually every school can
make significant progress in creating such forms
of professional learning in a single school year.
The first important step is for school and dis-
trict leaders to declare high-quality professional
learning for all teachers as part of their daily
work a priority goal within their settings and to
set about achieving it with the sense of urgency
it deserves.

Students pass through our schools only once,
and they will be the ultimate beneficiaries of the
quality teaching such professional learning can
produce. Let’s do it for them, now.

NATIONAL STAFF DEVELOPMENT COUNCIL
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TOOL 3.4
Fears and hopes

FEARS
After developing an understanding of the attributes of collaborative
professional learning, identify the fears, concerns, or worries that come to mind

when you think about implementing collaborative learning in your school.

e Write your fears, concerns, or worries individually on index cards first.
Time: 1-2 minutes.

e Share your fears, concerns, or worries using a round-robin process (each
person in turns shares one idea at a time until all ideas are shared).
Time: 3 minutes.

*  Discuss the patterns or themes that emerged in the fears, concerns, or
worries people expressed.

Time: 5 minutes.

HOPES
After developing an understanding of the attributes of collaborative
professional learning, identify the advantages or hopes that come to mind when

you think about implementing collaborative learning in your school.

e Write your advantages or hopes individually on index cards first.
Time: 1-2 minutes.

»  Share your advantages or hopes using a round-robin process (each person in
turns shares one idea at a time until all ideas are shared).
Time: 3 minutes.

e Discuss the patterns or themes that emerged in the advantages or hopes
people expressed.
Time: 5 minutes.

Collect the fears, hopes, and patterns and compile them
to share with staff.
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TOOL 3.5
Possible staff meeting agenda roiine 85 minves

TIME WHAT WHO NOTES
5 Introduction Principal /
minutes | Purpose for today's meeting: teacher

* Develop an understanding about the leaders

attributes of collaborative professional

learning.

* Consider how collaborative

professional learning might add value to

our school's professional development.

* Understand the staff's fears and hopes

regarding collaborative professional

learning.
30 Attributes of collaborative professional Principal /
minutes | learning teacher

leaders

20 Rationale for collaborative professional Principal /
minutes | leaming teacher

o Ask the sfaff to meet in pairs according | leaders

fo the different selections they have read

and to offer a two-minute summary of their

readings to each other.

(5 minutes)

* Revisit definitions written earlier in the

Team Learning Scenario Task (Tool 3.1)

and add any other ideas stimulated by

the rafionale.

(3 minutes)

NOTE: Divide the staff into two groups.

Have one half read the rationale for

NSDC's learning Communities stfandard

(Tool 3.2). Have the other half read the

May 2004 article by Dennis Sparks (Tool

3.3).
20 Complete Fears and Hopes activity (Tool | Principal /
minutes | 3.4). teacher

leaders

10 Recommend next acfions regarding Principal /
minutes | collaborative professional leaming in the teacher

school. leaders
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T
STARTE

TOOL

Tool 4.1 A community of learners: One school’s journey. Two viewpoints. 4 pages

Where are we?

Teams of teachers in our school meet regularly to learn and work together.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Some teachers in our school meet regularly to learn and work together.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers tend to work independently in our school.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

All teachers in our school are members of collaborative professional learning teams.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Getfing started

n the last several years, researchers have exam-
ined the links among instruction, teacher pro-
fessional development, school leadership, and
student learning. Most educators understand
that, when teachers have deep content knowl-
edge, design and deliver data-driven instruc-
tion targeting student content standards, and
work in a supportive, collaborative, and productive
environment, students will be successful.

Working collaboratively to construct joint work,
solve common problems, plan instruction, and design
and score common assessments are some examples of
how teachers engage in collaborative professional learn-
ing and acquire the required 100 hours of professional
development. In collaborative professional learning,
teachers use their routine work as opportunities for
learning and improving their practice and student learn-
ing. In this way, professional development is naturally
integrated into their daily work and connected to what
they are teaching.

While most agree that collaborative learning time
for teachers is valuable, many schools and districts are
still unwilling to adjust their current professional devel-
opment practices to add more time for collaboration
among teachers. The many reasons for this hesitation
range from finding time to trusting teachers to use the
time wisely. Whatever the reasons for not launching col-
laborative professional learning have been in the past,
this tool kit addresses them. It is designed to assist
school and district staff to transform typical professional
development into collaborative learning centered

around content, assessment, content-specific pedagogy,

CHAPTER 4

and student learning,.

The major question facing those who have not yet
added collaboration into their professional development
programs is where to begin. For those who have already
launched some collaboration, the question is how to
improve team’s effectiveness. Jody Westbrook and
Shirley Hord say it best, “Creating a professional learn-
ing community in a school is no easy task. . . . Any
school change requires abundant time, energy, and
resourcefulness, along with large quantities of school
leadership” (Westbrook & Hord, 2000, p. 2). A decep-
tively simple process when looking from the outside in,
collaborative professional learning requires a deep infra-
structure that creates the necessary conditions for learn-
ing to be professionally rewarding for teachers and
impact students.

The model that follows offers a theory of change
for collaborative professional learning. It explains how
teacher learning impacts student learning when teachers
are working and learning with their colleagues. “A pro-
gram’s theory of change delineates the underlying
assumptions upon which the program is based. It
includes not only the components of a program and
also incorporates an explanation of how change is
expected to occur.

A program’s theory of change can be based on
existing research, current practice, or the program devel-
oper’s implicit theories of action” (Killion, 2002, p. 55).
The theory of change for collaborative professional
learning in Figure 4.1 offers a road map for the process
of initiating, implementing, evaluating, and sustaining

collaborative professional learning.
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CHAPTER 4

Collaborative professional learning: Theory of change
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Geffing started

CHAPTER 4

This theory of change is based
on several assumptions:

¢ When teachers learn within a
community of learners, their
learning is richer and more
meaningful.

e Teachers who learn within a
community of learners are more
likely to find value in their
learning and to apply what they
learn in their classrooms.

e Teachers’ content knowledge
impacts their ability to design

A community of learners.
One school’s journey — two
viewpoints

e more directly.

For schools that have not yet ini-
tiated collaborative professional learn-
ing, the cycle identifies some of the
foundations to consider before start-
ing. For the many schools that have
initiated some form of collaborative
professional learning, the theory of
change offers guidance about where
to improve their effectiveness. They
might want to consider if they have
created time for teachers to meet in
collaborative teams and provided ade-

instruction to meet rigorous
core curriculum content stan-

dards.

*  Teachers use data about student learning to design

Tool 4.1

and deliver instruction to students with varied abil-

ities.

e School leaders are an integral part of both teacher
and student success.

Teachers’ access to high-quality, job-embedded pro-
fessional development that includes ample time for col-
laboration creates a learning culture within the school
that promotes both teacher and student learning.

The theory of change for collaborative professional
learning is depicted in Figure 4.1.

e Steps 1-3 are the preparatory steps.

*  Steps 4-6 are the collaborative professional learning
process. Once teams have gained some foundation-
al knowledge, they can repeat steps 7-13.

e Steps 7-8 are the heart of the collaborative learning
process and describe the cycle of learning for each
team.

The model suggests that collaborative work focused
on student learning is cyclical. In other words, teachers
identify a focused, SMART goal (S=Specific,
M=Measurable, A=Attainable, R=Results-driven,
T=Timebound), teach, assess students’ achievement of
the goal, and use data from the assessment to identify
the next goals. This cycle may be repeated in various
lengths of time ranging from monthly to annually
depending on the amount of time teams meet. For
teams who meet daily, the cycle of learning might be
monthly; for a team that meets only weekly, the cycle
might be by semester. Other teams may decide to estab-
lish a plan for the entire school year even if they meet
daily or weekly. However, shorter cycles allow for more
targeted work and have the potential to impact learning

quate opportunities for teachers to
learn what a collaborative professional
learning team is, how it can add value
to teachers’ lives, or how to facilitate learning teams or
use their time. Even teams that have been meeting
together for some time can benefit from examining the
theory of change and comparing it to their own work.
The theory of change for collaborative professional
learning offers a process map for initiating, improving,
or monitoring a school’s collaborative professional learn-
ing process. Checking it frequently helps teams know if
they are on track for producing the results they want.
Tool 4.1 is by New Jersey principal Patricia Wright
and teacher Beth Warren. Together, Wright and Warren
reflect back on their efforts to create collaborative learn-
ing within their school and offer their individual per-
spective. This tool demonstrates how the theory of
change looks in action within a New Jersey school.
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TOOL 4.1

A community of learners.
One school’s journey — two
viewpoints

A story told by

Patricia Wright, former principal, now superintendent
of Spring Lake (N.].) Public Schools

Beth Warren, former teacher, now supervisor of language arts
in East Brunswick (N.].) Public Schools

he following is the story of one school's transformation into a pro-

fessional learning community. It details the steps of the process.

The first voice is that of the leader who engaged the staff in a

shared vision for high levels of achievement for all of our students.

The second voice describes the teacher's reaction to the changes. It
reveals that building a learning community is a process that involves creating a
school culture built on mutual respect, collegiality, collaboration, celebration,
shared leadership and shared responsibility.

Wright: Years of experience as a teacher had taught me the impact, both
positive and negative, that leadership has on a school community. As I assumed
my first principalship, I knew I wanted to establish a safe, respectful and produc-
tive learning environment for all students and staff. My goal was to be an
instructional leader who created an ongoing dialogue about learning. I was
thrilled when I saw that the mission statement of my new school claimed, “We
are a community of learners.”

Warren: The staff had been on one big roller coaster ride. After several
principals, each with a different style and philosophy, the staff was scattered in
their thinking and their practice. Although we were a group of talented profes-

sionals, we were all working in different directions. There was an overall feeling

of negativity and a lack of common goals.
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Wright: I spent the first few months in my new
position listening and observing. I quickly realized that
not only were the teachers not talking about teaching
and learning, some were not talking to each other at all!
A staff and student survey revealed that student disci-
pline was an area of concern. I decided to use this area
to develop our first common school goal. The collective
dialogue began. A group of interested teachers volun-
teered to be our Character Education Core Team.
Discussions at faculty meetings led to the staff's conclu-
sion that any character education efforts had to be
directly tied to the school's discipline policy. Another
collaborative team was born — one that took on the
job of revising the existing discipline policy. Still anoth-
er committee was formed to develop schoolwide activi-
ties to support our initiative. We planned a series of les-
sons that taught students the importance of respect and
the steps of conflict resolution. We also let students
know that bullying would not be tolerated. The number
one school rule became respect for everyone in the
school community. The staff modeled that rule and the
core program lessons of anti-bullying and conflict reso-
lution daily.

Warren: Having a common purpose gave us the
opportunity to begin to work together. I was excited.
There was a cautious feeling of optimism. Not only
were we seeing a difference in student behavior, but we
also began to shift our attitudes as we modeled respect-
ful behavior and conflict resolution strategies.
Communication improved and a dialogue focused on

school improvement was begun.

Wright: As principal, I took part in every commit-
tee. My character education core team and I attended
conflict resolution training and we used faculty meeting
time to train the rest of the staff. Students were taught
these skills so they could solve problems peacefully. The
same skills were used by the adults as they worked side-
by-side on this initiative. Within a few short months,
teachers saw an improvement in the school climate.
This was due not only to the students' response to our
efforts, but also to a renewed sense of collaboration and
mutual respect among the staff. We had tackled a prob-
lem together and we had met success.

Warren: Although I was receptive to the develop-
ment of new committees, I was skeptical that they
would make a significant impact. Throughout the years,
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I had served on numerous groups charged by the leader
with the responsibility for some school change. Rarely
did the leader take part in the actual committee work. I
was impressed with the new principal's full participa-
tion in committee discussions. This led to decisions that
actually had an impact on the daily life of the school.
For example, her participation in our character educa-
tion initiative allowed her to effectively reinforce those
lessons when dealing with discipline in the office. What
a novel idea! Everyone was on the same page! I was
eager to participate because I knew my ideas were val-
ued. As trust built, more teachers took responsibility for
their group's work by voicing concerns and sharing
ideas. I could see everyone finally taking ownership for
our school's improvement.

Wright: The dialogue started, the climate
improved and it was time to focus on learning. I initi-
ated a professional book club. Several teachers from var-
ious grade levels and disciplines eagerly joined the
breakfast group as we read our first selection, Mosaic of
Thought, by Ellin Keene. The teachers would leave a
session and try some of the ideas in their classrooms,
come back and share both successes and failures. As the
teachers engaged, they learned more about each other
personally and professionally. In the process they were
building trust and the school culture was changing from
one of isolation to one of collaboration. As they reflect-
ed on research and practice, the group defined a prob-
lem. We currently did not approach the teaching of
reading comprehension consistently across grade levels
and contents. The group then worked on a solution.
They developed a set of active reading strategies and
shared them at a faculty meeting. Posters of the strate-
gies were made for every classroom. Ultimately, the
strategies became part of the district-wide literacy cur-
riculum and our teachers led summer workshops to
share their ideas with others across the district.

Warren: My colleagues and I were excited. We
realized that we had the power to affect change by
working collaboratively. I was taking ideas directly from
our book club sessions and immediately applying the
strategies in my classroom. Book club members were
impressed with each other's abilities and we realized we
could learn more from each other that we could from
any one-day workshop. The sharing of craft knowledge
fostered an excitement for professional learning. Other

teachers from the district, as well as other school com-
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munities visited our classrooms extending our learning

community outside our own school's walls.

Wright: Together, the staff and I identified other
areas of need. School goals were collectively developed
and Professional Improvement Plans were written.
Teachers chose to work in focus groups on areas of
interest. These groups met regularly to read and reflect
on current research. Classrooms became laboratories as
teachers implemented new ideas and provided feedback
on results. Teachers examined student work and used
data to drive instruction. The groups had the opportu-
nity to share successful strategies with the entire staff at
faculty meetings. The following are some of the groups
that were formed over the past six years: meeting the
needs of all learners, narrative writing, technology, par-
ent communication, study and organizational skills,
reading and writing across the curriculum. The work of
these groups has had a significant impact on student
achievement.

Warren: The school was alive with discussion that
focused on instruction. In the halls, the faculty room
and even the parking lot, I often heard, “Did you
try...” or “You should see what my students did!” or
“Can I come in and see that lesson?” The principal was
part of the dialogue. She visited my classroom to see the
impact that the focus group discussions were having on
student learning. She encouraged my colleagues and me
by her consistent involvement whether it meant finding
a book that supported a project, sharing success stories
or arranging for class coverage so we could observe in
each others' classrooms. Classroom doors were wide
open and teacher isolation was a thing of the past.
Observations took on a new life because the principal
could relate the content of my lesson directly to my
professional development experiences and talk with me
about my changing practice.

Wright: [ was not only the leader but the lead
learner. In the beginning, I attended every focus group
meeting. As more groups developed and teachers
became more confident in their collaboration skills,
they took on leadership roles as facilitators and
recorders. They scheduled their own meetings, sent e-
mail updates to members and ensured that the rest of
the staff was kept up-to-date on their work.

Warren: My professional development experiences
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provided me with knowledge, tools and strategies that
impacted student learning. Slowly, I also developed a
new skills set. I realized the power of active listening,
conflict resolution, constructivist facilitation and orga-
nizational skills. Without even realizing it, I was honing
my ability to lead. I was empowered by the potential a
professional learning community had to change teach-
ing and learning, school climate and myself.

Wright: A true learning community adopts the
notion that failure for students is not an option. Our
Intervention and Referral Services team increased its
effectiveness by devising a meeting protocol and a
method for examining student work. We focused on
developing sound intervention plans. We communicat-
ed with members of all the focus groups in order to
develop and share the most effective strategies for help-
ing at risk learners. Instead of talking about why a stu-
dent was experiencing difficulty, the focus was now on

how we would ensure his or her success.

Warren: I participated in Intervention and
Referral Services Team meetings throughout my career
either as a teacher who had referred a student, or as a
member of the I&RS team. Meetings became more
meaningful. There was a richer dialogue about possible
interventions and accommodations that would increase
each student's chance of success. The work of the focus
groups produced a broader repertoire of behavioral and
instructional strategies from which to choose.

Wright: Our school won several awards including a
New Jersey Best Practice and a New Jersey Star School
Award. Everyone in the school community took pride
in these accomplishments because along the way we cel-
ebrated everyday — a note of congratulations in the
school bulletin, a word of praise to a colleague, shared
stories of student successes. We became a community of
learners that took collective responsibility for failures

and achievements.

Warren: [ was excited to see my colleagues meet
with success. There was a renewed pride in our school.
The awards were just the public confirmation of the
success of our collaborative work.

Wright: This will be my last year as principal of
this school. Looking back, I realize how much I have
grown as a leader. At a recent faculty meeting, the staff

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 60



Tool 4.1 A community of learners

reflected on our accomplishments. All agreed that their
active participation in our professional learning commu-
nity played a key role in our success. I explained that
many things in the school had changed, but most
importantly they had changed. The ability to continue
the journey belonged to them.

Warren: | have applied what I have learned to my
new role as a district supervisor. Facilitating learning
communities is a priority for me because it is a promis-
ing practice that nurtures professional growth and
enhances student achievement. I currently bring grade-
level teachers together and implement the model of col-
laboration that I learned from my principal. I can now
use my knowledge to help other teachers to become
leaders who affect change in their school communities.

Wright: As a new principal enters the building, he
or she will hear teachers talking and I am sure they will
continue to talk about what matters most — learning!
They have truly become a community of learners who
have created their own cycle of continuous school

improvement.
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Chapter 5

UPPORTIVE

CONDITIONS

-OR COLLABORATIVE
PROFESSIONAL LEARNING

TOOLS:

Tool 5.1 School culture survey. I page

Tool 5.2 Audit of the culture starts with two handy tools. 1.2 pages

Tool 5.3 Teacher and principal ICs on Learning Communities. 4 pages

Tool 5.4 What does your community know and believe about teacher learning? A survey. 2 pages
Tool 5.5 Frequently asked questions about professional development. I page

Tool 5.6 Central office IC on Learning Communities. 2 pages

Where are we?

Our school community believes that a highly qualified teacher in every classroom is
important to student success.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Parents complain when students are out of class for teacher professional development.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

The district mandates specific professional development for all teachers.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers in our school are committed to continuous improvement.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Supportive conditions for collaborative professional learning

he school’s culture increases teach-
ers’ willingness to engage in col-
laborative professional learning,
and teachers’ willingness to engage
in collaborative professional learn-
ing improves the school’s culture.
The circular relationship between
culture and willingness sometimes makes it difficult to
determine where to start. Is it best to establish a culture
that supports teacher interdependence, or is it best to
begin with creating communities of learners? While it is
possible to argue either side, it is perhaps best to accept
the existing conditions and recognize that regardless of
where a school begins, both culture and willingness will
be positively impacted.

Conditions to support collaborative learning

Establishing the conditions that will positively con-
tribute to a staff’s success with collaborative professional
learning requires vigilance and dedication. Yet, waiting
until the conditions are ideal may mean that collabora-
tive professional learning never happens. Sometimes
pushing ahead, regardless of the conditions, speeds up
the change in conditions and moves a school ahead far
more rapidly.

Specifying conditions that support collaborative
professional learning is difficult. Some of those condi-
tions are identified here:

e Teachers’ commitment and willingness;
*  Principal’s commitment and willingness;
e Community’s commitment and support;

e Resources available to support collaborative learning;
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*  District support and commitment;

*  Schedule that provides time;

*  Structures for learning;

*  Feedback systems;

*  Reporting systems;

*  Clear expectations;

e Coordination systems to share learning across
teams; and

e Accountability systems to produce results.

School culture

The concept of school culture has appeared in edu-
cational literature for about two decades. Some of the
early definitions offer clear understanding of the con-
cept.

School culture can be defined as the historically
transmitted patterns of meaning that include the norms,
values, beliefs, ceremonies, rituals, traditions, and myths
understood, in varying degrees, by members of the
school community.

This system of meaning often shapes what people
think and how they act. Researchers have found that
healthy and sound school cultures correlate strongly
with increased student achievement and motivation,
and with teacher productivity and satisfaction. A vision
for creating a healthy school culture should be a collab-
orative activity among teachers, students, parents, staff,
and the principal. The principal’s role in changing
school culture is to act with care and concern for others,
work to develop shared visions of what the school
should be, and work on team-building (Stolp, 1994).

Stoll, a leading British researcher, defines school
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Table 5.1 Stoll’s school culture indicators (Stoll, 1999)

ASPECTS OF SCHOOL CULTURE | VISIBLE EVIDENCE

Celebrations How staff and student successes and achievements are recognized and
celebrated.

Stories How the school talks about itself — its history and myths; whose stories are told and
whose are overlooked; stories told by the community and the school about the
school.

Shared sayings The language the school uses to talk about itself, e.g. “We're a community
school.”

Taboos What is not allowed within the school, explicilly and implicitly, from types of

behavior fo how certain groups or people are treated.

Ways of rewarding Intrinsic or extrinsic rewards to staff and students; acknowledgements.

Rituals How common events are run and what is emphasized af them — athlefic
achievement? discipline? academic achievemente community contributions

Communications How messages, positive and negative, are delivered to the school or wider
community; the channels, levels of, and path for communication within the school.

Behaviors How students and staff treat each other; the level of respect, trust, collaboration,
and sharing evident; how guests are freated.

Rites of exit and entry How new staff members are inducted; how farewells for staff and students are

conducted; how new students and new parents are welcomed.

homecoming, prom, efc.

Events The focus of significant annual events like awards, school plays, field day,

culture as “how things are done around here.” In a

more implicit sense, school culture manifests itself in

customs, rituals, symbols, stories, and language — cul-

ture’s “artifacts” (Stoll, 1999).

In an extensive study of literacy teachers’ success
and the working conditions of the schools in which
they taught, Langer discovered students who outper-
formed their peers attended schools that nurtured a pro-
fessional climate for teachers. The factors that emerged
across all the schools studied include:

e A shared vision for student achievement and a plan
to get there;

e Teacher participation in a variety of professional
communities in and outside of the school and valu-
ing their commitment to the profession of teach-
ing;

e Structured improvement activities that offered
teachers a sense of agency;

e Caring attitude that extends to colleagues and stu-
dents; and

*  Deep respect for lifelong learning (Langer, 2001,
2002).

In a study of schools that received the U.S.
Department of Education Model Professional
Development Program Award in 1997 and 1998, the
research team found striking similarities among the
schools that used professional development as the
means to improve student learning. The research team
offered the following recommendations:

*  Use clear, agreed upon student achievement goals
to focus and shape student learning;

*  DProvide an expanded array of professional develop-
ment opportunities;

e Embed, ongoing informal learning into the school
culture;

e Build a highly collaborative school environment
where working together to solve problems and
learning from each other become the cultural
norm;

*  Find and use the time to allow teacher learning to
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happen; and
e Keep checking a broad range of
student performance data

School culture survey

e e e

(WestEd, 2000, p. 12).

An audit

Tools 5.1 and 5.2 are tools to
assess a school’s culture. Tool 5.1 is a

of the culture
starts with

two handy tools

simple and quick survey. The instru-

ments in 5.2 are more thorough and

extensive. The first tool, Self-

Assessment: School Culture Triage, is

a survey to gather perceptions of

staff about school culture. The sec-
ond instrument is a multi-part

assessment of school culture involv-

ing interviews, observations, surveys, Tool 5.1
analysis of the data, and presentation
of the findings. By administering either
assessment as a baseline measure and
then again at the end of the next sever- The Teacher

al school years, a school will have evi-

I cnecconnme |

Tool 5.2

some examples of ways
—— to assess school culture.
o
i If the school has not

CONTEXT
conducted a formal cul-

dence of the change in school culture

that occurs over time. When baseline

ture audit before, using

data are gathered after collecting a
completed survey from each staff
member, it will be helpful to compile
the results into a series of tables and

graphs and engage the staff in conver-

a simpler tool such as
the one in Tool 5.1 may
be better. Tool 5.1 is
based on the seminal
research about school

sations about actions they want to take
to address the areas of greatest need. Tool 5.3
By identifying areas of strength and

creating a plan to address areas of need in a school’s cul-
ture, staff members are making a commitment to
improve the culture of their school.

Tool 5.3 can be used for a similar purpose. This
tool, an innovation configuration on NSDC'’s Standards
for Staff Development on Learning Communities, iden-
tifies principal and teacher behaviors associated with
learning communities. Teachers and principals can use
this tool to self-assess, conduct a schoolwide assessment
in which they compile their results and use the innova-
tion configuration to discuss evidence regarding their
current state.

Determining whether to assess a school's culture is a
decision that is best made collaboratively by the princi-
pal and teacher leadership team. Before selecting a tool
to use, both the principal and teacher leaders will want
to study several options, weigh the pros and cons of
each, and select one that will be informative, not over-
whelming. The samples included in this chapter are only
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culture by Jon Saphier
and Matthew King
(1985). This research
has informed the field for more than 20 years. As the
school begins to develop a culture of openness and
inquiry, other tools may be more useful. Regardless of
the tool or process selected, regular assessment of school
culture is one way to ensure that actions to strengthen
the culture are data-driven and focused on areas of need.

Community support

Another aspect of a supportive condition is com-
munity support for professional learning. Parents often
do not understand the importance of teacher learning.
They often only recognize the inconvenience when stu-
dents are out of school so that teachers can learn. The
notion that teachers only learn on days designated as
learning days is antithetical to the kind of professional
learning that this tool kit advocates. Educators learn
continuously and transforming traditional professional
development into collaborative professional learning
may actually increase both teacher and student learning
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time. If school schedules are struc-
tured to provide daily opportunities
for teacher learning, parents will not
face the struggle they feel when
school is dismissed for teacher learn-
ing.

Schools often feel the tension
between providing time for profes-
sional learning and time for student
instruction. School staff can take
some initiative in talking with their
parent community about the value of
professional development. Tool 5.4 is

What does your community know and believe abeut teacher learning!

CHAPTER 5

Frequently asked questions

a survey to assess parents views about
teacher learning. Tool 5.5 is a Tool 5.4
Frequently Asked Questions sheet

about teacher learning.

W cmrccomnms

Central Office
Staff Members

District support
Another critical dimension of

Tool 5.5

side a school, central
corrent office staff may have a

FACEL

role in forming cross-
CONTEXT

creating a web of support for collabo-

school or cross-district

rative professional learning is district

teams. In most schools,

support. Essential indicators of a dis-
trict's support for school-based col-
laborative professional learning
include:

e The degree to which the district

staff members form teams
by departments, courses
taught, grade levels,
teaching team, and/or
interdisciplinary areas of

administrative staff permit

schools to make decisions about Tool 5.6
professional learning;

*  The support that the district administrative staff
provides to help school staff create collaborative
professional learning teams;

e The amount and quality of training provided by
the district to support teams; and

e The resources the district identifies and distributes
to schools for collaborative professional learning.
Tool 5.6 is the innovation configuration for central

office staff regarding the Learning Communities stan-

dard. Central office staff members might use this
resource to assess their support of school-based collabo-
rative professional learning. In addition, central office
staff might consider how they bring together teachers
from across schools whose learning communities are
outside of their school.

Collaborative professional learning teams vary in
membership based on the size of a school and the staff
configuration and areas of interest. Because some learn-

ing teams exist within a school and others may exist out-

focus. In other schools,
especially smaller schools
where there is only one
teacher of the arts, health, physical education, ESL/bilin-
gual, or technology and only one counselor, librarian, or
nurse, these staff members form interdisciplinary teams
or form a team with those in the same role in other
schools within their district or across districts.
Sometimes teaching staff are members of more than one
team. A Family and Consumer Sciences teacher who is
the only one in her department may be a member of an
interdisciplinary team within her school focused on
character education. She may also be a member of a
team of Family and Consumer Sciences from other high
schools within her district or region. A school nurse may
be a member of an interdisciplinary team within his
school focused on student health and also a member of a
districtwide learning team of school nurses.

Creating the conditions to support teacher collabo-
rative learning also means helping teachers build trust,
relationships, and voice. Jody Westbrook and Shirley
Hord describe conditions necessary for professional
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learning communities that emerged from their study of
developing this type of community in different school
settings. In their work, they found “significant founda-
tional factors — the presence of which contributed to
PLC success, and the absence of which often presaged
difficulty or failure in PLC implementation . . .

Trust. This element is a requirement among teach-
ers, between teachers and administrators, between cam-
pus and district-level personnel, and between school
personnel and co-developers. High levels of trust pro-
moted risk taking, honest communication, and deep
commitments to school initiatives, including the PLC
project. The absence of trust distracted personnel from
issues of instruction to conflicts of personality and prac-
tice. Conscious efforts to build trust characterize many
efforts to create professional learning communities.

Teachers are heard. Schools in which the insight
and input of teachers is solicited and utilized tended to
move more easily into — or increase their practice of —
the PLC dimensions of shared leadership and collective
learning. Administrators who acted without the input of
teachers tended toward autocratic styles of leadership;
teachers who felt their knowledge was not honored, and
their suggestions not welcomed tended to resist “top-
down” directives of all ilks, including PLC.

Student centered. Although one might expect a
focus on students to characterize any school, visits to a
cross-section of the nation’s schools will quickly reveal
the many ways teachers and administrators can be dis-
tracted from their students’ learning and well-being,.
The attention of administrators and teachers alike can
be consumed by any number of issues, including: test
scores, and their implications for funding, status, and
consequences within a district; administrative turnover
and political concerns; personality clashes; and issues of
equity within and between schools.

Schools where personnel asked aloud and frequent-
ly of programs, practices, and initiatives: “Is it better for
kids?” tended to more easily and deeply take on PLC
dimensions, and could more easily tailor the expression
of those dimensions to the particular needs and culture
of their school.

Concerns about “add-on” programs. The
plethora of new initiatives, innovations, projects and
reform efforts, combined with the hefty demands of
teaching, have led many school personnel to a sense of
“so much to do, so little time.”

Rather than being a sign of resistance, questions
about the additional responsibilities and time required

CHAPTER 5

of a PLC effort revealed a healthy skepticism about
poorly planned or implemented efforts at reform. When
these concerns could be addressed openly and complete-
ly, teachers and administrators were able to more fully
commit to creating a professional learning community
at their school (Westbrook & Hord, 2000, p. 2-4).

Establishing supportive conditions for collaborative
professional learning is challenging work. Yet, the easiest
way to do so is to establish collaborative professional
learning teams. When staff members begin to collabo-
rate, they interact about teaching and learning since
that is their common interest. They naturally develop
trust and respect for one another when they engage in
joint work. They also simultaneously increase the trans-
parency of their work and create interdependence.
There is a reciprocal relationship between creating
teams and creating a collaborative culture. Act on one
and the other responds.
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Tool 5.1

Is For Schools

COMMENTS TO
FACILITATOR

This tool will help a school
assess its culture based on
the 12 norms of a healthy
school culture identified by
Jon Saphier and Mathew King
in their article, “Good Seeds
Grow in Strong Cultures,”
Educational Leadership, March
1985.

The facilitator should

prepare individual sheets
ahead of the meeting and
distribute to participants.

After individuals declare their
positions, the facilitator
should collect the responses
and tabulate privately. The
cumulative responses should
be shared at the next team
meeting. The facilitator
should then lead a discussion
about possible implications
of the responses. In what
areas is there already
substantial agreement that the
team is performing well
together? What areas does this
team need to work on? What
are some strategies for
improvement in that area?

'May 2001

School culture survey

NATIONAL STAFF DEVELOPMENT COUNCIL

School culture survey

The professional staff in this school use their talents and knowledge to help each other
with challenges and needs.

Strongly Disagree Disagree Neutral \gree Strongly Agree

This school encourages and supports experimentation with new ideas and techniques.

Strongly Disagree Disagree Neutral Agree Strongly Agree

This school has high expectations for teachers and administrators.

Strongly Disagree Disagree Neutral Agree Strongly Agree

Staff and students in this school trust and have confidence in each other.

Strongly Disagree Disagree Neutral Agree Strongly Agree

Time and resources are available to support teachers to do their best work.

Strongly Disagree Disagree Neutral Agree Strongly Agree

Teachers and leaders in this school reach out to a knowledge base to inform their work
with students and with each other,

Strongly Disagree Disagree Neutral Agree Strongly Agree

Good teaching is recognized and appreciated by the school and community.

Strongly Disagree Disagree Neutral Agree Strongly Agree

This school culture values caring, celebration, and humor.

Strongly Disagree Disagree Neutral Agree Strongly Agree

School leaders consistently involve staff in discussing and making decisions about most
school issues.

Strongly Disagree Disagree Neutral Agree Strongly Agree

School administrators keep meetings and paperwork to a minimum in order to protect
teachers’ instructional and planning time.

Strongly Disagree Disagree Neutral Agree Strongly Agree

The school has traditions in both curriculum and recurrent events that are significant
and known by all.

Strongly Disagree Disagree Neutral Agree Strongly Agree

Honest, open communications exist among staff members.

Strongly Disagree Disagree Neutral Agree Strongly Agree

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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An audit
of the culture
starts with
two handy tools

By CHRISTOPHER WAGNER
and PENELOPE MASDEN-COPAS

s a pair of facilitators entered a North Carolina middle school, three
7th graders met them at the door. “What are you doing here?” one
udent asked.“We're looking for the best middle school in North
Carolina,” a facilitator answered."You found it!” the student exclaimed, and the
others heartily agreed.This chance encounter provided the facilitators just one
of many clues in assessing the school’s culture.

1995; Sizer, 1988; Phillips, 1996;
Peterson & Deal, 1998; Frieberg, 1998).
Culture is the bracing for the bridge
from previous to future achievement. If
the braces are firm and strong, the
chances of improving are high. Getting
the culture right should al ways precede
“programs” in efforts to raise student
achievement. Schools with top-down, “do
it or else” staff development plans rarely
improve, while schools sensitive to their
cultures are successful in improving

Schools have tried various improve-
ments to create more effective schools,
but many educators and researchers are
discovering a “missing link™ (Wagner &
Hall-O'Phalen, 1998). That missing link
has more to do with the school’s culture
than with elaborate curriculum alignment
projects, scrimmage tests, and the latest
buzzword reform efforts. Researchers
agree that school culture is an important,
but often overlooked, component of
school improvement (Levine & Lezotte,

Christopher Wagner is an associate professor of educational ion at W Kentucky
University. You can contact him at The Center for Improving School Culure, PO. Box 51632, Bowling
Green KY 42104-6632,(270) 796-3905, e-mail:ewrider@aol.com.

Penelope M Copas is an assi p of education at Austin Peay State University. You can contact

her at "I-‘Ile Center for Improving School Culture, PO, Box 51632, Bowling Green, KY
42104-6632,(931) 221-7512, e-mail: masdenp@apsu.edu.

L]

I Staff D.
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student learning. As Sheila Patterson, a
teacher at South Stokes High School in
Walnut Cove, N.C., recently said
(personal communication, Oct. 10, 2001),
“It’s an attitude, not a program.”

Without a healthy school culture,
staff may not be open or receptive to
professional learning opportunities.
Traditionally, school improvement efforts
emphasized an individual teacher learning
new skills. The theory was, “If people
don’t improve, programs never will.” This
belief also promoted the notion of indi-
vidual professional development as the
primary means to school improvement.
However, in reality, negative cultures,

t Council
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QUESTIONS FOR SCHOOL LEADERS:

@ Does this school need to independently
and continuously diagnose school culture

issues (monitor the current condition)?

@ Does the school need an in-depth

analysis for the extensive development of a

strong and healthy school culture (critical

care)?
Tools on pages 44-53 will help answer

those questions.

colleagues, and environments often over-
whelm the best teachers.

The theory of individual profes-
sional growth has given way to a
culture-centered approach toward profes-
sional learning aimed at collegial teams
— learning and practicing together.
Acknowledging that “unless teams of
teachers improve together, schools never
will” stresses the culture approach toward
improvement and change. The goal of
professional development is the incultura-
tion of a continuous improvement
philosophy among teams of professionals
rather than individual teachers. This can
only occur in a healthy school culture

JSD Summer 2002

designed to promote higher levels of
professional collaboration, collegiality,
and self-determination.

Determining the quality and health
of the school culture is essential for all
schools as they strive to improve. Yet
most have not assessed their culture.
Educators are more likely to dwell on
raising scores and meeting state require-
ments than to examine a holistic view of
the school and the relationships among
the people who work, learn, and relate
there.
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What is school culture?

W'agner (2000} describes school
culture as shared experiences
both in and out of school (traditions
and celebrations), a sense of commu-
nity, of family and team.

@ Staff stability and common goals
permeate the school.

@ Curricular and instructional compo-
nents, as well as order and discipline,
are established through consensus.

@ Open and honest communication is
encouraged and staff demonstrate
humor and trust.

@ Stakeholders are recognized in
schoolwide celebrations.

@ The school’s leaders and district
leaders provide tangible support.
SOURCE: Wagner, C. (2000,0ctober 20).
School culture analysis, Address conducted at
the meeting of the Manitoba Association of
Resource Teachers (MART), Winnipeg,
Manitoba,Canada.

MORE INFORMATION about school
culture and school culture audits can
be obtained from:

@ The Center for Improving School
Culture

www.schoolculture.net

® The National School Improvement
Project

www.garyphillips.com

36(1), 22-26.
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Peterson, K.D. & Deal, T.E. (1998). How leaders

influence culture of schools. Edwcational
Leadership, 56(1), 28-30.

Phillips, G. (1993). The school-classroom culire
audir. Vancouver, BC:Educserv, British Columbia
School Trustees Publishing.

Phillips, G. (1996). Classroom rituals for at-risk
learners, Vancouver, BC: Educserv, British
Columbia School Trustees Publishing.

Sizer, T.R. (1988). A visit to an “essential” school.
School Administrator, 43(10), 18-19,

Wagner, C.R. & Hall-O'Phalen, M. (1998,
November), lmproving schools through the adminis-
tration and analysis of school culture audits. Paper
presented at the Mid-South Educational Research
Association, New Orleans, La. B

43

70



Tool 5.2  Audit of the culture sfarts with two handy tools CHAPTER 5

SELF-ASSESSMENT: SCHOOL CULTURE TRIAGE

School culture requires consistent care. Determine the current condition of your culture. Do you need simply to monitor and
maintain, or are you headed for intensive care?

Instructions: Copy and distribute this survey to teachers and instructional staff in the same school. Have them fill out the form
completely, then tally individual scores. Add up individual scores and divide by the number in the group for an average. Compare that
number with the Scoring Guide on the next page to determine the health of your culture.

Never Rarely |Sometimes | Often Always or
almost
always

PROFESSIONAL COLLABORATION
1. Teachers and staff discuss instructional strategies and curriculum
issues. . 2 . 4 .
2. Teachers and staff work together to develop the school schedule. 1 2 3 4 5
3. Teachers and staff are involved in the decision-making process 1 2 3 5
with regard to materials and resources.
4. The student behavior code is a result of collaboration and consen- ; 5 3 i 5
sus among staff.
5. The planning and organizational time allotted to teachers and staff
is used to plan as collective units/teams rather than as separate I 2 3 4 5
individuals.
AFFILIATIVE COLLEGIALITY
1. Teachers and staff tell stories of celebrations that support the
school’s values 4 2 3 4 3
2. Teachers and staff visit/talk/meet outside of the school to enjoy | 5 3 4 5

each others’ company.
3. Ouwr school reflects a true “sense” of community. 1 2 3 4 5
Our school schedule reflects frequent communication opportuni-

ties for teachers and staff. ! % : 4 2
5. Our school supports and appreciates the sharing of new ideas by
1 2 3 4 5
members of our school.
6.  There is a rich and robust tradition of rituals and celebrations,
including holidays, special events, and recognition of goal 1 2 3 4 5
attainment.
SELF-DETERMINATION/EFFICACY
1. When something is not working in our school, the faculty and staff i 2 3 i 5

predict and prevent rather than react and repair.
School members are interdependent and value each other. 1 2 3 4 S
3. Members of our school community seek alternatives to problems/

A : 1 2 3 4 5
issues rather than repeating what we have always done.

4. Members of our school community seek to define the problem/
F 1 2 3 4 5
issue rather than blame others.

5. The school staff is empowered to make instructional decisions | 2 3 4 s
rather than waiting for supervisors to tell them what to do.

6. People work here because they enjoy and choose to be here. 1 2 3 4 5

Source: Penelope Masden-Copas
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SCORING GUIDE: SCHOOL CULTURE TRIAGE

The lowest triage score is 17 and the highest score is 85. After using the triage questions in several program evaluations, our data
suggest the following:

17 - 40 = Critical and immediate attention necessary. Conduct a full-scale assessment of your school’s
culture and invest all available resources in repairing and healing your school’s culture.

41 - 60 = Modifications and improvements are necessary. Begin with a more intense assessment of your
school’s culture to determine which area is most in need of improvement.

60 - 75 = Monitor and continue to make positive adjustments.

76 - 85 = Amazing! We have never had a score higher than 75! Continue monitoring, though, with each
school improvement planning cycle, or at least every two years, to be sure you stay in top shape.

Source: Penelope Masden-Copas

Note: To gain the most complete view of your school's culture, this assessment is best taken by all
members of the school staff.
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ScHoolL CULTURE AUDIT

This school culture assessment has been used successfully in public schools of North Carolina, Florida, and Kentucky over the last
decade. It can be used with one school or an entire district. It provides immediate feedback, is cost-effective, and recognizes both
strengths and challenges.

What is a School Culture Audit?
What are we looking for in a School Culture Audit? An audit is not a “find a problem and fix it” process. Rather than asking, “What is
wrong with this place?” cultural auditors ask, “What, in your opinion, would make this school the best it can be?" School culture is

assessed by examining three types of behavior (Phillips, 1993):

*  Professional collaboration
Do teachers and staff meet and work together to solve instructional, organizational, or curricular issues?

+  Collegial relationships
Do people enjoy working together, support one another, and feel valued and included?

* Efficacy/self-determination
Are people in this school because they want to be? Do they work to improve their skills as professionals, or do they see them-

selves as victims of a large and uncaring bureaucracy?

Each audit has five steps:

1. Interviews

2. Observations
3. Survey

4. Evaluation

5. Presentation

When combined, information obtained from these different vantage points produce a clear picture of the school’s culture. The
facilitators should not be from the school being audited.

Directions

Step One: Interviews — Designate days when the facilitators will interview staff, parents, students, classified staff, and administra-
tors. See Page 47 for more detailed instructions for the interviews.

Step Two: Observations — Designate days when facilitators will make informal observations of the school. These observations
include discussions with students, faculty, and other stakeholders. See Pages 48-49 for more detailed instructions for the interviews.

Step Three: Survey — Designate days when representatives of all school community groups will take the school culture survey. See
Pages 50-51 for the survey and more detailed instructions about administering the survey.

Step Four: Evaluation — Evaluate what has been learned during the School Culture Audit. See Page 52 for more detailed instruc-
tions about evaluating the results.

Step Five: Presentation — Present the findings of the School Culture Audit to the community. See Page 53 for more detailed
instructions about the presentation.

Source: Christopher Wagner
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STEP ONE: INTERVIEWS

Directions to the facilitators

1. Ask the school principal for a designated space for the
interviews — a conference room, designated classroom,
corner of the media center, or faculty lounge to conduct
interviews. Make sure there are beverages and snacks
available since most professional staff will be giving up their
preparation period.

2. Randomly select groups of five to eight each of faculty
members, parents, students, classified staff, and administrators
to be interviewed. Interview the various groups separately.

3. Assign at least two facilitators to each group. Explain the
process you will be using and how the information that you
collect will be used. Tell interviewees that they are not
required to answer any question. Do not use a tape recorder
— nothing shuts down an interview quite as fast, and you
want open, candid responses.

4. Ask each group a series of questions relating to the school’s
culture. Decide in advance which questions each facilitator
will ask. Both facilitators ask questions, take notes, and
record direct quotes.

5. Ask vision questions to encourage a positive picture of the
future. Instead of asking “what is?,” ask “what ought to be?”
Keep the group’s focus positive and avoid falling into a
“woe is me” whining syndrome. Pay attention to the domi-
nant emotions elicited from these “vision™ questions:

*  When you awoke this morning and thought about
another day in this school (as a teacher, student,
custodian, etc.), what was the dominant feeling or
emotion you experienced?

+  What factors caused you to feel that way?

*  Think of the previous week in terms of emotional peaks
and valleys. Identify some peaks of bliss. Identify some
valleys of despair.

+ Imagine a peak of emotional bliss next week as a
teacher (student, administrator, etc.). How would you
set it up for yourself? Who could you get to help?

The responses to these questions will begin to yield the
emotional status of each group. Facilitators identify sources
of dominant emotions and hints for improvement from the
“imagined bliss™ question.

Source: Cliristopher Wagner
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Identify what is important to the group and how people
improve. Look for whether their responses reflect the formal
curriculum and stated professional development goals. Do
improvement areas reflect the silent curriculum and unstated
or spin-off outcomes? Note responses in which people say
they are learning from each other or in more formal settings
such as planned staff development sessions.

*  As a teacher (student, administrator, etc.), recall one
way you have improved in the past year. What is
something you are doing differently or better?

*  What were the major forces or who contributed to your
improvement?

*  What is one way you would like to improve in the next
12 months? How could you make this happen?

Get to the heart of attitudes about differentiated instruction/

student achievement with a question and a follow-up.

Typical responses to the first question detail the lack of

study habits and poor parenting.

*  How have students changed over the past few years?

*  Since we all agree that students are not the same as they
were a few years ago, how have you modified your
teaching to reach every child?

Other questions might include:

+ If you had the power to make today the best day of
teaching you ever had, what would you do?

*  How could we make this staff come together in a
unified, collective, and supportive manner?

*  What are some instructional highlights of your day and
what can you do to experience them more often?

*  How can teachers make the classified staff feel more
valued and respected?

Take a few minutes to debrief and compare notes after each
interview.

Analyze notes for evidence of the presence or absence of
professional collaboration, collegiality, and self-determina-
tion. This information will be included in the School
Culture Audit report, which will be shared with school
stakeholders.
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STEP TwoO: OBSERVATIONS

. . x . . . - . "
Facilitators make informal observations of the school. These observations include discussions with students, faculty, and other stakeholders.

Directions to the facilitators

2.

3.

Speak with a good cross-section of students and staff.
Separate and circulate throughout the school for best results.

Look for specific examples of 13 characteristics related to the
three types of behavior being evaluated by the audit: professional
collaboration (teachers planning together, sharing teaching
modalities, teaming in their delivery, etc.), collegiality (friendly
environment, emotional support, continuation of cherished rituals
and traditions), and efficacy/self-determination. Make a note of
each example and determine the degree to which each character-
istic is present in the school. Share the notations in the profile
presentation. Note both positive and negative examples.

Each of the 13 characteristics listed here is related to those three
types of behavior. For example, 3, 4, 6, and 10 support profes-
sional collaboration; 1,5,7, 8, 11, 12, and 13 align with
collegiality; and 2 and 9 represent efficacy.

Determine to what degree each of these characteristics is
present in the school.

Examples:

*  Facilitator observes shared and good-natured (as opposed
to mean-spirited) humor in the faculty lounge as an
example of characteristic #8.

*  Facilitator observes mutual respect exhibited between
teachers and secretarial staff prior to the beginning of the
school day. A notation is made on characteristic #1:
collegiality.

*  Facilitator observes cooperative effort to secure reading
grant and makes a notation regarding #4: experimentation
and entrepreneurship, and #9: shared decision making.

After the observations, facilitators review notes in a debriefing
session. Their notes are shaped and interpreted to more clearly
specify the characteristics identified. The data are included in
the School Culture Audit report to the staff and school commu-
nity with all other collected data.

Source: Christopher Wagner

* Note: Informal observations are not formal supervisory observations.

CHAPTER 5

HARACTERISTICS
Collegiality. The way adults treat each other, i.e.,
respect and harmony vs. disrespect and discord.
Efficacy. Feeling of ownership or capacity to
influence decisions; i.e., do people tend to live with
or solve problems?

High expectations of self and others. Excellence
is acknowledged; improvement is celebrated,
supported, and shared.

Experimentation and entrepreneurship. New
ideas abound and invention occurs.

Trust and confidence. Participants believe in the
leaders and each other based on the match between
creeds and deeds.

Tangible support. Improvement efforts are
substantive with abundant resources made available
by all.

Appreciation and recognition of improvement.
People feel special and act special.

Humor. Caring is expressed through “kidding™ or
joking in tasteful ways.

Shared decision making by all participants.
Those affected by a decision are involved in
making and implementing the decision.

. Shared vision. Participants understand what’s

important and avoid trivial tasks.

. Traditions. The school has identifiable celebrations

and rituals that are important to the school commu-
nity.

. Open and honest communication. Information

flows throughout the organization in formal and
informal channels. Everyone receives information
on a “need-to-know” basis.

. Metaphors and stories. There is evidence of

behavior being communicated and influenced by
internal imagery.
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(OBSERVATIONS

CHAPTER 5

I. Collegiality. The way adults treat each other, i.e., respect 8. Humor. Caring is expressed through “kidding” or joking in
and harmony vs. disrespect and discord. tasteful ways.

2. Efficacy. Feeling of ownership or capacity to influence 9. Shared decision making by all participants. Those
decisions; i.e., do people tend to live with or solve affected by a decision are involved in making and
problems? implementing the decision.

3. High expectations of self and others. Excellence is 10. Shared vision. Participants understand what's important

acknowledged: improvement is celebrated, supported, and
shared.

and avoid trivial tasks.

4. Experimentation and entrepreneurship. New ideas
abound and invention occurs.

. Traditions. The school has identifiable celebrations and

rituals that are important to the school community.

5. Trust and confidence. Participants believe in the leaders
and each other based on the match between creeds and
deeds.

. Open and honest communication. Information flows

throughout the organization in formal and informal
channels. Everyone receives information on a “need-to-
know™ basis.

6. Tangible support. Improvement efforts are substantive
with abundant resources made available by all.

. Metaphors and stories. There is evidence of behavior

being communicated and influenced by internal imagery.

7. Appreciation and recognition of improvement. People
feel special and act special.

Source: Chiristopher Wagner
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STEP THREE: SURVEY

Directions to the facilitators

*  Ask representatives of all school community groups to take the School Culture Survey (see next page).
*  Assure participants survey responses are anonymous.

*  Surveys should be presented and collected in person — mailing is a waste of time and postage.

¢  Professional staff may complete the survey in 10 to 15 minutes in a faculty meeting. A faculty member
collects the surveys at that time.

*  The school secretary usually circulates and collects surveys from teaching assistants, other clerical staff,
custodians, and bus drivers.

*  Administer parent and student surveys immediately after their participation in the interview. Parent surveys
also can be distributed during open house, parent/teacher conferences, or at a PTA/PTO meeting.

* A committee (formed for this purpose of an administrator, teacher, clerical staff member, etc., or the school
improvement committee) tabulates the responses, creating separate scores for each subgroup to compare.

Tabulating survey results
A standing school committee (such as the school improvement committee) should tabulate the survey results,
providing an average for what is perceived to be present and what is perceived to be important for each of the 13

questions.

The committee should then review the averages for gaps in the two numbers on each question. A general rule is that
gaps of 3.0 or more need to be addressed.

In the presence line for #1: Democratic decision making. Four people circle 2, eight people
circle 3, two people circle 4, eight people circle 5, and two people circle 6. The sum of all
rankings is 92. The mean, 92 divided by 24 (people) equals 3.8.

Then, in the importance line, two people circle 5, three people circle 6, 10 people circle 8,
seven people circle 9, and two circle 10. The sum of all rankings is 191. The mean, 191

divided by 24 (people) equals 7.9.

The gap (difference) between importance and present equals 4.1. Conclusion: This school
should address the issue of democratic decision making.

Source: Christopher Wagner. Survey adapted from Phillips, G. (1993). The school-classroom culture andit. Vancouver, B.C.: Eduserv, British Columbia School
Trustees Publishing.
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ScHooL CULTURE SURVEY

CHAPTER 5

Background: The 13 items in this survey have been identified as key indicators of a school’s culture. Your opinion and ranking of
these factors is important and will be valuable in assessing your school’s culture. What is culture? For this survey, culture is defined
as the beliefs, attitudes, and behaviors that characterize the school in terms of?

*  How people treat and feel about each other;

*  The extent to which people feel included and appreciated; and
*  Rituals and traditions reflecting collaboration and collegiality.

Directions: Please rate each item twice. First, rate the item by circling an appropriate number reflecting its PRESENCE in your
school. Second, rate the item by circling the appropriate number relative to its IMPORTANCE to you.

I am a: (Please circle one)
Student Teacher aide
Secretary Administrator

Parent
Bus driver

Custodian
Teacher

1. Democratic and participatory decision making.
Not present 1 23 45678910

23 4567 8910

Always present

Not important | Extremely important

2. Strong leadership from administrators, teachers, or teams of both.

-

Not present 1 23 45 67 8 9 10

7 8 9 10

Always present
Not important 1 23 4 56 Extremely important
3. Staff stability-low turnover from year to year.

1 23 4567 8910
I 23 45678910

Not present Always present

Not important Extremely important

4. A planned, coordinated curriculum supported by research
and faculty.

Not present 1 23 4567 8 9 10

Not important 1 23 4567 8 9 10

Always present

Extremely important

5. Schoolwide selected and agreed-upon staff development.
23 456780910
78 9 10

Not present | Always present

Not important 1 23 45 6 Extremely important
6. Parental involvement, engagement, and support.

Not present 1 23 45 67 8 9 10
1 23 45 67 8 9 10

Always present

Not important Extremely important

Other

7. Schoolwide recognition of success for students and staff.
789 10
789 10

Not present 1 23 456 Always present

Notimportamt | 2 3 4 5 6 Extremely important
8.  An effort to maximize active learning in academic areas.

Not present I 23 45678910
4 56 7 8 9 10

Always present
Notimportant 1 2 3 Extremely important
9. District support for school improvement efforts.

4 56 7 89 10
78 9 10

Not present 1 2 3 Always present

Notimportant | 2 3 4 5 6 Extremely important

10. Collaborative instructional planning and collegial relationships.

I 23 456
I 23 456

7 8 9 10
7 8 9 10

Not present Always present

Not important Extremely important
11. Sense of community, family, and team.
1 23 4567 8 9 10
7 8 9 10

Not present Always present

Notimportant | 2 3 4 5 6 Extremely important
12. Clear goals and high expectations for students and staff.

Not present 1 23 45 678910
456789 10

Always present

Notimportant | 2 3 Extremely important

13. Order and discipline established through consensus and
consistent application.

Not present I 23 456

1 23 435 6

7 8 9 10
7 8 9 10

Always present

Not important Extremely important

Please use the space below to make any additional comments about the items on this survey.

Source: Christopher Wagner. Survey adapted from Phillips, G. (1993). The school-classroom culture audit. Vancouver, B.C.: Eduserv, British Columbia School

Trustees Publishing.
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StEP FOUR: EVALUATION

Directions to the facilitators

1. Analyze the data and identify strengths (presence of culture-rich examples) and weaknesses.

2. Organize the analyzed data into a written School Culture Profile answering questions such as:

What specific comments (quotes) were expressed about building professional collaboration in this school?
What did we observe that would lead us to believe there is a strong sense of collegiality here?

Which responses indicate the presence or lack of efficacy?

What gaps exist between what is present and what is important as revealed in the survey?

How do the survey results compare with information gathered in the interviews and observations?

What trends or common themes are revealed in the collected data?

3. If there are no specific examples of professional collaboration, collegiality, and efficacy/self-determination,
then point to what is unhealthy about the culture and what is inhibiting improvement. Some examples:

When teachers say they feel isolated and want to spend more time with colleagues, there is an obvious lack
of opportunity for collegial involvement.

If teachers cannot identify a source of help for an instructional dilemma, there is a problem with profes-
sional collaboration.

Constant complaints about red tape, central office policy and the ever-increasing demands made by the
state department reveal the lack of self-determination and efficacy.

4. Present the written profile to the school improvement team and administration before making an oral presenta-
tion to the school community.

5. Many schools elect to do a School Culture Audit in the fall and again in the spring as a pre/post instrument.

Source: Christopher Wagner

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

CHAPTER 5

79



Tool 5.2  Audif of the culture sfarts with two handy tools

STEP FIVE: PRESENTATION

Directions to the facilitators

Use an extended faculty meeting held immediately after school for the presenta-
tion, or better, report it at an evening PTA/PTO/School Council meeting. Since the
meetings are always positive and extremely informative, schools typically make
great efforts to invite the community.

Keep the presentation to an hour or less.

With two or more facilitators, one facilitator opens the meeting by sharing state-
ments and direct quotes from the interviews. These statements are tied to the big
three behaviors: professional collaboration, collegial relationships, efficacy/self-
determination.

Another facilitator shares notes from the observation, including comments over-
heard or summaries of discussions. These comments answer the questions: How
are people treating each other? What types of behaviors are staff members model-
ing for the children? How inviting does the school feel? What evidence is there of
collaboration, collegiality, and efficacy?

Share information from the survey, noting any significant gaps between presence
and importance.

Conclude with four or five recommendations for improvement. Facilitators also
may agree to work with the school improvement team, site-based council, etc., to
assist in planning and implementing improvements.

Facilitate a discussion among stakeholders about the findings. Addressing the

following key questions provides a basis for sustained improvement that has the

potential to involve and secure ownership from the entire school community:

*  What areas of our school’s culture (professional collaboration, collegiality,
efficacy/self-determination) appear to be strongest and why?

*  What can we do as a school community to maintain and/or improve these
strengths?

*  What areas of our school’s culture (professional collaboration, collegiality,
efficacy/self-determination) present the greatest challenge for improvement?

*  What can we as a school community do to improve in these areas?

Source: Christopher Wagner

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

CHAPTER 5

PRESENTATION TIPS

When presenting to the school
community, take care to highlight
school culture strengths. There is

always something good to say.

A typical statement might be:

“During the interview, several
people indicated a desire to
develop thematic units with
teachers in other disciplines. One
teacher said, ‘| respect my col-
leagues and would like the oppor-
tunity to just sit down and talk
about what they teach. A few years
ago, we worked together on a
thematic unit. The kids liked it, we
got a lot accomplished, and it gave
us a chance to teach together.
Many of us would like to do that
again.’ Another teacher reported
an interest in learning more
teaching strategies from her
colleagues.

“Based on the data collected,
one of the facilitator's recommen-
dations for strengthening profes-
sional collaboration would involve
planning time for several volun-
teers to develop a pilot thematic
unit. Once the unit has been
taught, the teachers involved could
report their experiences to the
entire faculty.”

80



CHAPTER 5

“(syse) [euosiad
quatuaBeuei “§-)

SYSE] [PUOONIISUI-UoU
Joy awn Suruued sasp

“Bupuupd popiipu
Joj awug Buruued sas))

‘uonan.asul uejd o1 Aep jooyos aya Sulinp sangeajjod Yum Aluendaua s1e3)

suoyanificer wonpnionn] o oy spasmans padopea s sogey Ry« Roopsrans e [RUNGY WP S [Euoney ¥l

“Sansst

dnosd jou ‘suraouos
[euosiad sassaippy
SANSS| [EUONINIISUI-UOU
U0 SIDUIO LA SHIOA

o
Suruueyd Suunp spaload

[BUONINSUL [123ds uo
wpa) SUIE] A SO

“ssardoud uaprys Jojiuou
PUE “JI0M JUAPNIS DUTUIEXD
‘uononasu; ueyd o) Aep
[0012s Al SULINp wea) ful
-Uwa Y ArenBar spajy

“Bunea

[euoissajoad oy spasu
Ajnuapt pue ‘uononnsu

JO SSAUAATIOATPD AL} SSasSE
‘ssanifoad yuapns Jojuow
“J40M JUAPIIS AUIUIEXD
‘suejd uossaj dojasap o)
A [00U0S AU UM AT
PANpayos Sunnp weaj Su
-WIe] (s Apengal sisap

I 13A37

1" INODLNO aHIsAa

Tool 5.3 Teacher and principal ICs on Learmning Communities

AX3LNO)D

SS3D0¥J

3 ANILNOD .

I9UOBa, 9y,

SALLINNWINOD ONINYVI1 -

81

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators



CHAPTER 5

Tool 5.3 Teacher and principal ICs on Learning Communities

1 [punoy Wawdopuag s PUONEN. e BI0OPSUMMY it HORRRORL AW O SPay fojanad ol s2asN Suogy
“Suiea) SupLea]
[99] ApeId/danew
“HISIp AU UM ‘surea) 1algns Jo Areuyyd
‘Joos “AJuo surea) [asa] apeid strea) Sures| [ana] | Buruea) [aa) apeadmanew -1os1paaiul Ut saredionie
Jo/pue ‘eare 12alqns ‘[asa] 1o Jayeu 19alqns Jo/pue apeadanew oalqns 1alqns Jo Areurjdiosipiayu “SH0NAU [RUOLEU JO/pUR
apesd apisino Buruaeal swea) duruaeay deurd pue Apurdiosipiajur | pUE S{I0MI9U [PUOI3) pur pIISIP ‘[Buoidas
[enpraput uf saredppae g ~1ostpaanu ul saredione g {loq ut sapedione apLdLISIp Ul satedioneg ‘aels Ul sapedione g

9 13ATT S 13AIT

£ 13ATT T 13ATT

9 13AIT S 13A3T

“Sanss|

[42] apeas J0 J00y2s Uy
JDU[IBI SANSSI [EnpiApul
SASSAUPPE AUO[R SHIOM

F 13A370 £ 13AIT

's[eo3 JusawaAocadull [0OYDS YIIM HIOM SARRIOGE||0D SUSIYy

“BaIe algns

10 peas o1iads 0] payeja
SNSSE SSAUPPE 0} ([EIMIAA
“Sreundiosipaayun ‘apew
10alqns ‘[ara] apeid) wea)
SUIUIEa] B UL SHEON

"|OOYs a3 puoAaq spusIX® diysIaquIaL SSOUM JO SO ‘swesl Bulues] u sereddnied  iE'| IWODLNO CIYAA
oM sip
“Bale 1alqns Jo 110ddns o7 saneajod (i

apess iy 01 paje[ai sansst
ssauppe 01 (eouan ‘reuyyd
-osipaajul anet 1oalgns
‘[ana] apeas) wea Buruea|
B UL SYI0A) ‘S[ROT apis
-[002S LI Wea) Fulia]
A1 J0 308 A1 SUBIY

T 13AT

‘T'1 INODLNO aaHIsaa

Furuea) [euossajoud uy
safeiuy ‘sjpos pusip pue
[0OU2S 11 SUBIE Ji0M
12U MOU ABISUOLIIP PUE
JUBLINOP ‘SSNASIP 0} Siaq
~wu greis [euoissajoad (e
s Apusnbauy saedionte g

HHOVAL FHL S3ILINOWWOD DNINYVIT

82

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators



CHAPTER 5

Tool 5.3 Teacher and principal ICs on Learning Communities

SHorpmEiory oo ooy o spaamang peaedopaag Jing sogey Supogr e Soopsuans e poumon uswdopagg geis [puoney 09

“BUIUIE?|

[B139[]00 AIEpOLILLIO0OE
0] [0010S AL JO AMINNS
au 1depe jou saog

“B[NOLLIND PUE ‘Sa0IN0Sal
‘seapt BuLIeys Jo [Bod )
1w Jeal au noyEnoay
19t SdnoJd eare Juajuod
pu [asd] apes) Suleys
DU UORORIAUL [2I53]j00

Joj s3unaau feis sasy)

P TEAIT

‘Buiuies| [ei8s||0d sioddns e

G

]asn 1 Aty AL Ansta

0] SIOJUOJ "UOHIBIANUL
[p139][09 J0j AEP [00U}S
i) Buunp sawn Jut
-Jpauul Je[ndal Joj anpatjos
Apypany/A[rep aup saimonng

2 34N1ON.10S [BuONEZIUBSIO UB S31BAID)

Ton

_umm: S1awin 2._“ alnsua

0] SIOJIUOJY “BUILLIBA] 1L}
noge :o_uoumu._ JALOE] hc._
ALY SAMINING ‘AOUELISISA
J0 208 AU} Ul UonoRIAU
[B183][09 0] Anpat|os
JE[NEAL B A SISISII]

I 13A31

T1 IWNOD1NO aadIsaa

SR

UoIeIaqe}joo piing.o)
1uatudojarap [euorssajoad
statjoval apraadd ou sao(]

JorE[1oe) dnoid pajys ¢
Bufjddns 4q uawdopasap
dnos jo sadeis ay 100
-3noat]) s8unBat jootos
[0UM JO/pUE STEa) Ful
-11eaj 01 woddns sapaos g

“saouaniadya Burypeod se
{19 se read iy InoyEnoat
suoissas adnniu sapnparg

“Bunyew-uoisioap dnosi

pue quatudojanap dnosd

Jo saites ay “sorureudp
dnosd ‘ssaooxd dnosd

INOqE WIE3] 0] SIAPL3] UIea)
Joj ssniunyoddo sapraoag

‘siunpa

1wea) SUUIBA| puE [00ds
ajoya utmp poddns
apiaoad oty S1ojeIIIoE]
PR]IS SE AAIBS 0] SIAqLUAL
f1pnoey dojasap oy poddns
puB SUILITEL SIPIAGI]

Surrea) pue (0018 Ajom
Suunp woddns apraaid
OUAY SIOTENTIOE] Pa[IYs

SE AA13S 0] SIAQLUALL £)]nok)
dojasap o1 poddns pue
BUIup $IpIA0I “saseaul
siaquiau dnoud jo aaa)

[I1§S A1 SE SABIOI PUE 3LO

-A1983 Jo Ajrqrsuodsal iy

sawooaq Joren|ioe] dnosd
§0 a[01 3y} 1BL]) SaInsu]

S T3ATT ¥ 13ATT £ T3ATT T 13ATT I 13ATT

"UOREIOGR||OD [NY|biS 40} S4aydeal saJedald  :|'| INODLNO CENISAA

Suneatu weay |

1 X3LNO)D
~ §s300ud

we—

ANILNOD s,

[edound ay,

SALLINNIWIWOD DNINYVA -

83

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators



CHAPTER 5

Tool 5.3 Teacher and principal ICs on Learning Communities

19 [oune) wawdofnag IS [PUONEY  «  SI0OpSIAMM e

SUOYRRIEYiter) WO 2204 O sparpiys dopna [l s2asy Sgopy

9 13A3T

“Aununuoeo Supea|
Aue uy apedionred Jou saoq

§ 13ATT

0TR[]

dnosd paprys & Suidjddns
Aquawdopasap dnosd

Jo sadis ayl inoyEnoat
saunau [0S A[OLM
JO/PUE SWEa) SultlTa|
o1 woddns sapraosd

P 13AIT

*S3NIUNWWOD SUlUIE3| 340W JO SUO U

“saguaj

~[BY [00YS SSNOSIP 01
SaNTLa[[0 AANEASIULIPE
Ui Aj[eLLiojul sipajy

£ 13AIT

SJ0JBLISIUILUPE U3YI0 Laim sajedidiniey

19Y1930] Wea| pue
SABUR[[BLD [00L2S 3A[0S
0] W) BUILILA] PUISIP
® (i Ajaepnidan siaajy

Z T3AIT

*S°1 IWODLNO CaHIsAd

Jau1edo] tea]

0] S [[an Se ‘safua)

~[BU [001}0S 2AJ0S PUE
Anuapt o) [aa] [EUONEY
J0/pue ‘ayp)s ‘Teuoidal
“PISIp Ay e poziuedio
sBUnAALL AJUNTLLIOD
Buyurea) Arenga spuany

1 13A3T

9 T3AIT

“SLea)

Apqeiunoooe
10 UOTAIP JBA[D INOLHIM
suea) Apris 201 Pe Sajealr)

Fuuaea) 1Eald 10u sao(]

§ T3AIT

P 13AIT

‘Swka)
ay Buoure pue uigm
SANIATIOE AEUIPIO0D 0)

Japao Ul Lluou yaea sgo|
T3] SMAlAal pue spadxy

“Bunua ug pauipno synsal
PUE ‘SaW00ino ‘s|eos Jeajo
LI SUIED) SUILLIEA] 212D
01 A4[rovy [im SO

£ T3AIT

‘Buiuiea) Juspms pue usyoeal 1oddns 01 Ajunwwiod BulLIes| B SUIBIUIBW PUB S31B3JD)

“atu weay fuunp asn

10] SANIATIOE JaL[10

PUE ‘s03p14 ‘saone fut
-puaoad Aq sureay Sutuea)
spoddng “wiaquiat dnoi3
Suowre uonnjosa 11U
SAENN[I0E] 'S[EOT UAIAHIP
LB 0] StUEa) Sultea)
Jo £1p1eA © a)LaID

01 fnoe] Y HHOA

T 13AIT

#'1 INODLNO CaNIs3a

SJUAPNIS [[E Jo Sutuea]
auy asoadu o7 Auntutuod
Buiurea) v se s ajouym
3l sadesua pue ‘jsn
SUIEISNS JOIJJU0D SaA[0SaT
PUE satjnuap! ‘AFuByaxa
[e1ajjo0 safeanooua
‘Buryei-ysu sadsas

Tet) Ao e spjing

1 13ATT

JHOM ATRIOGE[[00
Joj wigsds woddns
 Juatuajduur Jou saog

A0 Yoea
i esadood siaquat
Aynoey tey sisanbay

SAWOANO

pue sjeod jootjas uo
Jiom snooj of uesiad toea
Bunoadxa ajiym s1ayoea
Buoure poddns fennu st
1AL AINSUR 0] sassa00ad
PUE SAIMIINIS SALAIT)

“Bururea

1UAPNIS ASEAIUL PUIE

seof [ootjos ysiduwoaoe o]
Jauado) Bupjion loj suea)
SPIBMDI PUE SAZIUF009Y]

9 13ATT | smaann | P T3ATT £ 13A3] 7 1A | 13A31

|1OM DAIEIOGE||OD SDINSUD JBYY WIISAS 2ARULIUI UB sauawa|dwi pue spuBlIsIapUn

€1 IWODLNO aaYIsAa

“s[eod

j00yas saysijdwoaoe pue
Sued Juapms ul synsal
12U jiom Jutol spresal
pue saziuGooay ‘swea) Suy
~UIEa] J0] WAISAS AAUA0U
ue Juatjdun pue ajpaid
01 SIBUIEA] LI SHIOM

TVdIDNIbd 3HL -STLLINNIWIWOD DONINYVI'T

84

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators



Tool 5.4 What does your community know and believe about teacher learing? A survey CHAPTER 5

Tools For Schools December/January 2005

What does your community know and believe about teacher learning?

Use the survey on Page 3 with parent groups to stimulate a conversation about their knowledge about teaching and professional
learning. The purpose of the discussion is to air parent perspectives on professional development, not to tell parents that their
opinions are wrong.

Preparation:

1. Prepare slides of several key points that you want to make during your discussion of teacher learning. The best information
to share with parents in your community will be information about the impact of professional development on the learning
of your students, perhaps from your school improvement plans or annual school reports.

However, national information can also be helpful during these discussions. In advance of your meeting, visit the NSDC
web site — www.nsdc.org/library/policy/SDLCCharts.pdf — and view slides that NSDC created to advance our policy
work. Review those slides yourself to decide which are most applicable for your discussion.

Some that may be especially helpful during a discussion are:
Slide #4:  Student achievement increases for various expenditures
Slide #7:  Influence of professional development on student achievement
Slide #14: Teachers’ views of the effectiveness of collaboration
Slide #20: Effects of teaching quality on student outcomes

2. Create a handout from Page 3. NSDC grants permission to any NSDC member to use this survey with parent groups in their
communities. Provide pens and pencils for parents.

3. Distribute one copy of the survey to each person in the group. Allow about 10 minutes for parents to respond to these questions.

4. Presenting the results can be done in a variety of ways. Here are two options:
Option 1: Read each question and ask parents to announce their responses publicly.
Option 2: Tabulate the scores using the chart below and present the results to the group before beginning a discussion.

SCORING GUIDE

Indicate the number of responses in each category.

Strongly Agree Agree Not Sure Disagree Strongly Disagree

PAGE 2 NATIONAL STAFF DEVELOPMENT COUNCIL
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What do you know and believe about teacher learning?

Please circle the response that indicates your views regarding each statement.

1. I want my child enrolled in a school that has a deep commitment to the continuous learning of the staff.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
2. Teachers will learn more through collaboration with other teachers than attending workshops.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
3. Teachers learned everything they need to know about teaching when they were in college.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
4.  What teachers know about their subject area has a direct impact on how much their students are able to learn.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
5. Teachers should do all of their learning on their own time.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
6. Science is the only subject in which we know more today than we knew 20 years ago. That means that science teachers are

the only teachers who need to keep learning about new content for the subjects they teach.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
7. Teaching is a natural skill that really cannot be improved upon.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
8. Teachers only need to spend a few hours each year learning how to improve their teaching.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
9. The changing demographics in my community present new challenges to teachers and means that all teachers need to learn

how to more effectively teach all children.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
10. Teachers can learn a great deal about children and teaching by talking with other teachers and observing other teachers in

their classrooms during the school day.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
11. The quality of teaching has a direct impact on the quality of learning for students.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
12. Only bad teachers need to spend time learning how to improve how they teach. Good teachers will keep getting better

without making any special effort.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
NATIOMAL STAFF DEVELOPMENT COUNCIL PAGE 3

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 86



Tool 5.5

Tools For Schools

Frequently asked questions about professional development

CHAPTER 5

Frequently asked questions

December/January 2005

NSDC has answered parents’ most frequently asked questions about professional learning. You have our permission

to use any of these questions and answers in school or district newsletters or to post on your school or district web site as

long as NSDC is credited in this way:

Source: National Staff Development Council, www.nsdc.org.

Send other questions that you want us to answer for parents to NSDCJoan@aol.com. We'll answer them and add
them to our online FAQs for parents at www.nsdc.org/talkingtoparents.cfm.

What is staff development anyway?

Staff development describes the time that teachers and
principals use to update their knowledge and skills so they
can do their work better. Sometimes, it's called professional
development, inservice, institute days, workshops, or
training. Sometimes, districts enable teachers to use time
during school days to meet with other teachers to plan lessons
and examine student work. This is also a significant form of
staff development. No matter what the name, however, staff
development is time when teachers and principals to learn
more so students can learn more.

Why didn’t teachers learn what they needed to know in
college like other professionals do?

Most professionals update their knowledge and skills
throughout their careers. Would you go to a physician or
dentist, for example, who had stopped learning after they
graduated from medical or dental school?

It's impossible for teachers to learn everything they need
to know for a lifetime of teaching during just a few years in
college. Some of the most important lessons can be learned
only after they have their own students.

Plus many changes have occurred since teachers gradu-
ated from college. There have been new discoveries in
science, new research on human learning and teaching,
changing demographics in communities, and new expecta-
tions for what students should learn in different subject areas.
Teachers have to stay on top of all of this in order to be good
teachers for your children.

Why do teachers have to take half days off from school
for staff development? Why can’t teachers do this on
their own time, at night or on the weekends so they
don’t take time away from their students?

The school district has a responsibility for ensuring that
teachers are up to speed in what and how they teach. That
means the school district is obligated to provide teachers with
time to learn during their work day.

Many teachers will choose to take a university course
during their personal time but that is different from the
learning that the district expects of them and invests in.

Teachers in my child’s school spend an hour to an hour
and a half every day just talking to each other. | think
this is really a waste of time. Why can’t they spend that
time teaching instead of talking to each other?

When teachers have grade-level or department meetings,
they generally use this time to ensure that all teachers are on
target with their instruction. They compare lessons, test
results, homework assignments, and sometimes they plan
lessons that each of them will teach. That helps ensure that
students are equally prepared for the next grade.

In schools where teachers just go into their own rooms and
teach whatever and however they want, students often finish
the year with very different experiences. That can mean that
some students are not prepared for the next grade. Regular
team meetings are one way to prevent that from happening.

We have too many half days in this district. Teachers are
still in the building so why aren’t my children in class
with them?

When children have a half day off from school, teachers
are still working. They're just working in a different way.

Ask the school’s principal exactly what teachers are
doing during these half days. A second question for the
principal is whether other options for teacher learning would
be just as effective as half days and less disruptive to a child’s
school day. (See NSDC'’s list of options for professional
learning at www.nsdc.org/talkingtoparents.cfm.

| hear teachers say that staff development days are a waste
of time because they learn nothing. If teachers don’t think
they’re valuable, why does my school keep doing them?

When a teacher complains, ask him or her to tell you
exactly what goes on during staff development. Try to
determine if teachers had a voice in deciding what they would
learn. Ask if this teacher’s concerns are shared by others. Did
teachers object to learning something new or did they object
to the way the new information was provided for them? Were
teachers just sitting and listening or were they doing work
related to their classrooms? Were they overwhelmed by what
they heard? Judge for yourself whether you believe the time
could have been valuable for that teacher.

NATIONAL STAFF DEVELOPMENT COUNCIL
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FACILITATING
COLLABORATIV
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Tool 6.1 Protocol for developing agreements. 2 pages

TOOLS

Tool 6.2 Building effective teams. 2 pages

Tool 6.3 Transform your group into a team. 3 pages

Tool 6.4 Which stage is your team in? A survey. 3 pages

Tool 6.5 Team agreement template. I page

Tool 6.6 Becoming a productive team. I page

Where are we?

Teachers in our school meet at least weekly in collaborative teams to discuss teaching and
learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers are more comfortable working independently in our school.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Our school faculty has established agreements about how staff members treat one
another.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
Teachers use structures and processes for making their collaborative work efficient and

productive.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Facilitating collaborative teams

ollaborative professional learning
teams are not a result of luck or
magic. Rather, they result from
discipline and commitment. A
team is a collection of individuals
who commit to working together
to accomplish a common goal.
Team members choose to share their individual knowl-
edge, talents, and expertise so that the team benefits.
Teams have systems to ensure that they are productive
and effective, engage in intentional team building, and
conduct regular assessments of their work and their
functioning as a team. On a good team, members make
the inner workings of the team seem invisible and
effortless, while below the surface structures and
processes are in place to ensure the smooth operation of
the team.

Teams, working collaboratively to advance profes-
sional learning and student success, often have set clear
agreements about the roles and responsibilities of their
members, routinize structures and processes to make
their work more effective and efficient, share leadership,
and value working collaboratively. This chapter identi-
fies tasks that generally help teams increase their effi-
ciency and effectiveness. These methods are:

e Identifying roles and responsibilities;

*  Establishing agreements;

e Sharing leadership;

*  Creating and maintaining a sense of team; and
e  Understanding stages of team development.

Identifying roles and responsibilities

Teams, to be successful, require some structure.
One way teams reach success is to determine roles and
responsibilities for team members. Typical roles include

CHAPTER 6

facilitator, recorder, timekeeper, and team member.
While other roles can be added, these are the most basic
and common.

Team member. A team member is an active part
of the collaborative team. Members support the work of
the team by staying focused on the agenda, purpose,
and goal of the team. They actively engage in the team’s
work and monitor their own behavior(s) so that they
adhere to the team’s agreements. They assist the facilita-
tor and other team members to accomplish the work of
the team. They recognize that they have a responsibility
for the team’s success.

Facilitator. A facilitator is responsible for the
process of the meeting. Together with the team, the
facilitator sets the agenda and determines what design
for learning will be used to accomplish the team’s work.
She or he calls the team’s meeting to order, ensures the
agreements are honored, moves the team through the
agenda so that all items are addressed as planned, main-
tains the safety of the team for all members, and helps
team members stay focused on the agenda and the
team’s success. The facilitator remains neutral so that
she or he is open to all perspectives and ensures fairness
and equity in the team’s interactions. The facilitator
may become a member of the team if necessary. Where
this occurs, it is essential for the facilitator to state that
she or he is stepping out of the role of the facilitator to
assume the role of team member.

Recorder. The recorder maintains a record of the
team’s interactions and decisions. The recorder, with the
help of the team members, completes the team meeting
log. The team collectively decides how extensive its
record will be. In some cases, the record is a summary
of decisions and key points. In other cases, the record

includes more extensive description of the discussion
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and viewpoints presented. The recorder may opt to
serve as both a team member and as recorder if the
team is comfortable with this dual role and if she or he
can simultaneously maintain the record of the meeting
and participate. The recorder’s challenge is to use the
language of the team and to maintain neutrality in how
the team’s proceedings are logged.

Timekeeper. The timekeeper’s role includes
informing the team about the time. Agenda items may
have specific time limits. In this case, the time keeper
helps the team know how time is progressing and gives
a signal when time is running out. The team may
decide to table discussions that can’t be finished in the
allotted time or to extend the time for certain items
while adjusting it on other agenda items. When teams
work together over time, they become more efficient
with time usage; however, the role of the timekeeper
remains an important one to ensure the team’s success.

Establishing agreements

A major contributor to any team’s success is its
willingness to take time early on to establish clear agree-
ments about member behavior. Sometimes called
norms, these agreements are central to the team’s pro-
ductivity.

All teams have agreements that emerge over time.
When teams fail to establish explicit agreements,
implicit ones emerge. These agreements can either help
or hinder a team’s success. According to Daniel
Goleman, Richard Boyatzis, and Annie McKee (2002),
agreements or norms:

e Provide psychological security within teams that
allows team members to feel interpersonal safety;

e Prevent problems that often interfere with a team’s
ability to be creative and fully functioning;

e Separate a loose collection of individuals from a
high-performing team;

*  Maximize the team’s emotional intelligence;

e Contribute to the team’s ability to self-manage; and

e Address two elements of a team’s emotional reality:
inclusion dynamics and members’ roles.

There are several areas in which teams might set
agreements. These areas include time, location, commu-
nication processes, and structures. Sample agreements
for each area are listed below:

Time:

*  The meeting will start and end on time.
e All members are ready, present, and prepared to
initiate their work on time.

CHAPTER 6

Location:

e Team members will meet in each other’s classrooms
on a rotating basis.

*  Meetings will be in the library conference room
unless otherwise arranged.

Communication:

e Team members will listen with respect to all ideas.

*  Team members will balance inquiry (search for
understanding) and advocacy (intent to persuade).
Members’ responsibilities:

e All members will participate.

e Teams members are responsible for monitoring
their own and one another’s adherence to the
team’s agreements.

Decision making:

*  We will make all decisions by majority (75%) after

all views have been aired.

Creating and maintaining a sense of team

When teams come together, they are merely a col-
lection of individuals. However, over time, as teams
work together with a clear purpose and with success,
they will develop a deep sense of interdependence. Team
members benefit from some basic understanding of how
teams develop and the stages of team development. This
latter topic is addressed in the next section.

Creating a sense of team.

Teams develop over time. Initially, when people
form a team, they are a collection of individuals who
have their own perspectives, frames of reference, and
goals. Members’ interactions are characterized as con-
genial. Typically, in the early stage of team develop-
ment, members are polite to one another. Soon, howev-
er, these interactions shift as members begin jockeying
for recognized leadership or status within the group.
When this happens, conflicts emerge. Teams unfamiliar
with the stages of team development and unskilled in
working collaboratively will simply choose to leave the
team because their experience is uncomfortable. If
teams have some skills to resolve differences and have
persistence to work through difficult issues, they will jell
and become a genuine team.

As they work together, team members develop a
shared perspective, experiences, and common goals.
However, the road from individuals to teams is not easi-
ly traveled. The best way to develop a sense of team is
to understand one another.

Maintenance of a sense of team

Once agreements are set and an initial sense of
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ToOoL 8.1

Protocol for developing agr

Building effective teams

TOOL 6.2

Tools

FOR SCHOOLS

~=TEAM

Tool 6.1 Tool 6.2

Tool 6.3

team is built, another important part

ur team in?

of this work is to determine how to
maintain the team. To develop, teams
benefit from feedback about how
well they are functioning. Early in
the team’s work, it is helpful to take a
few minutes at the end of each meet-

reality sets in for team members.
Team members experience some dis-
agreement, even conflict, about their
individual influence in the team
and/or about beliefs related to and
direction of the work and the
processes they use to accomplish the

ing to assess team members’ adher-
ence to the agreements. Then, over
time, teams may schedule opportuni-
ties for feedback. Tool 6.1 is a proto-
col to guide the development of
agreements. Tool 6.2 is a survey that

work, etc. “Groups begin to change
[be productive] only when they first
have fully grasped the reality of how
they function, particularly when
individuals in the group recognize
that they’re working in situations

that are dissonant or uncomfortable”

might be used to assess a team’s pro-
ductivity. Tool 6.4
Understanding stages of team

development

Teams essentially move through four stages of
development. Tuckman (1965) identified the four stages
as Forming, Storming, Norming, and Performing. With
some understanding, teams can accelerate their team’s
development by understanding these stages. Each stage
is described below.

Forming: The first stage of team development
occurs when teams form. It can easily be represented as
a group of individuals who come together and who are
questioning their place within the team, the purpose of
the team, their contribution to the team, and their
commitment to the team’s work.

Storming: As the purpose, required level of com-
mitment, place, and needed contribution become clear,

(Goleman, Boyatzis, & McKee,
2002, p. 172).

In some cases, as teams face the
storming stage, they lack the support, skills, or persist-
ence to work through these disagreements. When they
do commit to work through these challenges, they move
to the next stage of development.

Norming: Even though team members establish
agreements when they first come together, after they
move through the storming stage, it is helpful for them
to revisit those agreements, refine them, and extend
them to reflect what they have learned in the storming
stage. The norming stage brings the team together not
as a collection of individuals, but rather as a team with
shared vision, goals, and commitment. Team members
recognize the value of working in a team.

Performing: When teams reach this stage, they
become highly productive. This is because the effort to
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form a team can now be directed to
the work of the team. Because there is
synergy among team members, their

work is easier when done collabora-
tively, and they prefer to be in the
team because it is both personally
rewarding and highly productive.
Tool 6.3 is a brief article about
the stages of team development. Tool
6.4 is a survey to help teams assess
their current stage of development.
When team members know their

team’s present stage of development,

Team agreement template

they can focus on developing their
team. Tool 6.5

Tool 6.5 is a template that team
members might use to record the agreements they make
about teamwork and membership. For example, team
members might agree that a member who misses a team
meeting is responsible for talking with another team
member to learn about the meeting. When the agree-
ments are finalized, team members also decide when
they will set aside time to revisit their agreements and
make desired revisions.

Once a team determines its stage of development,
Tool 6.6 offers suggested strategies for working with a
team at each stage of development. The notes section of
Tool 6.6 stresses what is most important to teams at
each developmental stage.

Successful teams are those that make a commit-
ment to their own development. When team members
invest energy and time into developing and maintaining
a sense of team, they will be more satisfied with their

CHAPTER 6
TOOL 6.5 Becoming a productive team
Tool 6.6

work and produce better work. In 7he Wisdom of
Crowds, author James Surowiecki asserts that teams are
more successful than individuals in making decisions.
“Groups work well under certain conditions, and less
well under others. Groups generally need rules to main-
tain order and coherence, and when they’re missing or
malfunctioning, the result is trouble” (p. xix).
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TOOL 6.1

Protocol for developing agreements

Step 1. Individually identify recommendations for agreements by reflecting
about each member’s needs to feel comfortable as a team member.

Step 2. Share publicly individual recommendations. Eliminate duplicates.

Step 3. Clarify abstract agreements by asking what each looks like and sounds
like.

Step 4. Consider what might be missing. Review the sample agreements for

ideas.

Step 5. Ask for all members to express agreement or disagreement with the
proposed agreements.

Step 6. Seck commitment to the agreements from all members.

Step 7. Commit to give feedback periodically about how well the team honors
its agreements to each other.

Step 8. Post agreements and review them frequently.
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Sample team agreements

CHAPTER 6

Example 1

Be open and honest — say what you think and feel during the meeting, not in the parking lot.

Individual comments are confidential.

Be aware of your level of participation. Allow equal air time for each member so the discussion is fair

share.

Treat each person as an equal.

Have fun.

Set vested interests aside.

Focus on being a change agent.

Assist each other to be productive team members.
Listen to understand others’ perspectives.

Respect others’ ideas and perspectives.

Speak directly to the appropriate person(s) when a need to confront, challenge, disagree, etc., occurs.

Example 2

| agree to place the interest of students at the forefront of all discussions and decisions.
| agree to share responsibility of making and supporting decisions.

To take responsibility for contributing time and effort necessary to reach the best decision.
To utilize a system ensuring that everyone gets a turn to talk.

To participate without dominating.

To be open and honest in a positive, constructive way.

To share rationale for my perspective and/or decisions.

I agree to listen, honor, and respect all perspectives.

To listen with respect, empathy, and an open mind.

To try to understand all sides of an issue.

To treat each other with dignity.

To avoid judgmental comments.

To honor the individuality of all community members.

To try to understand and appreciate all the different roles in the school.
To treat all staff members as equals.

I agree to handle conflicts as they arise in a responsible way.

To find out what each member involved needs.
To be willing to brainstorm different options or solutions.

To set aside vested interests that interfere with solving the problem constructively and mutually.

| agree to be accountable for the decisions and assignments.

* To be accountable for and support the team’s decisions even if I do not agree with them.
* To follow through on agreed-upon assignments.
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TOOL 6.2

Building effective teams

Members of effective teams are committed to group goals above and
beyond their personal goals and understand how the team fits info the over-
all business of the organization. Team members frust each other to honor
commifments, maintain confidences, and support feam goals, and they feel a
sense of partnership with each other despite differences and disagreements.

On effective teams, everyone has a role and participates in achieving
consensus on action plans, and every effective team has a clear purpose,
established communication methods, agreed-upon ways of dealing with
problems, planning procedures, regular meetings, and meeting agendas
and minutes.

The following survey can help team members analyze strengths and
challenges, plan staff development to address critical issues and celebrate

the team's progress in becoming more effective.

Reprinted from School Team Innovator. (Adapted from material prepared by the
South Carolina State Department of Education and presented at the 1995
NSDC School Team Conference by Ann Ishler and Deborah Childs-Bowen.)
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We need |We're We have
help with | making |reasonsto
this. progress. | celebrate.

1. The team includes members with varied teaching styles, learning
styles, skills, and interests.
2. Members respect and trust each other.
3. Members agree on the feam’s mission.
4. Members consider the feam'’s mission as workable.
5. The team has an action plan.
6. The team has drawn up timelines describing project steps.
7. Team members understand what resources are available to help
meet team needs and goals.

8. The team meets regularly.

9. The team meets at times convenient for all members.

10. Team meeting places are convenient and comfortable.

11. Agendas are prepared and distributed before meetings.

12. Written minutes are distributed shortly after meefings.

13. The team has formally assigned roles.

14. Members understand which roles belong fo one person and which
roles are shared.

15. Each team member takes an active role in discussions.

16. Team members listen atffentively.

17. The team has procedures for resolving conflict and reaching
consensus.

18. The team has established ways to communicate with the entire

school community.
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into a

BY JOAN RICHARDSON

professional learning commu-

nity craze is sweeping the

country.

School after school is setting

aside time for teachers to meet
in grade-level groups or subject area teams. PLC
time is noted on calendars that parents hang on
refrigerator doors. Students start school later or
leave school earlier so teachers have time to meet
with colleagues.

But, as many schools are learning, profes-
sional learning communities don’t just happen
because a principal sets aside time for teachers to
meet and slaps a new label on that meeting.
That's especially the case when teachers have
been accustomed to working in isolation.

Principals and teacher leaders must be very
intentional about helping groups of teachers
become communities of learners. And, some-
where between the naming and becoming highly
productive teams, many schools get lost. How do
you move from being a group of people with a
common characteristic — such as teaching the
same subject or grade level — to being a team or
a community with a common vision and focus?

Ann Delehant, who consults with many
school districts on team development issues, said
many teachers don’t immediately recognize that
professional learning communities is “the new
name for a team.”

A professional learning community is not a
new thing. It’s not a new fad. A PLC is what we
call a team with an intentional focus on learn-

Continued on p. 2
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WHAT'S
INSIDE

NSDC TOOLS

Developing
norms

This activity
will enable a
group to
develop a set of
operating norms
or ground rules.
Page 4

Which stage is
your team in?
Use this tool to
identify the
present stage of
the teamwork
model that your
team is presently
operating in.
Pages 5-7

Resources for
team
development
Page 8

National Staff
Development
Council

(800) 727-7288
www.nsdc.org
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COVER STORY

DEFINITION
OF TEAM

“Ateamisa
small number of
people with
complementary
skills who are
committed to a
common
purpose, set of
performance
goals, and
approach for
which they hold
themselves
mutually
accountable.”

Jon Katzenbach
and Douglas
Smith,“The
discipline of
teams,” Harvard
Business Review,

March/April 1993,

Transform your group info a team

CHAPTER 6

Transform your group into a team

Continued from p. 1
ing,” she said.

Although many educators understand the
need to devote time to group or team develop-
ment, they often neglect to spend time on the
basics when working on PLCs because they don’t
perceive PLCs to be teams that require the same
kind of support, she said.

Understanding the four stages of group
development is a good place to begin learning
how a PLC might evolve from being a group to
being a team. In 1965, psychologist Bruce
Tuckman reviewed the literature on group
functioning and described the four stages of
group development as forming, norming,
storming, and performing. (See illustration on
Page 3.)

In the initial stage — “forming” — group
members have high expectations and anxiety
about how they fit in. They are testing them-
selves and each other. At this early stage, they
depend on some authority or facilitator to create
a structure for them. During this period, group
members are likely to be polite but impersonal,
watchful, and guarded in their behaviors.

Conflict characterizes the second stage of
development — “storming.” Group members
rebel against each other and against authority.
Storming behaviors, he said, are each

individual's response to being influenced by the
group and by the work that is required to achieve
the assigned tasks. Group members may describe
themselves as feeling stuck. They may opt out of
the process or they may compete with other
group members for power and attention.

If groups successfully resolve their storming
issues, they arrive at the third stage —
“norming.” At this point, group members have
overcome their feelings of resistance and begin
to feel that they are a cohesive group. Harmony,
trust, and support develop. Participants develop a
sense of cohesiveness and “intimate, personal
opinions are expressed,” Tuckman wrote. At this
stage, the group is developing skills and agreeing
on procedures for doing the work. They are
confronting issues represented by their work, not
other individuals.

If group members persist, they reach the
fourth stage — “performing” — in which they
become a team rather than a group of disparate
individuals. They work collaboratively and
interdependently, share leadership, and perform
at high levels. They are flexible and resourceful,
close and supportive.

Groups may spend different amounts of time
at each stage and they may move through them in
a different sequence but each group will experi-

Continued on p. 3

NOT ALL GROUPS ARE TEAMS: HOW TO TELL THE DIFFERENCE

WORKING GROUPS TEAMS

Strong, clearly focused leader

Individual accountability

Shared leadership roles

Individual and mutual accountability

The group's purpose is the same as the broader
organizational mission

Specific team purpose that the team itself
delivers

Individual work products

Collective work products

Runs efficient meetings

Encourages open-ended discussion and active
problem-solving meetings

Measures its effectiveness indirectly by its
influence on others (e.g.student learning goals)

Measures performance directly by assessing
collective work products

Discusses, decides, delegates

Discusses, decides, does real work together

Source: “The discipline of teams,” by Jon Katzenbach and Douglas Smith, Harvard Business Review, March/April 1993,

2 National Staff Development Council « (800) 727-7288 » www.nsdc.org
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Continued from p. 2

ence each stage. You can use the survey on Pages
5-7 to help your groups determine which stage of
development they are currently in.

Instead of relying on Tuckman, Delehant
introduces school teams to M. Scott Peck’s
model of community development — pseudo-
community, chaos, trust building and listening,
and community. For some schools, this language
may be more successful than the traditional
language of Tuckman, she said.

In Peck’s “pseudo-community,” members are
afraid of differences and afraid of conflict. They
are trying to get along, often pretending that they
don’t have major differences.

“Pseudo-community is like early dating.
This is the stage where all women love football,”
Delehant said. Any time there is a new member
of the group, the group goes back to pseudo-
community and works its way back through the
stages, typically in a smoother fashion than their
initial foray, but not necessarily.

Peck’s second stage is the “chaos™ stage. In
this stage, there is struggle and often consider-
able conflict. Some members may feel that the
situation is out of control because everyone is
expressing different opinions. Some will try to
“heal” the situation and convert others. Many
want to return to the stage where everyone was
nice to each other, Delehant said.

In Peck’s third stage, which he calls “empti-
ness,” group members are consciously removing
their personal barriers to creating a community.
Members will confront their expectations,
prejudices, and ideologies and agree to suspend
these points of view in favor of considering ideas
presented by others. In a school situation, this
might mean teachers agree that they will listen to
ideas regarding the examination of data or they
may agree to try to design a common lesson or
assessment with other teachers.

The process of shedding these barriers is
essential before members can move into Peck’s
fourth stage which he labels “community.” At
this stage, the group has become a team in which
members trust and feel comfortable working with
each other. They feel safe about exposing their
vulnerabilities and resolve to work together on

NOVEMBER/DECEMBER 2005  Tools For Schools
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STAGE IV

PERFORMING
Mature closeness

FORMING
Testing

Resourceful | Polite
Flexible | Impersonal
Open | Watchful
Effective | Guarded

Close and supportive

Team Development Wheel

STAGE|

NORMING | STORMING
Getting organized | Infighting

Developing skills
Establishing procedures
Giving feedback
Confronting issues

Opting out
Difficulties

STAGE IlI

Controlling conflicts
Confronting people

Feeling stuck

STAGE II

common problems and issues.

Whichever approach to thinking about team
development is most appealing, Delehant urges
facilitators and principals to spend time on the
basics, including understanding the team
development process.

“Teams need to have conversations about
‘how to do the work™ instead of just plunging in
to do the work. They need to spend time building
trust and relationships with each other. If they
don’t do this in the beginning, teams will have to
stop and do this eventually,” she warns.

“Every group has the delusion of unigue-
ness. They think they ‘re special. They tend to
feel better when they know that there are
predictable stages that they will go through. It
makes them feel better to know that conflict is
natural,” she said.

“Teams need
to have
conversations
about'how to
do the work’
instead of
just plunging
in to do the
work. They
need to
spend time
building trust
and
relationships
with each
other.”

National Staff Development Council e (800) 727-7288 « www.nsdc.org
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Which stage is your team in?

OBJECTIVES

DIRECTIONS
This questionnaire contains statements about teamwork. Next to each question, indicate how
often your team displays each behavior by using the following scoring system:

1 = Almost never

2=Seldom

Questionnaire

1.

We try to have set procedures or
protocols to ensure that things are
orderly and run smoothly (e.g.
minimize interruptions, everyone
gets the opportunity to have their
say).

We are quick to get on with the task
at hand and do not spend too much
time in the planning stage.

Our team feels that we are all in it
together and shares responsibilities
for the team’s success or failure.

NOVEMBER/DECEMBER 2005 e Tools For Schools

3 = Occasionally

4 = Frequently

S\

To identify the present stage of the teamwork model that your team is presently operating in.

5 = Almost always

We have thorough procedures for
agreeing on our objectives and
planning the way we will perform
our tasks.

Team members are afraid or do not
like to ask others for help.

We take our team’s goals and
objectives literally, and assume a

shared understanding.

The team leader tries to keep order
and contributes to the task at hand.

Continued on p.6
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POWERFUL
WORDS

“Noone of us can
be effective asall
ofus.”

— Unknown

“Build with your
team afeeling of
oneness, of
dependenceon
oneanother,and
of strength
derived from
unityinthe
pursuit of your
objective.”

— Vince Lombardi

“Coming together
isabeginning;
keeping together
is progress; and
working
togetheris
success.”

Henry Ford

Mational Staff Development Council » (800) 727-7288 « www.nsdc.org 5
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SCORING
SYSTEM:

1 =Almost never

2=Seldom

3 =Occasionally

4 =Frequently

5 =Almost
always

Which stage is your team in?

10.

12.

13.

15.

16.

17.

18.

19.

We do not have fixed procedures, we
make them up as the task or project
progresses.

We generate lots of ideas, but we do
not use many because we fail to
listen to them and reject them
without fully understanding them.

Team members do not fully trust the

others members and closely monitor
others who are working on a specific
task.

The team leader ensures that we
follow the procedures, do not argue,
do not interrupt, and keep to the
point.

We enjoy working together; we have
a fun and productive time.

We have accepted each other as

members of the team.

The team leader is democratic and

collaborative.

We are trying to define the goal and
what tasks need to be accomplished.

Many of the team members have
their own ideas about the process and
personal agendas are rampant.

We fully accept each other’s
strengths and weakness.

We assign specific roles to team
members (team leader, facilitator,
time keeper, note taker, etc.).

We try to achieve harmony by
avoiding conflict.

6 National Staff Development Council « (800) 727-7288 « www.nsdc.org

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

CHAPTER 6

The tasks are very different from
what we imagined and seem very
difficult to accomplish.

There are many abstract discussions
of the concepts and issues, which
make some members impatient with
these discussions.

We are able to work through group
problems.

We argue a lot even though we agree
on the real issues.

The team is often tempted to go
above the original scope of the
project.

We express criticism of others
constructively

There is a close attachment to the
team.

It seems as if little is being accom-
plished with the project’s goals.

The goals we have established seem
unrealistic.

Although we are not fully sure of the
project’s goals and issues, we are
excited and proud to be on the team.

We often share personal problems
with each other.

There is a lot of resisting of the tasks
on hand and quality improvement

approaches.

We get a lot of work done.

NCOVEMBER/DECEMBER 2005 « Tools For Schools

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

103



Tool 6.4 Which stage is your team in?

Which stage is your team in?

PART 2:SCORING

Next to each survey item number below, transfer the score that you give that item on the questionnaire.

For example, if you scored item one with a 3 (Occasionally), then enter a 3 next to item one below.
When you have entered all the scores for each question, total each of the four columns.

Item Score Item Score

Item Score Item Score

L 2. 4, 3
S 7. 6 8
e 9. 11 12
R 16. 13 14,
8. 20. 19. 17
21 23 24, 22
27 28. 25. 26
29. 31 30. 32
TOTAL TOTAL TOTAL___ TOTAL
FORMING STORMING NORMING PERFORMING
STAGE STAGE STAGE STAGE

This questionnaire is to help you assess
what stage your team normally operates in. It is
based on Tuckman’s model of Forming, Storm-
ing, Norming, and Performing. The lowest score
possible for a stage is 8 (Almost never) while the
highest score possible for a stage is 40 (Almost
always).

The highest of the four scores indicates
which stage your team normally operates in. If
your highest score is 32 or more, it is a strong
indicator of the stage your team is in.

The lowest of the three scores is an indicator
of the stage your team is least like. If your lowest
score is 16 or less, it is a strong indicator that
your team does not operate this way.

NOVEMBER/DECEMBER 2005 » Tools For Schools

Collaborative professional learning in school and beyond

If two of the scores are close to the same,
you are probably going through a transition
phase, except:

+  If you score high in Forming and Storming,
you are in the Storming stage.

*  Ifyouscore high in Norming and Perform-
ing, you are in the Performing stage.

If there is only a small difference between
three or four scores, then this indicates that you
have no clear perception of the way your team
operates, the team’s performance is highly
variable, or that you are in the Storming stage
(this stage can be extremely volatile with high
and low points).

CHAPTER 6
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Source: "What stage
is your team in?,"a
tool created by Don
Clark. Used with
permission. This
tool is available for
free download at
www.nwlink.com/
~donclark/leader/
leaderhtml

National Staff Development Council » (800) 727-7288 » www.nsdc.org 7
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TOOL 6.5

Team agreement template
TEAM

DATE

MEMBERS

TEAM AGREEMENTS

DATE TO REVISIT AGREEMENTS
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Becoming a productive team

CHAPTER 6

TOOL 6.6

If your Consider these strategies Notes

team is ...

Forming Use team building activities that encourage members to It is important that all members
share something about their personal and professional feel safe and valued.
interests beliefs; Use structures and processes to
Take time at each meeting for checking in with one another | eliminate dominance by any one
e.g. How are you? What's on your mind? What do you want| person or faction.
to share?

Suggest a social activity;

Highlight one member at each meeting and invite that
member to share with the team what he or she is interested
in, values, etc.

Storming Revisit norms; Teams that are progressing into
Establish new norms; high-performing teams will have
Use structures to hold difficult conversations; conflict. When conflict occurs,
Use conflict resolution strategies; acknowledge it and handle it
Engage in formal conflict resolution; productively and constructively
Teach members about conflict resolution; rather than ignore it. Provide a safe
Invite a neutral facilitator to help discuss issues; forum for disagreements to occur.
Use dialogue; Celebrate that conflict means
Suspend actions temporarily until all members can be heard;| progress and movement toward
Ensure all voices are given equal value; becoming a more effective team.
Conduct team assessments.

Norming Revisit the norms; Teams at the norming stage are
Create some new ones that are more focused on how people | ready to open up more, share their
interact with one another; feelings and beliefs, and are more
Keep the work in focus; comfortable with disagreeing. They
Celebrate successes; want to work well together and are
Take time out from the work to talk about how the team willing to talk about what will
works; make them more productive as a
Conduct team assessment; team.

Take on increasingly more challenging work;
Encourage individual members to reflect on their own
behaviors and contributions to the team;
Encourage team members to give feedback to one another
privately;
Use dialogue to address assumptions, values, and beliefs.
Performing Celebrate success; High-performing teams gain a

Periodically assess the team's work and its procedures;
Review norms;

Continue to focus on maintaining the productivity and
effectiveness of the team because it can wane.

tremendous personal as well as
professional benefit from working
together and they prefer to work
together than alone. They are also
very efficient and effective together.
They also enjoy one another.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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MAKING

TIME

TOOLS

Tool 7.1 Time use flows from school culture. 5 pages

Tool 7.2 Analysis of current time usage with time use log. 2 pages

Tool 7.3 Think outside the clock. 7 pages

Tool 7.4 Time enough for teaching and learning. 11 pages

Tool 7.5 Making time for adult learning. 4 pages

Tool 7.6 Comparison of strategies for making time for collaborative professional learning. 1 page
Tool 7.7 Forming a recommendation. 3 pages

Where are we?

Professional development in this school includes time during teachers’ contract day for
teachers to work together in teams whose members share common goals (school, grade
level, department, team, etc.) for student learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Professional development in this school occurs after school hours.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Professional development in this school occurs in the summer.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

The leadership team (including principal and teacher leaders) in this school ensures that
time available for collaborative professional learning is used in a way that impacts teach-
ing and learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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he number one barrier educators
cite regarding implementation of
collaborative professional learning
is time. There is no doubt that
most schools have not yet adjusted
their schedules to accommodate
teacher collaborative learning;
however, more and more are doing so. The schools that
are making time usually do so in one of three ways.
One way is to use available time; another way is to buy
time; a third way is to create time. With each of these
options, advises Joan Richardson, director of publica-
tions for the National Staff Development Council, it is
necessary to be creative, to be willing to make trade-
offs, be clear about the connection between teacher
learning and student learning, and to be willing to
experiment with multiple approaches (2002). Perhaps
the biggest challenge is the perception of who owns
time within the school day and who has control over
what occurs during that time.

The National Staff Development Council advo-
cates that 25% of an educator’s work time is invested in
professional learning and about 10% of a school dis-
trict’s budget. While those numbers seem astronomical,
they are not, especially if the form of professional learn-
ing is the type of daily collaboration recommended in
this tool kit. Most people view professional develop-
ment as learning that occurs outside of the regular work
of schools when guest speakers or external consultants
come into the school or district, on days when students
are not present, or in the summer or after school hours.

In these cases, the costs that include substitutes, con-

CHAPTER 7

sultant fees, and travel, can be very high. To imagine
spending even more, up to 10% of a district’s budget,
on this form of professional development is inconceiv-
able. However, if the form of professional learning
involves collaborative teams meeting together during
the work day and the cost is the portion of teachers’
salaries devoted to that form of learning, the resources
they might want, and the portion of the principal’s time
devoted to supporting the team, these costs are not so
unreasonable.

The same is true for the recommendation regarding
time. If professional development is exclusively viewed
as occurring when students are not present in school,
after school hours, or in the summer, it is unlikely that
the recommendation of 25% of educators’ work time
would ever be reached. However, if we consider the
daily interactions that teachers have with colleagues in
collaborative professional learning teams during plan-
ning times and designated team time, then it is more
likely that the recommended level of time would be
possible. In fact, opportunities for learning occur virtu-
ally every minute. Experiences or incidents of the work
day can be transformed into learning when teachers
engage in reflective collaborative practice, sharing their
experiences with others, analyzing the results of their
actions, planning with their colleagues, and making
their practice transparent to themselves and others.

In districts and schools where teachers work in a
supportive culture, they meet in collaborative teams for
the purpose of professional learning about teaching and
student learning because they experience first-hand the
benefits. In districts and schools where relationships are
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Figure 7.1

Weighted criteria matrix

CHAPTER 7

Criteria Weight

Notes

less collegial and a culture of isolation and competition
exists, teachers may be unwilling to work collaboratively
during their planning time and might participate reluc-
tantly if additional time is provided. Past experience
with professional development, the school’s culture,
trust, and relationships influence teachers’ willingness to
work actively to make time for professional learning.
This chapter explores a variety of ways to arrange
time for teacher collaboration. It also raises some chal-
lenges about the basic assumptions held about time.
How willing a school staff is to find time for collabora-
tion is an indication of their commitment to collabora-

tive professional learning.

Form a task force

To address the issue of making time for collabora-
tive professional learning, schools might form a task
force to study the possibilities and generate recommen-
dations for others to review. Because some options for
time will affect students and parents, these task forces
might include parents and student representatives, as
appropriate. School task force members will also want
to examine district and state policy regarding the length
of the school day, district, and state policy about time
for professional development, and use of current profes-
sional development time.

When the principal charters the task force, it is
helpful for him or her to clarify the level of authority
and expectations. Will the task force make a single rec-
ommendation to the principal? Is the task force expect-
ed to bring multiple recommendations for the staff to
consider? Will the task force make the decision after
sharing its recommendations, gathering input, and
revising based on the input?

Explore current beliefs about time
A beginning point for the discussion about making
time is to consider how personal beliefs and culture

influence beliefs about time. One way to explore these
issues is to read Kent Peterson’s article, “Time use flows
from school culture.” The task force or the whole staff
can surface their assumptions about use of time within
their school. The article and discussion protocol are
included in Tool 7.1.

Analyze current time use

Tool 7.2 includes a protocol to use to examine how
time is currently used. One of the easiest ways to make
time for collaborative professional learning is to use
existing time differently. Once current time usage is
explored, the task force can form recommendations
about how to use current time differently for collabora-
tive professional learning. For example, remodeling fac-
ulty meetings is one way to make time for professional
collaboration. In some schools, one day is designated
for meetings — on that weekday, once a month princi-
pals hold faculty meetings, and in all the other weeks
that month teachers meet in their collaborative teams.
Another version of this model is to save faculty meeting
time and use the banked time in a longer block, either
bi-weekly or monthly.

Establish criteria

Making decisions about adjusting the schedule is a
significant one and it may have a broad impact.
Establishing criteria for the decision is helpful. Some
school staff agree to adjust their schedule if it means
instructional time for students is not reduced. Others
agree to a change in their schedule if they retain a mini-
mum amount of individual planning time. Others want
time during the school day or teachers’ contract day.
Whatever the criteria, it is essential to identify them
early. Sometimes not every criterion can be met so pri-
oritizing criteria is important as well. The task force
may decide to create a weighted criteria matrix to aid in
their decision making, such as the one in Figure 7.1.
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Time use flows from school culture

Tool 7.1

Study other schools’ and districts’
solutions

One way to determine how to
make time for additional collabora-
tion is to study what other schools

TOOL 7.2

Analysis of current time usage
with time use log

Think outside the clock
Creay tme for professional leaming
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Tool 7.2

Working Toward

EXCELLENCE :-"c......

Time Enough For Teaching
And Learning

Tool 7.3

whether each strategy meets the cri-
teria established by the task force.

Form recommendations
After studying possibilities, the

and districts have done. Three
resources are included to assist school
task forces to study possibilities for
time. Not all ideas suggested in the
three resources are feasible in every
school or without some adaptation,
however the ideas have been tested =D
FINDING el

and are currently in use in schools.

The resources are intended to offer

TIME [

task force forms recommendations
for the school. These recommenda-
tions can include short-term changes,
long-term changes, or both. For
example, some schools begin with
using existing time differently for a
year before moving to a schedule
change that permits more frequent

ideas and possibilities to help schools Tool 7.4
get started.

Tool 7.3 is an issue of Zools for
Schools, a newsletter of the National Staff Development
Council, that includes articles on how schools and dis-
tricts around the country have made time for profes-
sional development.

Tool 7.4 is another resource, Working Toward
Excellence, Spring 2001, a newsletter of the Alabama
Best Practices Center. This newsletter includes articles
about how schools across Alabama have created time for
professional learning.

A third resource, Tool 7.5, an article from the
Journal of Staff Development shows how schools and dis-
tricts built time into the daily schedule for teacher
learning. Tool 7.6 is a matrix to help readers summarize
how various schools and districts create time for profes-
sional learning, how much time they created, and

time for professional learning. Once
the recommendations are developed,
each is reviewed by the principal,
central office staff, teacher union
leaders, parent group leaders, community leaders, and
other key leaders to ensure that the recommendations
fall within regulations, contracts, etc. It is essential that
final recommendations presented to the staff and com-
munity for consideration meet most of the criteria the
task force established and comply with regulatory crite-
ria, or are permissible through variances. Tool 7.7 can
help a task force include the most essential information
in its recommendations to make time for professional

development.

Present recommendations for input

Once the recommendations have been reviewed,
they are presented to the school community at large.
The task force members take an active role in explain-
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Comparison of strategies
for making time for

TOOL 7.6
ToOL 7T

llab Forming a recommendation

professional learning e e e o e e

Tool 7.5 Tool 7.6

ing the recommendations. Task force members receive
feedback from staff and community members regarding
each recommendation. This feedback is captured and
taken back to the task force for consideration in the

refinement process.

Revise recommendations

The task force considers all the input received and
makes revisions to the recommendations. At this time,
some recommendations may be deleted, combined, sig-
nificantly revised, or moderately revised to reflect the
input received. The final recommendation(s) are pre-
pared for presentation to the entire school community.
The task force may want to archive all recommenda-
tions to revisit other options later. Depending on how
the task force was chartered, it may make a single rec-
ommendation to another body for approval, make the
decision, or present multiple recommendations for

approval by one or more persons.

Tool 7.7

Determine action

Using the appropriate process within the school or
district for making decisions such as this one, the final
recommendation(s) is (are) considered and accepted or
rejected. Depending on the outcome, the task force cre-
ates a plan of action to implement the decision.

Finding time is only part of the story. Once time is
made available for teacher collaborative learning, it is
necessary to help teachers make the best use of this
time. In some school districts across the country where
time was made available, school boards have rescinded
the time because it was not being used to improve
teaching and learning and no evidence was available
about its value. Chapters 6, 8, and 9 are designed to
help teachers determine the best use of their time for
collaborative professional learning.
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Time use flows from school culture

DISCUSSION QUESTIONS

What is the author’s key point about how time and school culture are

connected?

What evidence or arguments does Peterson provide to support his point?

What are your beliefs about the connection between time and school

culture?
How does the culture of our school influence how time is used here?
What evidence is available to demonstrate that connection?

What are some ways we might want to consider helping others in our school

and community understand how our school’s culture influences how we use

time?
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C TIME USE FLOWS FROM SCHOOL

By KENT D. PETERSON

HEN educators
think about
professional
development in
schools they
always worry about time. Where will it
come from? How much time will there
be? Will we have “enough” time? Will we

use our time well?

River of
values and
traditions
can nurture
or poison
staff

development

hours

Often, time for adult learning is viewed as a structural or

administrative issue: How will we get time? When will it be? How

much will we have? Who pays for it?

It’s true that time is a measurable, definable resource that

teachers, principals, and staff developers think about and use in
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concrete, systematic ways. But time is
also much more. As Schein (1992)
points out: “Time imposes a social order,
and how things are handled in time
conveys status and intention.

The pacing of events, the rhythms of
life, the sequence in which things are
done, and the duration of events all
become subject to symbolic interpreta-
tion” (pp. 114-115).

How educators think about time, and
how they use it, is woven into the cultures
of their schools. School leaders must
learn how to read a school’s culture, and
how to focus staff development on the
cultural issues that affect how people use
their time. Thus they can spend their time
building a culture that uses time well.

CULTURES THAT NURTURE,
CULTURES THAT WOUND

Culture is the underground stream of
norms, values, beliefs, traditions, and
rituals that builds up over time as people
work together. solve problems. and
confront challenges. This set of informal
expectations and values shapes how
people think, feel, and act in schools
(Deal and Peterson, 1998).

Educators have recently developed a
much deeper understanding of school
culture, and a deeper appreciation for its
importance in effective schools (Levine
and Lezotte, 1990). Culture plays a major
role in school restructuring (Newmann
and Associates, 1996) and school
improvement efforts (Fullan, 1998).
Culture influences the actions and the
spirit of school life. It shapes a school’s
motivation, commitment, effort, and
focus.

In some schools, the culture inspires
educators to learn and grow, to take risks,
and to work collegially. Teachers feel
supported when they want to assume

Kent Peterson is a professor of educational
administration at the University of
Wisconsin-Madison. He can be reached at
1025 W. Johnson St., Madison, W1 53706,
(608) 263-2720, fax (608) 265-3135, e-mail:
kpeterson@ mail.soemadison.wisc.edu.
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CULTURE ZONE:
GANADO PRIMARY SCHOOL
GANADO, ARIZONA

Ganado Primary School is a prime
example of a school that uses time
to build a culture that uses time well.
At Ganado, students succeed despite
few economic resources, and social
problems that teachers in a toxic
school culture would probably call
insurmountable: About half the fami-
lies in the school district, which serves
a Navajo community, have no running
water in their homes, and a third of
them have no electricity.

The principal and teachers care-
fully recruit and hire people willing to
spend time on continuous adult
learning. New staff members under-
stand from the outset that in this school
culture, they’ll be expected to spend
time on adult learning.

Some examples of how staff
members at Ganado spend their time:
@ On many Tuesdays, the principal
meets with teachers from one of the
school’s four major “units.” They talk
about curriculum, discuss what
teachers are doing in their classrooms,

perhaps share a planned activity.

® Ganado has developed an extensive
professional development library,
because external resources are all but
nonexistent locally, and teachers regu-
larly watch training videos, read
professional literature and talk with
colleagues about improving teaching.
The school makes sure teachers get the
time they need for these activities. The
principal or a substitute may cover a
teacher’s class, freeing up that teacher
for meetings with colleagues, for
example.

@ Four times a year the school hosts a
“Once Upon a Time Breakfast.”
Students, parents, and staff members
bring their favorite books to school and
share them over food.

@ Every year, the school conducts an
“early childhood academy” for class-
room aides, a full week of training on
important concepts and techniques.
For more information, contact principal
Sigmund Boloz

Ganado Primary School

P.O. Box 1757

Ganado, AZ 865035

Phone: (520) 755-1020

Fax: (520) 755-1085

leadership roles, reflect on practice and do
other work to improve their teaching.
These nurturing school cultures are more
likely to invest in professional de velop-
ment, to spend time learning new skills
and knowledge, and to enthusiastically
engage in their own learning.

Other schools, however, are mired in
beliefs about time that inhibit adult
learning and student achievement. Staff
members see staff development, or any
effort to improve teaching, as a “waste of
time,” to be avoided if possible.

Negative attitudes and beliefs can
spring from many sources: Perhaps staff
development activities were poorly
conceived in the past and didn’t address

National Staff Development Council
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teacher needs. Or the school has struggled
academically for a long time and staff
members have given up, telling each other
that “nobody could teach these kids.”
Someone who feels their students can’t
learn would see no point investing time in
improving teaching practice.

Some schools develop “toxic”
cultures, which actively discourage efforts
to improve teaching or student achieve-
ment. In these schools the spirit and focus
is fractured and often hostile, the value of
serving students is replaced by the goal of
serving self, a sense of helplessness and
despair predominates, and professional
growth is not a prized activity (Deal and
Peterson, 1998). Staff members resist
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CHAPTER 7

What to listen for

These statements indicate positive and negative views of time. Which of these do you hear at your school?

NEGATIVE:

“Staff development takes time that I don’t have.”

“We're doing too much already.”

“I don’t want to waste my time in that session!
It won’t help me at all.”

“I need to get this week’s plans done.

I don’t have time to think about next year.”

“This didn’t work when they tried it
in 19__, and it won’t work today.”

“You're wasting your time.

POSITIVE:
“We use a lot of time for our own learning, but it’s important.”
“We can do a couple more sessions on this technique this semester.”

“Let’s try this out. I think it might help me a lot in the classroom.”

“If we fit this workshop in, it will help us for next year.”

“It didn’t work the last time they tried it, but times have changed

and we can learn from their mistakes.”
“This is important to the school’s improvement

It won't help these kids learn.”

“I'm already changing my curriculum/instruction/
assessment/etc. | don’t want one more thing to do.”

efforts. Let’s put our time into it.”

assessment | want to try.”

“This work will support the new curriculum/instruction/

reform, publicly ridiculing those who
want to try new things. A toxic culture
can destroy motivation, dampen commit-
ment, depress effort, and change the focus
of the school. It can decrease learning,
frustrate growth, stymie risk taking, and
foster radical individualism rather than
collegiality.

SHAPING SCHOOL CULTURE

To shape a more nurturing culture, a
school’s principal, staff developers, and
teacher leaders need to examine their
school with an eye for time issues.
Suggested steps include:

Read the school’s culture. Leaders
need to first understand the deeper norms,
values, and beliefs of the school. Compile
a history: Information sources could
include present and former staff members,
other district personnel, yearbooks, news-
paper clippings, parents, and community
leaders. Seek out the informal networks
that touch the school. Look at how the
school’s values have developed over time.
Examine the symbols and stories that
permeate the culture. Listen to how
people talk about time they spend in the

FOR FURTHER READING

@ The leadership paradox:
Balancing logic and artistry in
schools by Terrence Deal and Kent
Peterson. San Francisco: Jossey-
Bass, 1994.

@ “Student learning grows in
professional cultures,” by Joan
Richardson. Tools for Schools,
August/September, 1998. Oxford,
OH: National Staff Development
Council.

school. Look for rituals of time use.
Assess views of time. Does the
school’s culture include ideas about time
that support adult learning? For example,
do teachers want to spend time conferring
with colleagues and improving their
teaching? Do they feel that time spent on
staff development is worthwhile? What
common conceptions about time do staff
members share? Are there specific atti-
tudes about time that need to be changed

National Staff Development Council
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before teaching can improve?

Reinforce the positive. Through
symbolic actions and model behaviors,
leaders need to support positive and ener-
gizing views of the time spent learning
and growing. Some examples:

@ Look for teachers or activities in the
school that make good use of time and
single them out for public praise.

@ Make a point of being a model by
using time to do important work: If the
principal makes regular time for conversa-
tions with teachers about curriculum, for
example, that sends a powerful message
that curriculum development is important.
@ Provide positive examples. Make
contact with other schools that succeed
academically despite similar challenges,
so teachers can see for themselves that it
can be done.

@ Sclect staff members who share posi-
tive values of time, who will be assets to a
nurturing school culture.

At the same time, the school must
address any negative, pessimistic views of
time in the culture. Be candid and forth-
right: Toxic cultures are so unpleasant that

JSD Spring 1999
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Beliefs about time

Norms, values, and beliefs about time differ across schools.
Some important concepts to consider when examing your
school’s culture:

@ Amount of time: How much time is a lot of time? In some
schools, two days of inservice is considered too much, while in other
schools this is seen as a bare minimum for learning new ideas.

@ Time as investment: Is professional learning viewed as a waste of
time or an important investment in students?

@ Rate or speed of change over time (Schein, 1992): How fast
should new ideas and techniques be incorporated into the school?
Should the school focus on one reform approach during the next three
or four years, or should the school try to adopt two or more approaches
at once?

@ Time on/time off: When can staff members relax. disengage, or
rest? In some school cultures, professional development sessions are
time for a respite or breather, a time to doze — perhaps not physically,
but psychologically. In other schools, staff development time is a period
of heightened attention, energy, and focus.

® Sequence of events over time (Schein, 1992): What should be done
first, second, or never? In some schools, everything but professional
learning occurs first. Workshops, faculty study groups, discussions of
practice, etc.. take last place to other activities.

® Ownership of time: Whose time is this? In some schools, the culture
decrees that time is the sole property of individual teachers. In other
schools, time is understood as shared for the good of the whole organi-
zation.

no one wants to admit being in one. This analysis of research and practice. Madison,
reluctance can stall serious discussion of WI: National Center for Effective Schools
. Research and Development.
how negative values can be turned around.
REFERENCES Lortie, D. C. (1975). Schoolteacher.

Deal, T. E. and Peterson, K. D. (1998). Chicago: University of Chicago Press.
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Shaping school culture: The heart of
leadership. San Francisco: Jossey-Bass.
Fullan, M. (1998). Leadership for the 21st
century: Breaking the bonds of dependency.
Educational Leadership, 55(7), 6-10.
Levine, D. U. and Lezotte, L. W. (1990).
Unusually effective schools: A review and

Newmann, F.M. and Associates (1996).
Authentic achievement: Restructuring schools
Sfor intellectual quality. San Francisco:
Jossey-Bass.

Schein, E. H. (1992). Organizational culture
and leadership. (2nd ed.) San Francisco:
Jossey-Bass.
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Analysis of current time usage
with time use log

1. How much time in minutes do staff members have for planning?

2. How much time in minutes are staff members expected to attend staff meet-
ings per week/month?

3. How many professional development days are planned into the current
school year? When do those days occur? Add the number of minutes avail-
able in professional development days. Remember to subtract lunchtime.

4. For one week, log how planning time is used using the Time Use Log on the
next page.

5. Asa team, graph how all members of the team or schoolwide used time col-
lectively by adding the total amount of time used in each category across all
members’ logs.

6. Identify how much of the available time was spent in school-based team
learning.

7. Complete the Time Use Log on the next page. Identify how much of the
total available time was invested in work related to the areas in the first col-
umn.

8. Use the graph and personal perceptions to consider the impact of various
ways time is used by considering these questions:

a.  What is the difference between the amounts of time spent in individual
work versus time spent in collaborative work?

b.  What kind of time usage is the most satisfying to you?

¢ What kind of time usage is the least satisfying to you?

d.  What type of time usage has the greatest impact on achievement of
your students?

e.  What kind of time usage has the greatest impact on your practice
as a teacher?

9. Identify the norms/agreements/expectations about time in the school.

10. Consider how to increase the kind of time usage that is most satisfying to

you and that has the greatest impact on achievement of your students.
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Time use log

Use the log to identify how non-instructional time is spent on various tasks and indicate if that time is spent
alone or in collaboration with one or more colleagues.

A = alone C = collaboration with one or more colleagues
MONDAY TUESDAY WEDNESDAY | THURSDAY FRIDAY
AREAS # |A/C| # |A/C| # |A/C| # | A/C| # | A/C | Totdl
min. min. min. min. min. min.

Management/clerical (attendance,
non-academic reports, business
transaction, copying, getting
supplies, etc.)

Assessment (analyzing student work,
grading student work, designing
assessments, etc.)

School-focused work (committee
work, etc.)

District-focused work (committee
work, etc.)

Non-school related (personal phone
calls, errands, etc.)

Other

Other

Other

Total daily time

Total alone

Total collaborative
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Think outside the clock

Create time for professional learning
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publication
supporting student
and staff learning
through school

im provement

eachers at Addison Elementary
School in Marietta, Ga., work in a
school district that provides substan-
tial opportunities for staff develop-
ment. But Addison teachers wanted
more: They wanted to work together in study
groups every week, an activity not covered by
the district staff development plan. Because
they were saddled with the traditional school
schedule, the study groups would have to meet
after school unless teachers had another plan.
Principal Carolyn Jurick and the Addison
staff approached the school’s PTA about sup-
porting cultural arts activities that would in-
volve students but not teachers for one hour
every other week. That worked fine for awhile
but parents soon tired of the substantial com-
mitmentrequired in that effort and Jurick moved
ontoPlanB.
InPlan B, Jurick hired subs to cover class-
rooms for an entire day every other week. The
subs worked all day but rotated from classroom
to classroom. A study group of six to eight
teachers could meet for one hour while subs
covered their classrooms.
“At first, teachers thought that was a god-

send. But that wore thin after awhile. Even
though they were out of their classrooms, they
still had to plan for the subs, and they still had
to worry about covering lunch,” Jurick said.

On to Plan C. In Plan C, Jurick and her staff
concocted a plan to have students begin school
10 minutes earlier than other elementary schools
and end 10 minutes later — in exchange for re-
leasing students from school at 1:30 p.m. every
Wednesday. Teachers would continue to work
until at least 3 p.m. and use that time to meet in
their study groups.

Four years later, this plan is still working.

“It costs us nothing, and we love it. But we
couldn’t have done this if we hadn’t been able
to show that the other ways wouldn’t work,”
Jurick said.

The Addison staff’s experience in trying to
find time for professional leaming offers sev-
eral significant lessons about the conundrum
facing virtually all schools that struggle with this
issue:

m  Teachers must be flexible and evencreative

in how they think about their schedules.

m  Teachers must be willing to make trade-offs
Continued on Page 2

Reprinted with permission of the National Staff Development Council, 2006. All rights reserved.
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Think outside the clock

Continued from Page One

in order to gain what they really want.

m  Teachers must be clear about the con-
nection between their own learning and
improvements in student learning.

m  Teachers must come prepared with
Plan B in case Plan A doesn’t work.

Although educators are increasingly
realizing the value of having teachers work
together every day and every week, schools
are still burdened with outdated ideas about
teachers’ and principals’ work day and
work year. And shaking up that status quo
impacts not only teachers but families that
have come to expect schools to operate at
certain times and in certain ways.

NSDC is clear inits beliefs about this:
25% of an educator’s work time should
be devoted to professional learning and
collaboration with colleagues. But a sur-
vey of members in 2000 revealed that no
districts had yet reached that level of com-
mitment. Excluding daily planning time,
81% of the respondents to that survey said
less than 5% of a teacher’s work week was
devoted to professional learning.

Even preparation time for teachers is
limited, according to Stanford University
professor Linda Darling-Hammond. She
estimates that most U.S. elementary teach-
ers have three or fewer hours for prepara-
tion each week (only 8.3 minutes for ev-
ery hour in the classroom) and that sec-
ondary teachers generally have five prep
periods per week (13 minutes per hour of
classroom instruction  (Darling-
Hammond, JSD Spring 1999, p. 33).

Acknowledging the difficulty of the
task, NSDC Executive Director Dennis

Sparks recommends that schools begin by
identifying three to four hours a week —
or about 10% of a teacher’s work time
for learning and working with peers on
improving instruction. “Then schoeols can
begin to experiment with ways to extend
that time over the next two or three years
to 25% of teachers’ work time,” he said.

James Madison University professor
Michael Rettig, who consults with numer-
ous school districts on scheduling issues,
said no district has ever invited him in
specifically to find more time for staff
development. Typically, districts contact
him because they want to find larger
blocks of instructional time. If that cre-
ates opportunities for staff development,
it’s a great side benefit, bul not the pri-
mary foeus, he said.

But Rettig said the challenge of find-
ing more time for professional learning is
the same as finding larger blocks of in-
structional time. “The problem is that
they're not willing to trade away some-
thing in order to get that,” Rettig said.

In elementary schools, for example,
he said finding common planning time for
all teachers in a grade-level is relatively
simple. “l can easily create a schedule that
would achieve that. Butit would mean that
teachers might have to lose their individual
planning periods on certain days. That’s a
trade-off that many teachers don’t want
to make,” he said.

When schools do find a schedule they
believe will work for them, Rettig urges
them to pilot the new plan for a year and,
if possible to pilot several different ideas
in the same district before committing.

“Once the time is there, teachers need guidance and

preparation for how to use it. If it just becomes time for them

to sit by themselves and grade papers, then an opportunity

for leamning has been lost,” says Mikii Bendotti, executive

director of the Arizona Teacher Advancement Program.
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Mikii Bendotti, who has worked with
several Arizona schools to find more pro-
fessional learning time, cautions that free-
ing teachers to work together is insufficient.
“Once the time is there, teachers need guid-
ance and preparation for how to use it. If it
just becomes time for them to sit by them-
selves and grade papers, then an opportu-
nity for learning has been lost,” said
Bendotti, executive director of the Arizona
Teacher Advancement Program, which is
funded by the Milken Foundation.

Teachers need preparation in how torun
a meeting, how to set norms for those meet-
ings, how to lead decision making and more.
In other words, teachers need staff develop-
ment in order to prepare for staff develop-
ment. “That's especially the case when
teachers have only experienced a sit-and-
get model of staff development,” she said.

Bendotti has also learned that it's bet-
ter to make sacrifices to carve out larger
chunks of time that occur less frequently
than to have short but more frequent meet-
ings. For example, arranging to have
teachers meet for 30 minutes every day is
probably less effective than meeting for
45 minutes three times a week.

Like many districts, the Hoover City
Schools in suburban Birmingham, Ala., is
still searching for the answer fo its time
puzzle. “We're still struggling to find that
perfect model, that perfect solution. But
it's notthere. You have to think creatively.
How do you develop your teachers and
safeguard the instructional time for your
children? That's the rub,” said Deborah
Camp, curriculum instruction technology
specialist for has been part of discussions
where teachers and administrators have
been grappling with this issue.

“Here’s my dream: Have all teachers
work on a 12-month calendar, compen-
sate teachers for that time, and build staff
development days right into their work
year. If we lengthened the school day for
teachers and increased the number of days
that teachers work, your time issue would
disappear. Doing it any other way, it’s al-
ways going to be a struggle,” Camp said.
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How To Find Time

Sehools and districts that have carved out more time for professional learning have
typically relied on one of the following strategies. Most of these strategies were
inttially identified in “The time dilemma in school restructuring,” by Gary Watis and
Shari Castle, Phi Delia Kappan 75 (1), December 1993.

Bank time

Lengthen the regular school day. “Save” the extra minutes to create larger blocks of time
when teachers can plan or learn together.

Create regularly scheduled early dismissal/late start days.

Buy time
= Hire more teachers, clerks, and support staff to create smaller classes and/or expand or add
planning or learning times for teachers.
= Hire substitute teachers to fill-in for regular classroom teachers to enable those teachers to
plan or learn together.

Add an extra teaching position in the school for a rotating substitute teacher who would
regularly fill in for teachers in order to free them [or planning or learning time.

Create a substitute bank of “staff development substitute teachers” which regular classroom
teachers can tap in order to participate in various forms of professional learning.

Common time

Use common planning time to enahle teachers working with the same students, the same
grade level, or the same subject to share information, collaborate on projects, or learn more about
their shared interest.
»  Organize “specials” into blocks of time to create common time for teachers with similar
interests.

Link planning periods to other non-instructional times, such as lunch periods, giving teach-
ers the option to use their personal time for shared learning time.

Free teachers from instructional time
»  Enlist administrators to teach classes.
= Authorize teaching assistants and/or college interns to teach classes at regular intervals, al-
ways under the direction of a teacher.

Team teachers so one teaches while the other plans or learns independently.

Plan day-long, off-site field experiences for students in order to create a large block of time
when teachers can learn.

Add professional days to the school year

Create multi-day summer learning institutes for teachers in order to ensure that they receive
the necessary depth in areas of strategic importance for the district.

Create a mid-year break for students and use those days for teacher learning.

Use existing time more effectively

= Provide professional learning time during staff meetings. (For ideas on better ways to use
staff meetings, see the Oct./Nov. 1999 Tools for Schools.)

= Spread time from multi-school planning days across the calendar to provide more frequent,
shorter school-based learning opportunities.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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HOW MUCH TIME
DO TEACHERS NEED?

In a survey of 178
principals in urban high
schools undertaking major
change efforts, lack of
time, energy, and money
were identified as the key
implementation problems.
On average, teachers
devoted 70 days of time
to implementing a project,
while “the more success-
ful schools used 50 days a
year of external assistance
for training, coaching, and

capacity building.”

Source: “Using time well:
Schedules in Essential
schools,” by Kathleen
Cushman, Horace 12 (2),
Nov. 1995.
www.essentialschools.org/
cs/resources/view/

ces res/|5.
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Schools That Have Found Time

To those who say it can’t be done, the answer 1s il has already been done. "These are just a few examples of

schools and districts that have found ways to provide regular time within the workday for professional learning.

Ridge Meadows Elementary School, Ellisville, Mo.
Early-release days to focus on improving
writing

One day each month, the Rockwood School District re-
leases students in elementary, middle, and high schools in the
same quadrants of the district. That allows the entire staff of a
school to have an afternoon to work together on a topic of its
choosing.

Three times a year, the Ridge Meadows staff uses these
early dismissal days to score student writing. All students in
grades 1-5 write in response to the same non-fiction prompt.
Grade-level teachers design a rubric to score the prompt. Tables
are set up in the school gym by grade-level and teachers work
together to score the writing samples. When the scoring is
ended, teachers then reflect upon what they've learned and
how they will change their instruction to improve student writ-
ing.

Brandon High School, Ortonville, Mich.
Late starts provide consistent learning
time for teachers

Every Wednesday morning at Brandon High School is de-
voted to professional development and teacher collaboration.
Teachers begin work at 7:30 a.m. but students don’t begin
classes until 11 a.an. The high school has a traditional six-pe-
riod day.

A steering commiltee composed of staff who volunteer
for the assignment design the learning for each Wednesday.
That time could be devoted to learning more about technol-
ogy, interpreting student test data, designing the state-mandated
career pathways for students, or doing leadership development
activities. Departmental staff frequently use this time to learn
more about changes in curriculum or assessments.

Although students are allowed to arrive late, many clubs
meel during this tme and students have access lo compuler
labs and the school library.
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Ball High School, Galveston, Texas
Run staff development sessions inside
prep periods

An alternating 90-minute block schedule provides teach-
ers with a 90-minute conference or prep period each day. Twice
a month, Galveston Ball runs two 45-minute staff develop-
ment sessions inside each of those conference periods.

The staff development offered during this time is manda-
tory and interdisciplinary and taught eight times in order to
reach the entire staff of 170 teachers.

The school has used this time to teach staff how to write
benchmark testing and how to electronically access data on
the same testing. Recently, for example, the school did a lengthy
workshop of a new writing method. Follow-up meetings oc-
curred during these conference periods afler teachers had imple-
mented the new method with students and could talk about the
challenges they faced when doing that. Curriculum specialists
from the district also have used this time to meet with lan-
guage arts and math teachers to explore issues.

Teachers can use their regular conference period to meel
with colleagues, although entire departments do not share the
same conference period.

Madison Park School, Phoenix, Ariz.
Permanent subs on staff relieve teachers
for collaborative time

Two fulltime substitute teachers provide released time for
teachers for professional development during the workday.
Teachers sign up for one of the substitute teachers in order to
do professional learning on their own, to work with another
teacher, or to work with one of the building’s master teachers.
(Master teachers have only half-day classroom responsibili-
ties and devote the remainder of their time to on-site profes-
sional development.) Teachers are allowed to use such released
time two to three times each month.

In addition, teachers in this grade 3-8 school agreed to
exchange two prep periods a week in order to gain a block of
time for collaboration with their grade-level colleagues.

122



Tool 7.3  Think outside the clock

Tools For Schools

CHAPTER 7

August/September 2002

Schools That Have Found Time

Spring Woods High School, Houston, Texas
Create staff rally days

Texas” football traditions inspired Spring Woods High
School to find a way to adapt the well-identified pep rally sched-
ule for professional time for teachers.

Between 15 and 20 times a year, Spring Woods uses the
same bell schedule that governs a pep rally day and creates a
“staff rally” day when students are dismissed 30 minutes early
to allow teachers time to meet together until their normal work
day ends. The facully of 125 is broken into about a dozen in-
terdisciplinary groups. A member of the Schoolwide Leader-
ship Cadre guides each group and plans how the time will be
used. For example, twice a year the cadre selects books that
the staff will read and discuss during these meetings.

Spring Woods operates on a four-period block schedule
in which teachers teach three periods a day and have one in-
struction-free conference or prep period. Onee a month, that
conference period becomes a staff development period. Teach-
ers are required to use half of those conference periods to at-
tend a mandatory discussion or workshop that may focus on
topics ranging [rom a new reading initiative to improving their
understanding of the state’s standardized testing program.

International High School, Long Island, N.Y.
Organize teachers into interdisciplinary
teams

The school’s 29 teachers and 450 students are organized into
six interdisciplinary teams. Teachers have 70 minutes of daily plan-
ning time and a half day each week for staff-planned professional
development. This amounts to nearly nine hours of shared time
each week. The team also has the discretion to decide how to use
500 hours of professional learning time each year.

Team members observe and coach each other; share best
practices; develop, evaluate, and revise curricula; and jointly
devise interventions for students who need extra support.

Each staff member also leads a small advisory group that
meets weekly to discuss issues related to students’ personal,
academic, and social growth.

Addison Elementary School, Marietta, Ga.
Weekly meeting time for study groups

Students begin school 10 minutes earlier and end 10 min-
utes later than other elementary schools in the Cobb County
School District. But, on Wednesday afternoons, students leave
schools at 1:30 p.m. and teachers assemble in their study groups.
Teachers are required to work until 3 p.m., but most of them
meet in study groups until about 4 p.m. each Wednesday.

Using district-allocated staff development dollars, teach-
ers are still able to hire subs to enable them to attend meetings
and visit other schools for observations. They also participate
in district-sponsored stafl development activities,

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Montgomery County, Md. HOW MUCH TIME
Knowledgeable substitutes in the classroom DO TEACHERS NEED?

Bach of the 193 schools in Montgomery County, Md. has a fulltime staff development teacher ~ The staff of the Effective
whose role is to provide instructional support for teachers in that building. In the elementary Schools Network reports
schools, this teacher may be involved in team teaching, presenting model lessons, relieving teach-  that it takes 10 to 20
ers so they can observe other teachers teach, or helping teachers locate needed resource materials.
In the secondary schools, the staff development teacher may work with entire departments as a
resource teacher or relieve the department chairs to do related work.

In addition, each Montgomery County school has an allocation for a staff development sub-
stitute teacher. This teacher, who earns a higher rate of pay than a traditional substitute, is only
available to relieve teachers for professional growth. The staff development teacher schedules  Source: “Using time well:
this substitute teacher’s time based on requests from classroom teachers. For example, a teacher Schedules in Essential
might request relief by the staff development substitute in order to spend an afternoon on an
action research project or to observe another classroom. Teachers who call in sick or take per-

teacher days to develop
and implement improve-

ment plans.

schools,” by Kathleen
Cushman, Horace 12 (2),
MNov. 1995.
www.essentialschools.org/
csfresources/view/

sonal days are replaced by substitutes drawn from the districtwide substitute pool.

lowa City, lowa

Early-release days for all schools
ces res/|5.
For 25 years, students at all Towa City public schools have been released from school an hour
early every Thursday in order to provide time for professional development. Elementary school To learn a “moderately
students end their day at 2 p.m. and secondary students at 2:20 p.m. Teachers work until 4 p.m. difficult teaching strategy
Half of those Thursday are designated for building-level staff development; the other half for could require that
districtwide stafl’ development. The school and district improvement plans guide most of the
professional learning. For example, grade-level teachers might meet on the building-level days to
work on common issues. On the district days, teachers from across all schools might meet by
subjects or grade-levels or the district may provide its own workshop on a topic (such as using

teachers receive 20 to 30
hours of instruction in its

theory, |5 to 20 class-

data to design instruction) that would be valuable for all teachers. room demonstrations,
In addition, lowa City uses outside grant money to buy substitute teacher time to enable and 10 to |5 coaching
groups of teachers to work together or attend conferences. sessions before mastering
the technique and
Jefferson County, Ky. incorporating it into
Learning time for principals routine classroom
practice.”

Teachers aren’t the only school employees who need time for professional learning. In Jefferson
County, Ky., middle school principals meet for three days each summer with teacher leaders from
their schools to focus on standards for key academic areas. Together, they examine data on stu-
dent learning and develop school improvement plans. During the school year, the principals have
monthly staff development days of their own. For half of those days, the principals focus on
specific learning within a content area, such as learning more about writing standards. During the ~ CA: RAND, 1992).

Source: Time for reform,
by Susanna Purnell and
Paul Hill (Santa Monica,

other half of those days, the principals break into special interest cohorts, such as integrating
technology into instruction, developing leadership skills, or learning more about “knowledge
work.”
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Time for professional learning

Resources to help you learn more about it

“Finding Time for Collaboration”
Mary Anne Raywid, Educational Leadership, 51(1),
September 1993.

Offers 10 strategies schools are us-
ing to create time. Order from ASCD,
(800) 933-2723.

“Making Time for Teacher
Professional Development'’

Ismat Abdal-Hagqq, ERIC Clearinghouse, October
1996,

Answers seven frequently asked
questions regarding creating time for pro-
fessional development. Order Digest # 95-
4 from ERIC, (202) 293-2450 or order
online at www ericsp.org/pages/digests/
making _time_teacher_pro_dev_95-

4 .html. Price: §4.

Prisoners of Time

Mational Commission on Time and Learning.
Woashington, DC: Authar, 1994,

Key national report on time in
schools. Order from the U.S. Government
Printing Office, Supt. of Documents, Mail
Stop, SSOP, Washington DC, 20402-
9328; (202) 783-3238; Stock No. 065-
000-00640-5. Price: $5.50.

“Scheduling Time to
Maximize Staff
Development
Opportunities”

Brenda Tanner, Robert Canady,
and Michael Rettig, fournal of
Staff Development. 16(4), Fal
1995,

Provides examples of
how high schools can
structure time to improve
instruction and profes-
sional learning. Available online at
www nsdc.org/libraryfjsd/ftanner1 64.html.

“Smart Use of Time and Money”
Joan Richardson, Journal of Stoff Development,
18(1), Winter 1997.

Explores the issue of resources for
professional leaming. Available online at
www.nsdc.org/library/jsd/richard-
sonl81 html.

Teachers Take Charge of Their
Learning: Transforming Professional
Development for Student Success
National Foundation for Innovation in Education

(now the NEA Foundation for Innovation in
Education). Washington, DC: Author, 1996,

Addresses rationale for teacher devel-
opment work and the relationship between
teacher learning and student learning . Or-
der from NFIE Publications, P.O. Box
509, West Haven, CT, 06516. Price: §15.

“The Time Dilemma in School

Restructuring”
Gary D. Watts and Shari Castle, Phi Defto Koppon,
75(1), December 1993,

Identifies five primary ways that in-
novative schools “found” time for profes-
sional learning. Order from PDK, (812)
339-1156.

Time for Reform
Susanna Purnell and Paul Hill. 5anta Monica, CA:
RAND, 1992,

Identifies six strategies schools use to
provide time for reform. Order online at
www.rand.org/education/pubs/
reform.priorhtml. Price: §7.

“Time: Squeeze, Carve,
Apply, Target, Use,
Arrange, for Adult
Learning”

Journa! of Stoff Development,
20(2), Spring 1999,

The entire issue of the
Spring 1999 JSD is de-
voted to exploring varous
issues related to use of
time in schools. Order
from NSDC Business Of-
fice, (800) 727-7288 or through NSDC
Online Bookstore, www.nsdc.org/

bookstore htm.

NSDC Online Library

See www.nsdc.org/library/time html
for an extensive listing of articles, reports,
and other web sites with information
about time for professional leaming.
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A NEWSLETTER OF
THE ALABAMA
BEST PRACTICES CENTER

SPRING 2001

The stories in this issue of Working

Toward Excellence explore two critical

needs that all schools share:

» Time enough for teachers to work
effectively with students; and

» Time enough for teachers to work
together “student-free” as they plan
instruction, improve curriculum,
and sharpen their own teaching.

Because WTE focuses on
promising educational practices, most
of the news here is good. Readers will
find encouraging examples of schools
and districts where resourceful edu-
cators are “making time.” Some have
strong financial support; others
scramble to make ends meet. But
they have this in common: they are
creative thinkers who put the needs
of their students and teachers first.
They find the time.

But they are not the norm. In
the majority of Alabama schools,
and in many schools across the nation,
students, parents, teachers, adminis-
trators and staff continue to be
“captives of the clock and calendar.”
We begin with two brief tales.

The 50-minute dash

In an Alabama middle school

FINDING

TIME

VOLUME 1 ~

NUMBER 3

Time Enough For Teaching
And Learning

not far from Birmingham, a class of
seventh grade language arts students
are deep into Maniac McGee, the 1991
Newbery Award-winning story about
a very excitable orphan boy who
confronts racism in a small town.

Author Jerry Spinelli has
described his seriocomic folk story as
“the history of a kid.” Picking up on
that theme, the teacher in this well-
run classroom has asked her students
to write short essays recollecting
something important in their own
brief personal histories.

Glancing at the sweeping hands
of the large clock mounted over the
wipeboard, the teacher — let’s call
her Ms. Tempus — begins the class
by having students read from their
essays. After a few students volunteer
to read aloud she cuts her eyes to the
clock again. Other students are waving
their hands, also anxious to share
their personal stories. But Ms. Tempus
must move on. Time’s a-wasting.

Next, Ms. Tempus divides her
students into four groups. “Read
chapters 16 through 18,” she instructs,
“and look for questions that you can
bring back to our literary discussion.”
She passes out each student’s “writer’s

notebook” as the kids bunch up in small groups on the carpeted
floor. Some set up beach chairs; others grab soft pillows and
plop down.

Ms. Tempus moves from group to group, modeling the
How

7«

“text analysis” process. “Why is the word ‘is” in italics?
is Maniac feeling?” “Have you ever been in a group of people
where you know you are not wanted?” After 15 minutes,
perhaps two-thirds of the students have completed the “read-
aloud.” But once again, it’s time to pick up the pace.

The class gathers to discuss the unfolding story. Ms.
Tempus allots 10 minutes for an exchange of ideas — barely
enough time to rev up the mental engines of her adolescent
audience. She checks the classroom clock and grimaces. The
50-minute instructional period is almost over.

“For the next seven minutes,” she says, “pretend that you
are Maniac writing in your diary or on scratch paper to get your
feelings out. I want to see what you've written before you leave
class today. That’s your ticket out of here.”

The students jump to the writing task. A few pencil-
draggers receive the teacher’s personal attention. The first student
to finish reads her entry aloud, as others scribble rapidly. The
bell rings. Few students have completed the task. Ms. Tempus
shouts over the scraping desk and exit chatter: “The first thing
we'll do tomorrow is finish your writing and read these entries.
So be ready!” As the kids file out, another group is already queu-
ing up at the door. Ms. Tempus rushes about the room, trying
to reorganize. A few ticks later, the 50-minute dash begins again.

AT ANOTHER MIDDLE SCHOOL, a few dozen miles away in

a neighboring school district, teachers gather for a 30-minute,

twice-weekly group planning period. During this time, the team
Continued on page 6.

Teachers have time to learn
atHomewood MS . ....................... page 2 | W. Blocton teachers “make” time ..........| page 9
EXTRA! Elementary has daily group planning! .. .page 4 | Auburn High tackles blocking .............. page 10
TC's low-cost idea: teacher study groups ... ... page 8 | Anne Jolly dreams of time ................ page11
Reprinted with permission of the Alabama Best Practices Center. All rights reserved.
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Time enough for teaching and learning

CHAPTER 7

Homewood Middle’s Daily Schedule
Creates Time to Improve Teaching
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CINDY CASON DESPISES school bells.
In fact, she says they drive her crazy.

A strange aversion, you might
think, for one whose profession
places her in the principal’s office of
Homewood Middle School, a school
of 740 students serving a predomi-
nantly upper middle class suburb of
Birmingham. But Dr. Cason insists
that teaching and learning can be
most effective when you take away
the bells and muftle the ticking clocks.

At Homewood Middle, a four-
block schedule allows teams of
teachers to work with three classes
for ninety minutes each day —a
generous portion of instructional
time that requires new teaching
strategies. The fourth daily block is
“student free” and provides teachers
with time to develop new techniques,
learn about technology integration,
look at student work, and meet with
parents. The block schedule gives
HMS teachers the opportunity to
teach differently — and the time it
takes to learn how to do that.

“Our middle school has made
a huge effort to really protect
instructional time,” says seventh
grade social studies teacher Amelia
Gamble. “And part of that protecting
instructional time has given us the
benefit of having common planning
time — time off with all of the other
same-grade teachers.”

Each grade level is composed
of several four-teacher teams who
are responsible for teaching core
groups of students. Math and lan-

guage arts teachers work with the
same core group on a daily basis,
while science and social studies
teachers alternate, teaching 9-week
courses to two different core groups.
Schedules are arranged so that all
same-grade teachers have a common
planning block each day.

Extensive research and plan-
ning led HMS administrators to
begin the four-block schedule with
sixth grade teachers five years ago.
One grade at a time eased into the
new schedule from a traditional
seven-period day. This year, eighth
grade teachers made the leap.

More time for student learning

Five years ago, the Homewood
school system began its effort to
provide all teachers with more
embedded professional development
time while protecting (and in some
cases, increasing) instructional time
for students. Homewood assistant
superintendent Dr. Betty Winches
points to the middle school’s progress
as evidence that the investment of
time and money have paid off.

“The relationship between time
on task and test scores bowled us
over,” says Winches. “We knew there
was a relationship there, and expected
to see some gains in language and
math, but we did not expect them to
be so rapid and pronounced.

“These were the same teachers,
the same kids, and the same build-
ings,” notes Winches, who was a
member of the HMS staff when the

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

changes began. “We just extended
time and provided staff development
to create a more project-based
atmosphere, and we saw phenomenal
gains. Some classes jumped six to ten
percentile points in one year.”

A side effect of the block
schedule has been a dramatic
decrease in discipline referrals, since
students are spending less time in
the hallways and more time on task
in classrooms.

Escaping the clock

In a traditional 50-minute
class, Cason says, teachers and
students live by the clock. “They’re
getting information, they’re looking
at homework from the night before,
you're letting them practice for about
ten minutes, and you're sending
them out the door”

Educators at Homewood
Middle supported the shift to block
scheduling “because we know that
kids need time to problem solve.
Now they have the opportunity to
get down in the middle of the floor,
and solve the problems on their own
with the teacher there.”

If a creative project takes longer
than expected, teachers can manipu-
late the schedule to provide even more
time. “It’s more of a flexible block
schedule than it is a true block sched-
ule because teacher teams can move
their kids and change their schedule
during the day. The only thing I tell
them they have to do is get to lunch
on time, and PE,” Cason explains.

Working Toward Excellence
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The longer periods brought
about changes in teaching as well.
“You just can’t do the traditional
method of teaching in a ninety-
minute block, especially with thirteen
year olds,” Cason notes, Teachers
have gravitated toward constructivist
methods that engage kids in learning
through hands-on activities, problem
solving, and cooperative learning.

Cason expected math teachers
to have the most difficulty in adapt-
ing to the block — but she was wrong.
She relates the experience of a veteran
math teacher with nearly 30 years of
experience. “She says that this is the
best thing that's ever happened to
her classroom...She sees them work-
ing and she knows where it is that
they're having a problem, so she can
address it with them.”

What teachers say

Eighth grade math teacher
Stephanie Fuhrman is halfway
through her first year of the block
schedule. “It is so much more work
because there is no way to have direct
instruction for ninety minutes — so
I am having to create, research, and
find applications that I would not
have had time for last year — find-
ing innovative ways to engage them.”

Yet Fuhrman enjoys the
hard-won evolution of her teaching
practice and sees the impact on her
students. “T give them real world
problems. They have to work together
and contribute to the group. I've
never had time to do that before, and
that’s been just great!”

Amelia Gamble has taught at
Homewood Middle for six years.
“When we went to the block schedule,
there was a huge need for a change
in how we'd been doing things.
When I had to teach in fifty minutes,
I felt like I had to hand out informa-
tion. But now, I want students to
struggle a little bit. What's the prob-
lem here? What's our essential learn-
ing? And let them kind of struggle
along, learning through the process.”

5_prr'nj 20017

Gamble's social studies |
students do more writing |

“INVESTING IN TEACHER TIME
PAYS OFF IN PERFORMANCE,” SAYS

HOMEWOOD SUPERINTENDENT

and reading — and more
thinking — in the classroom
now. “It used to be that we didn’t
have time to say, “Let’s look at this
section together,” or “let’s pull out
the main points together. That’s

When Homewood City Schoals first sought

~ tocreate more time for teacher learning

) during the day, they weren't sure how

" to describe their efforts. “Then the

| National Staff Development Council

y I.' released a publication that mentioned

/ | embedded professional development,”

J ,’H recalls superintendent Dr. Jodi Newton.

7/ "And we said, “Look at that — we have a
¥ name for it now!"™

something they had to do at y
home. And when they 4
took their textbooks

home, they were scan-

W

ning over those quiz
words and that was it” y

Gamble also says that strug- V' [
gling readers gain from the extra
attention they receive in longer class-
es. “I have some low readers, and
that big block of time is really bene-
ficial for them. If they didn’t get it
on their own, there’s that opportuni-
ty to sit down and work with that
kid. And they can’t hide. They can’t
just sit at their desk and “get by’ for
ninety-five minutes.”

Every teacher in the Homewood system has at least thirty
minutes of personal planning time per day, along with at
least two additional 40-minute planning periods per week.
Most have more. (See the stories on pages 2 and 4 for
information about middle and elementary schools. High
school teachers have two planning periods during each
seven-period day.)

To provide extra time for embedded staff development
without reducing students’ instructional time or inflating
class sizes, Homewood's leaders made a substantial
investment in additional teacher units. Newton and assis-
tant superintendent Dr. Betty Winches say the investment

3 : pays off in performance.
More time for teacher learning

What's a surefire recipe for
disaster? Tell teachers that the whole
school is going to the block schedule
next year, and then ignore the need
for professional development to
support the change.

Luckily, Homewood didn’t
have to learn the hard way. An intense
year of planning and staff develop-
ment preceded the sixth grade teach-
ers’ initiation — and then-assistant
principal Winches made sure that
teachers “bought in” to the block
idea before committing them to it.

Homewood Middle teachers
continue to sharpen their teaching
skills during the daily 90-minute
planning block. Half of this time can
be used for individual planning,
reflection, and research. The other
half is spent with colleagues, and a
schoolwide schedule determines the
professional development focus for
each day.

On Mondays, teachers meet

Continued on page 4.

Teachers participate in ongoing, sustained professional
development that is research-based and collaborative in
nature. Newton says the extra time comes with higher
expectations and a structured, systemwide approach to
professional development. The presence of an assistant
principal for instruction at every school helps to ensure
that embedded time is being used wisely.

In recent years, Homewood faculties have focused atten-
tion on annual themes related to the system’s needs:
differentiated instruction, instructional technology, and
assessment, Several of the schools are Alabama Reading
Initiative Literacy Demonstration Sites, as well.

Each year, the system earmarks about $200,000 for profes-
sional development. Administrators place top priority on
opportunities that will train teachers to train others in the
system. “It's much more rewarding to send that second
grade teacher to that conference about instructional
strategies, because | know that we now have the mecha-
nism for her to share with others,” says Winches.

MNewton and Winches believe that the additional time for
reflection, study, and collaboration has helped teachers
view themselves as professionals who have expertise to
share. “Our schools need teacher leaders,” Newton says.
“| see our teachers, principals, and Dr. Winches growing
in instructional leadership all the time, and it's very
rewarding when you see the growth in knowledge. Our
teachers are sharing ideas with principals, and the princi-
pals are sharing them with us...Itis a circular thing.”

CHAPTER 7
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HOMEWOOD MIDDLE’S SCHEDULE. ..
Continued from page 3.

with others who teach their
subject area at the same grade level.
“You know that on Monday, you're
going to have to sit down with the
other people teaching seventh grade
social studies and they’re going to
say, “What are you doing in your
room?,” explains Amelia Gamble.
“You know that somebody’s going to
hold you accountable. They’re keep-
ing up with your pacing, and your
scope, and all of that”

During Monday sessions,
teachers often compare project ideas,
assignments, grading rubrics, and
instructional plans as “critical
friends.” “We usually look at what
the next two weeks hold,” says
Gamble. “We talk about ideas....
“How are you going to teach that,
how are you going to assess that,
what do you mean by that? Is this
fluff stuff, or is there content here?””

The Monday discussions
sometimes help teachers to reflect
on the effectiveness of what they’ve
already done, Gamble adds. “We’ll
say to each other, “What did the work
look like?” There’s a lot of that back-
end fixing.” This process is particu-
larly helpful to new teachers, she
says, who are soon offering ideas of
their own. “It’s effective. It increases
my sense of purpose, when you really

have another professional just help-
ing you along”

Cason refers to Tuesday as
“Leadership Day,” mostly because
the teachers are meeting with school
leaders during half of their planning
periods on that day. Tuesday often
includes state- or federally-mandated
training facilitated by Cason. That’s
also a time for faculty members to
share information from conferences

they’ve attended individually.

On Wednesdays, technology
coordinator Pam White leads sessions
on instructional technology.
Thursdays are, as Gamble puts it,
“team time.” That’s when teams
sharing a core group of students
come together to do interdisciplinary
planning and to discuss individual
students’ progress and behavior.

Thursday discussions often
resemble case work. “We start pulling
records, and we look at student work,”
Cason says. “We ask, “What is it that’s
going right in this class that could
help in this other class?™”

Fridays are reserved for parent
conferences. Homewood teachers
have found that setting aside this time
each week makes it easier for them to
connect with parents of students
who are having difficulties.

Gamble and Fuhrman believe
that the new schedule, including the
additional embedded professional
development time, both motivates
and supports them. “Because of the
atmosphere, I feel that [ should be on
the ball, all the time,” says Fuhrman.
“If you love the kids, and you want
the best for them, then you’re not
comfortable just getting by

Funding the block schedule

Thanks to a strong base of
local financial support, Cason can
operate on a schedule of four sub-
stantial blocks while still complying
with Alabama class size laws. More
than a third of her 55 teacher units
are funded by local revenues, supple-
menting the state monies that many
Alabama systems depend upon.

“It is an expensive model,” she
says. “And people say all the time,
you can’t throw money at education
to make it better. But this is a prime
example of it. It takes more staff, and
that takes money.”

Amelia Gamble says that
teacher buy-in is an important part
of making an innovative schedule
work. “I do think that there are some
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ways to do it without the extra teacher
units,” she says. “ (But) you've got to
have a faculty who believe that it’s the
most beneficial way to teach kids.
Once the focus is on the best way to
teach kids, and when you see that it’s
working, then you’re much more likely
to put in that extra time.”

Winches and Homewood
Superintendent Jodi Newton say that
it might be more difficult to provide
embedded professional development
time without extra teacher units,
either from local or federal funds.
They do point out, however, that
being focused can help principals to
make the best possible use of the time
that they do have.

For example, Winches notes,
“When extra time isn’t there, you can
decide on the pressing issue for your
system or school. If it’s reading, and
you can’t afford to be part of the
Alabama Reading Initiative, can you
afford to bring in a speaker or trainer
from the initiative? You can start by
trying to build the culture around
one issue.”

Winches and Newton also
suggest that schools avoid giving up
scarce professional development
hours to “one-shot wonders.” Instead,
they recommend staff development
programs that include a formal or
informal “follow-through” component.
Newton gives thumbs up to ARI
and other programs with a strong
emphasis on continuing staff develop-
ment, because they allow teacher
learning to permeate the school
environment.

“That’s what moves our culture
along,” Winches says. “When it
becomes normal to have expertise.” oo

FIND MORE

For more information about the
Homewood school system’s
creative approaches to scheduling
and embedded professional
development time, contact

Dr. Betty Winches at (205) 870-4203.
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Time enough for teaching and learning

Tme ENOUGH FOR TEACHING...
Continued from page 1.

of teachers is expected to coordinate
lessons, discuss individual student
progress, deal with a constant stream
of school “administrivia,” and — if
they can find a few moments — share
ideas about effective teaching strategies.

One teacher passes around
photocopies of a journal article
describing how a group of teachers
in another school are using a process
called “Looking at Student Work?”
The process calls for teachers to bring
to the table a lesson plan and examples
of student work based on the lesson.
Teachers then discuss the work
together, acting as “critical friends”
as they reflect on the lesson’s effective-
ness and how it might be improved.

“We've been talking about
doing something very similar to this!”
the teacher says excitedly as she reviews
the article with her colleagues. “This
could lead us into some really good
discussions about how well we’re
linking our curriculum to state stan-
dards and what strategies might work
for our kids.”

“It could,” another teacher
agrees. “But how much could we do
in a few minutes once or twice a
week? We'd just be going through
the motions.” Several other teachers
nod. Out of a speaker in the corner
of the room, they hear a “tap-tap-tap”
coming from the public address sys-
tem. The principal is calling one of
their group to the office. As the sum-
moned teacher gathers her papers, a
bell rings. Chairs bang together as the
meeting ends, like so many others,
with a long list of “To Do’s” carried
forward to another day.

Prisoners of time

In 1994, the National Commis-
sion on Time and Learning offered
this blunt assessment of school reform
efforts already underway in Alabama
and many other states: “We cannot
get there from here with the amount

of time now available and the way we
now use it. Limited time will frustrate
our aspirations. Misuse of time will
undermine our best efforts.”

Looking back today on their
groundbreaking report, Prisoners of
Time, we might easily conclude that
the commissioners were soothsayers.
They warned that if rigorous state
standards were introduced without
changing “our current time-bound
system,” they could cause “great
mischief” Holding all students to the
same high standards, they wrote,
“means that some students will need
more time.”

Higher standards would also
require more of teachers — more
time to work with students and more
time to develop their professional
skills. “Adding school reform to the
list of things schools must accomplish,
without recognizing that time in the
current calendar is a limited resource,
trivializes the effort,” the commis-
sioners concluded. “It sends a power-
ful message to teachers: don’t take
this reform business too seriously.
Squeeze it in on your own time.”

Nearly a decade later, many
school watchers would agree that
the issue of time is still missing
from the school reform agenda. And
many educators would add that the
Commission’s warning of “great mis-
chief” could indeed come true.

Squeezing time

News stories from across the
United States tell us that the pressure
to meet state standards is squeezing
the life out of some schools. In many
schools, a decade after the National
Commission began its research, time
is still the constant. Most schools still
operate in 50-minute capsules, six
hours a day, 175 days a year. As the
pressure increases to meet state stan-
dards in a small core of subjects,
there is less time for arts, music, and
foreign language. Less time for
engaging lessons that allow students
to explore new concepts and ideas.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Less time for students who need more
time to learn. (See p. 11.)

But a scan of the news and
education literature also offers some
hope. A decade ago, the National
Commission had to search the entire
nation to find the reforming urban
elementary school in Kansas City
where school s in session almost 11
months a year, with students attend-
ing school for 205 days, and teachers
on duty for 226. In this school, student
sessions ran for ten weeks, followed
by a week of teacher training and
planning. “You don’t get well-devel-
oped professionals with two inservice
days a year,” the principal said.

Today, schools like this one —
though still rare — are easier to find.
And — on a less ambitious scale —
other schools are breaking the
shackles of time. In almost every case,
these schools are using public dollars
or dollars raised by caring communi-
ties to implement their time-making
strategies. As any school leader will
tell you, time is money.

Here are some of the strategies
schools are using to capture time.
(For details, read the stories in this
issue, explore our web resources on
page 12, or go to our website for an
extended list of helpful articles.}

Time for students

Students spend large amounts
of time waiting, being “managed,” or
working at non-academic activities.
Various studies suggest that students
spend as little as 25 percent of their
time actively engaged in studying
academic subjects and rarely more
than 50 percent. Schools could:

Change staffing patterns to allocate
more positions to classroom teach-
ing, rather than to other kinds of
supplementary staffing roles;
Redesign schedules to create
longer blocks of class time, so that
students spend more time with

fewer teachers each day;

Organize schools and grades into
teams that allow teachers to serve a
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common group of students and to
make decisions about time alloca-
tion within those teams.

Use “looping” to keep students
together with the same teachers for
more than one year, saving many
weeks of “getting acquainted” time
at the beginning of the year.
Eliminate the bell system, PA

announcements, and class changes.
(See page 2.)
Establish an “academic day”, in

contrast to a “school day.” At least
5.5 hours of core academic instruc-
tion daily will double the time in
some schools. Lengthen the school
day to accommodate clubs, sports
and other extra-curricular activities.

Team with community organiza-
tions to offer before- and after-
school programs. High schools can
use “early-” and “late-bird” classes.
(See page 10.)

Schools with year-round schedules

can use the breaks between sessions
to offer enrichment and “catch-up”
programs for students, and profes-
sional development time for teachers.

Use new technologies. Well-used,
they can “buy” time through
self-guided instruction and reduc-
tions in record keeping.

Time for teachers
A RAND study (Time for

Reform, 1992) found that new teach-

Ing strategies can require as much as

50 hours of instruction, practice and

coaching before teachers become

comfortable with them. It also found
that more successful schools in urban
areas “used 50 days a year of external
assistance for training, coaching, and
capacity building.” Other studies
show that the best professional
development time is “embedded” in
the school day. Schools could:

e Arrange regular common planning
time for teachers working with the
sante children or teaching the
same grade or subject.

¢ Add or reassign professional staff
to create more electives, allowing

Sprlmy 2001
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more flexible scheduling and
common release time. (See p. 4.)

Provide for the widespread and
systematic use of a cadre .: g
of well-prepared, full- LT
time, substitute teachers.

Extend the contract year

to pay teachers for pro-
fessional development

or use a longer day for

the same purpose.

Employ a grant writer

to help secure funds for
summer and/or Saturday
programs where teachers
receive stipends to focus

on priority professional -~ ¥

development needs. -
Use currently scheduled meetings

more effectively. Some schools
have eliminated most traditional
faculty meetings by relying more
on team leaders and department
chairs and used the extra time for
schoolwide planning and profes-
sional development.

Use technology and ideas like
“study tubs” (see p. 8) to create

opportunities for teachers to use
“time as available.” Make video-
tapes of model lessons for col-
leagues to share. Create on-line
professional communities where
teachers can discuss ideas and
issues through listserv e-mail.

Finally, researchers who have
spent time “thinking about time” urge
school leaders to have community
discussions before making major
structural changes. Parents, commu-
nity leaders, and even school boards,
must be convinced that more time
with students — and more time for
teachers to work together — will
increase the likelihood of success
for all.

Ultimately, time is a leadership
issue. Districts and schools must
decide how to use the time produc-
tively. Spending more time on “what
we have always done” will truly be a
waste of time. Carpe dient. o
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CREATING MORE TIME:

IT'S A THREE-PART PROCESS
IN DECATUR

How can you carve time out of the school day for more
individualized student instruction? In Decatur, finding
time is a Three-Part Process that emerged three years
ago as administrators and teachers discussed ways to
improve students’ reading and writing skills.

“We knew that students needed maore opportunities
to meet with teachers and aides in smaller groups,
but we wanted the children who weren't involved in
that process to be actively engaged. No one could he
neglected,” says Jeanne Payne, supervisor of curricu-
lum and staff development.

How does the Three-Part Process work? At Decatur
elementary schools, students in a classroom are
divided into three different groups for thirty minutes
or mare each day. One group goes to the literacy lab
to write and publish books or stories and learn key-
boarding skills. Another group heads to the library
to work with the media specialist, select books or
conduct research. The third group remains in the class-
room to work with the teacher.

Benjamin Davis Elementary principal Pam Asmann is an
enthusiastic supporter of this plan. “Our teachers are so
excited about having uninterrupted time with small
groups of students. This is sacred time. | don'tinterruptit.”

Asmann describes a scene that helps explain teachers’
enthusiasm. “| saw one of our kindergarten teachers
walking down the hall with four of her students. The
rest of her class was either in the literacy lab or the
library. The teacher and students were looking at the
word walls to identify words that the students could
recognize. When one of the students found a word that
they knew, they wrote it down in their journal. You could
sense their excitement and enthusiasm.”

Such a “field trip” would not be possible with a class
of 18 kindergartners. “The Three-Part Process gives
students some independence and helps build up their
confidence. During this half-hour time, every student is
getting individual attention,” says Asmann.

The Three-Part Process is also flexible. At Benjamin
Davis, some teachers decide to keep students in the
same group for a week at a time. Others choose to
rotate it every day. Asmann said this flexihility enables
teachers, the media specialist and literacy lab aide to
integrate and personalize instruction.

The results? Asmann reports that the school's STAR test
scares continue to climb every year from August to May,
and library circulation “has gone through the roof.”

“I know that time is an issue for everyone in education,”
she says. “Finding time for everything we have to do
and to meet the needs of every child is very difficult.
But, if you can look outside the box, you can often find
an answer. We think we've found an answer here, and
itis working!”
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Schools Find Teacher Study Groups
Are Powerful — And Inexpensive
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IMAGINE YOU TEACH 1n Talladega City
Schools. You've requested to leave
school a half-hour early to go to a
study group with other teachers in
your system, and you’ve been told
that someone will supervise your
students while you're gone. You look
at your watch. Someone steps
through the classroom door. It’s
the...superintendent?

Last fall, Supt. Larry Thacker,
principals, and central office staff
began watching over final classes
several Wednesdays each month so
that interested faculty members
could join voluntary book study
groups at nearby schools. The groups
convere at 2:45, when most Talladega
schools send pupils home, but bus
schedules dictate that a few schools
end instruction at 3:15.

“When we showed up to
watch teachers’ classes so that they
could go, the principals realized that
we were very sincere about how
important we felt this was,” recalls
curriculum coordinator Vicki Dick.

The off-campus study groups
offer teachers the opportunity to
read and discuss the latest research
on teaching, and to observe adminis-
trators modeling the techniques
with students from the system.
I[nvolvement is not required, and
teachers do not receive stipends —
yet a growing number of educators

are staying late on Wednesdays to
participate.

Teachers also meet several
times a month in their own schools
to talk about a book they’ve selected.
Past reads include Strategies That
Work, Other People’s Children, I Read
It But I Didn’t Get It, Dream Keepers,
and Mosaic of Thought. A designated
teacher leads the discussion. Teachers
from other schools may join in if the
scheduled book sparks their interest.
Although schools often focus on dif-
ferent texts, Dick finds many similar
issues as she monitors teachers’ dis-
cussions weekly via e-mail and
adjusts systemwide meetings to
address common threads.

The systemwide discussions
began first, but they soon spurred
questions among teachers about
instructional issues back in their own
schools. “That’s exactly what we
wanted,” Dick said. And that’s when
the in-school study groups began.
One side benefit: the in-school talks
are helping teachers grow as instruc-
tional leaders, because most princi-
pals have chosen to cheer from the
sidelines rather than taking control
of the group.

Low-cost staff development
Talladega City Schools serve

3100 students, over 60% of whom

are eligible for free and reduced

price meals. Talladega cannot afford
to pay teachers for their Wednesday
afternoon time, but Dick is optimistic
about the future of the program.
“The number of books they’ve read,
the number of teachers involved...
it’s phenomenal,” she says.

The system does provide
books for the study groups. Copies
are owned by the central office, but
teachers are encouraged to highlight
and write in them. At the end of the
study group, two copies are placed in
the school’s home library and the
rest are circulated to other schools.

Teachers and administrators
are finding other ways to build
on excitement generated in the
after-school meetings. At Graham
Elementary, reading specialist
Becky McKay has created “study
tubs” that contain excerpts from
teachers’ professional readings, over-
heads describing the readings, and
student reading materials that would
work well with the strategies
described. The tubs are available for
checkout, and other schools are
picking up on the idea.

“There are some remarkable
conversations going on,” Dick says.
“Teachers talk about how learning
about strategies and research has
helped them reach students they've

>

never been able to reach before.” «fe

FIND MORE

(Study groups) Vicki Dick at vidick@aol.com;
(study tubs) Becky McKay at rbmckay49@aol.com.
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Finding Time to Develop a
Professional Learning Community

Ut West Blocton
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“PEER PRESSURE IS such a strong
thing — it’s just as strong for teachers
as it is for our kids,” West Blocton
Elementary School principal Carol
Belcher says. She should know — she’s
seen positive peer pressure in action.

Almost all of West Blocton’s
35 faculty members regularly dedicate
their after-school time to a voluntary
book study group that puts them in
touch with the latest research on how
kids learn. At each meeting, two of
the teachers lead a lively discussion of
the book the group is reading.

“Usually, you see people stand-
ing around talking about the latest
novel. Around here, they're talking
about professional literature. ‘Did
you read this? Have you tried that?’
It amazes me, this change in attitude,”
Belcher says.

Belcher believes that high
morale produces extra time for
teacher learning, and vice versa.

“When we went to the Alabama
Reading Initiative, we found that
camaraderie, teambuilding, and
working together to talk about
coOmmon issues are very important
and necessary.”

Belcher says teachers’ excite-
ment encourages them to volunteer
their personal time “to be part of a
good discussion and to learn from
each other.” Last summer, over half
of the teachers attended some or all
of the ARI’s intensive training — for
the second time. Belcher said they
insisted on going, even though she
could offer them no compensation.

S/m/[//rj 20071

Careful stewardship
buys time for teachers
“I am so fortunate to have
such a self-motivated faculty,”
Belcher reflects, “but I don’t like for
them to have to do that every time.”
So she plans the schedule carefully,
invests in substitutes when she can,
pays close attention to teachers’
requests and needs, and is always on
the prowl for supplementary funds.
Belcher tries to schedule an
hour of common planning time for
grade-level teachers each day. When
that won't work, she finds other ways
to provide time for them to work
together. “I feel like it’s important
enough that I either hire subs or call
upon parent volunteers. Many of our
certified substitutes are parents,” she
says, “and several of them are willing
to give time once or twice a month.”
Teachers also have time to work
together across grade levels at the
end of the year, when they work on
curriculum mapping issues and talk
with teachers in adjacent grades
about their outgoing students’ mas-
tery of Alabama’s academic standards.
Belcher uses some of West
Blocton’s Title I money to hire sub-
stitutes for teacher observation days.
Each year, every teacher at the school
may spend two days observing in
effective teachers’ classrooms, and
most take advantage of the opportu-
nity. “In some cases, I may suggest
visiting a certain classroom, if a
teacher is struggling with something,”
Belcher says.

‘Make that custard, please!”

Belcher does what she can to
meet teachers’ individual needs,
because that helps to keep morale
high. “I tell them to give me a wish
list, and if it’s something directly
related to instruction, I'll try to find
that money, some way, some how.”
And they take her up on that offer,
submitting requests for professional
books and conferences. That’s when
Carol Belcher’s fundraising energies
kick into high gear.

She made an unforgettable
promise last fall. “Parents came to
me and told me, ‘The kids want to
have a penny drive for the school. If
they raise $500 in pennies, will you
take a pie in the face?’ I told them I
would. By the time of our fall festival,
they’d raised $1600 in pennies.”

In all, this school of 300 kids
raised $17,000 at the festival. Belcher
says the success typifies the support-
iveness of West Blocton, a small

timber and mining community in
Bibb County. Though many families
have modest means, parents and
community members pitch in to
meet school needs.

That grassroots support helps
to ensure teachers have some time
each month to plan and work
together. It also goes toward profes-
sional literature for teachers who
volunteer their time for additional
collaborative learning. Belcher says
that if she received more substantial M O R E
Contact Carol Belcher
at (205) 938-9005.

per-pupil funding, she would invest
it in her teachers’ needs. o

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

FIND

133



Tool 7.4

FIND
MORE

Contact Cathy Long at
(334) 887-2110.
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CHAPTER 7

A High School Block Schedule
Focused on Everyone’s Needs

Aodin ﬁagﬁ Setools wr-loch schedunle creatss

WHEN AUBURN HIGH School offered
an early bird shift to teachers many
years ago, Cathy Long jumped at the
chance to work a 7 a.m. to 2 p.m.
schedule. “I'm a morning person,” she
admits. “No doubt about it.” While
being able to work during her peak
time was an advantage, the greatest
advantage of the shift was being able
to give more learning time to students
who needed it by adding an optional
extra period to the day.

Dr. Long, a 25-year employee
of the Auburn City Schools, now
serves as principal at Auburn High.
Five years ago, she played a critical
role in the move from a traditional
schedule to a four-block schedule
that focuses on students’ and teachers’
learning needs. It was not a quick sell.

“We involved the entire com-
munity,” she recalls. “Teachers, parents,
students, even PTA members from
our feeder schools. We looked at
every possibility, trying to figure out
what would work best”

The end product defies easy
description, but Long calls it a “four-
block, partially semesterized schedule.”
Chorus, band, Advanced Placement/
International Baccalaureate courses,
and some core courses are taught
year-round on alternating days. These
are courses that require ongoing
practice or are connected to inten-
sive tests scheduled in late spring.
Most core courses and electives are
taught for one semester, with a
90-minute class period each day.

“My registrar and I create the
master schedule together,” Long says.

“It’s not easy. It doesn’t need to be
the most convenient and easy thing,
as long as it’s working for kids.”

The most problematic aspect
of the schedule is that teachers with
alternating day classes may have a
larger student load each week, which
can make final exam- and paper-
grading time more stressful. Over
the course of the year, however, these
teachers will still see the same total
number of different students as
other teachers.

All teachers have a free period
that, when combined with the breaks
preceding and following it, amounts
to 96 minutes. They also have a
lunch period. For teachers, the
extended planning period is the
greatest advantage of the block
schedule. “It’s the overwhelming rea-
son [ wouldn’t want to go back to
the regular schedule,” Long says.

For the most part, Long leaves
the planning period under individ-
ual teachers’ control. They can use it
to meet with parents, work on block-
length lesson plans, grade papers, do
research or readings, or work with
other teachers. “I occasionally sched-
ule professional development activi-
ties during that time, but I give them
advance notice,” Long says.

“Teachers have to think about
how we’re reaching these kids. In a
90-minute class, you can't just sit and
lecture them — you have to engage
them. There are plenty of ways to do
that, but it takes time to plan.”

When Auburn High first began
operating on the block, all teachers
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were paid during the summer to work
on planning for the shift. “We asked
everyorne to sit down and look at
their curriculum in vertical planning
teams, and if they needed outside
help we got it for them,” Long recalls.
This period of intensive curriculum
mapping proved to be critical to
making the block work. As an out-
growth of this process, all of Auburn’s
K-12 schools work more closely with
one another to make sure they are
addressing academic standards in a
sensible and systematic way.

Long believes that communi-
ties without Auburn’s levels of local
funding can still do innovative
things with scheduling. A school
could offer teachers three shifts in
order to make more learning time
available: 7 a.m. to 2 p.m., 8 a.m. to
3 p.m., and 9 a.m. to 4 p.m.. A six-
period day could be extended to an
eight-period day for students who
needed to make up courses they had
failed, or for those who just wanted
to take more classes.

“When you tell kids they can
take eight courses a year, it’s going to
cost you more money, Long explains.
“If you tell them they can take six
courses a year on a six-period sched-
ule, and if you offer early and late
bird classes for those who really want
extra courses, then it will cost you
less. At most schools, less than a
third of the student body will take

TN
youup onit.” &
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Dreaming of Time
BY ANNE JOLLY
“
”
com concenliale on their WM Wm
PERPLEXED, [ WATCH Jacques saunter ready for the office, list my students’ have an additional 8 weeks during
down the hall — his lazy, apathetic lost textbooks on the proper form, the year to meet together, reflect,
slouch broadcasting his disinterest write a recommendation for Chris to  study, plan and prepare for instruc-
in school. He performs brilliantly attend Space Camp, and return four  tion? What if we hired more teachers
on lab work and problem-solving phone calls to parents. I'll try to grab  to free up time for collaboration and
activities. Yet he steadfastly refuses the bid catalogue and fill out order preparation? What if every person in
to do assignments or make an effort forms for classroom supplies. the school, including administrators,
on tests. The last bell rings and soon shouldered teaching responsibilities?
A contrast in types, Genise lockers slam noisily. As I wave good- Why not free teachers from
passes him on her way to class. She’ll  bye to the last of my students, I allow  lunchroom duty, hall duty, before-
listen intently, try to understand, and ~ myself to pretend that I'm waving a and-after school duty, and homeroom
try to do well. She methodically turns ~ magic wand — one that will change duty? Turn faculty meetings into team
in every assignment, but the basic schools into places that really sup- planning times. Use subs or volun-
science concepts just aren’t getting port high-quality teaching. teers to relieve teachers of clerical
through. She’s “faking” it. I mentally flick a page in my responsibilities. What if PE and elec-
Alarm bells clang noisily in my  brain and recall a program [ watched  tives were blocked and teachers had
brain. So many kids with so many on PBS. Teachers in Germany, Japan,  longer time blocks for collaborating?
different abilities and individual and China spend 15 to 20 hours a Any of those would be a start.
needs — and the school day is struc-  week working with colleagues, devel- [ wave distractedly to Mrs.
tured so that I teach them as if they oping lessons, and studying their Williams as she shoulders a bag
are assembly line, cookie-cutter students and their own teaching. stuffed with English essays and heads
copies of each other. They whirl by These teachers say they could not for her car. This will be her last year.
me in groups of 32, one period after  succeed if forced to work under the She’s hanging it up at the age of 42.
another, all day long. conditions American teachers face. She’s a great teacher. She loves her
I briefly close my eyes to sup- Another mental page flip. kids. But she’s too tired to continue
press a surge of anger at a school Research conclusively shows that — tired of not being able to do the
arrangement that doesn’t give me teachers are the most important job she needs to do for her students.
time to do my job. Doesn’t give me influence on what students know Would Mrs. Williams stay on at the
time to reflect, analyze my students’ and can do. Student achievement school T designed, encouraged by
needs, and design my teaching prac- improves when teachers collaborate time for peer collaboration and “on
tices for them. Doesn’t give me time and change their teaching styles — the job” learning?
to meet regularly with other teachers ~ when teachers have time to focus on I give a quiet chuckle. T haven’t
and have the focused, ongoing con- preparing to do to their job well. designed anything new. This school
versations we need to craft instruc- model has been around for awhile.
tional strategies that will enable My successful school Some schools in Alabama are trying
these kids to reach substantially My successful school is a place  to make my dream come true. But
higher performance levels. Don’t where teachers can concentrate on not many — not nearly enough. e
these kids deserve that from us? their teaching practice. How would Anne Jolly was Alabama’s 1994
Of course, I do have that one we make this model work? What if state teacher of the year.
50-minute “planning” period. Today we paid teachers for 11 months
I'll get a monthly attendance report instead of nine months and let them
Spring 2007
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Time enough for teaching and learning
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CHAPTER 7

Resources About Fim/zhy Time

Find links to all these resources and many more at: www.aplusala.org
Prisoners of Time, Report of the National Education Commission on Time and
Learning (April 1994).

A truly seminal study of the issues of time and learning, the seven-year old
Prisoners of Time report remains, for many schools, up-to-date in its conclusion that
“Time is learning’s warden.” {Complete report on-line with downloadable text file.}

Available on the Web at: http://www.ed.gov/pubs/PrisonersOfTime/

“It's About Time.” Special issue of School Administrator (March 1998). American
Association of School Administrators.

Includes articles on the effects of block scheduling and “12 findings about block
use;” a three-semester high school schedule; a four-day school week; and a story
about how some secondary schools are maodifying their start times based on new
research on adolescent sleep needs.

Available on the Web at:
hitp://www.aasa.org/publications/sa/1999 _03/contents.htm

Prisoners of Time: Research, National Education Commission on Time and Learning
(September 1994).

In some ways, this research supplement to the Prisoners of Time report may be
more useful to schaol leaders. It provides detailed information about the research
upon which the report is based and includes sound recommendations for breaking
the chains of “the clock and calendar” and reinventing schools “around learning,
not time.”

Available on the Web at: http://www.ed.gov/pubs/PrisonersOfTime/PoTResearch/

“The Power of Innovative Scheduling,” Educational Leadership, November 1995.

Alternative schedules may or may not add hours to the school day, but they can
vastly improve the guality of the time students spend at school, says scheduling
expert Robert Lynn Canady in this much-discussed and cited article.

Available on the Web at:
http://www.ascd.org/readingroom/edlead/9511/canady.html

“Finding Time To Learn,” Educational Leadership, November 1995,

Researcher John O'Neil describes how a number of high schools seeking better
instruction and improved student outcomes are exploring alternatives to the tradi-
tional schedufe. Another article from an important issue of Educational Leadership,
“Productive Use of Time and Space.”

Available on the Web at:
http://www.ascd.org/readingroom/edlead/9511/oneil.html

“Block Scheduling: The Key To Quality Learning Time,” Principal Magazine, January
2001, National Association of Elementary School Principals.

Research conducted by Robert Lynn Canady and Michael D. Rettig indicates that
block schedules can help elementary school principals increase quality learning
time and reduce class size. The article includes examples of an effective block
schedule and a sidebar, “Six Ways to Improve an Elementary School Schedule.”
Part of a special issue on “Time and Learning.”

Available on the Web at:
http://www.naesp.org/comm/p0101¢.htm

“Time,” a special issue of the Journal of Staff Development (Spring 1999}, National
Staff Development Council.

“Squeeze, carve, apply, target, use, and arrange Time for adult learning” reads the
headline on this issue of JSD, devoted entirely to issues of time and professional
development. The issue includes these articles:

“Target Time Toward Teachers,” by Linda Darling-Hammond
http://www.nsdc.org/library/jsd/darling202.html

“Time Use Flows from School Culture,” by Kent D. Peterson
http://www.nsdc.org/library/jsd/peterson202.html

“Apply Time with Wisdom,” by Thomas R. Guskey
http://www.nsdc.org/library/jsd/guskey202.html

“Making Time for Adult Learning,” by Priscilla Pardini
http://www.nsdc.org/library/jsd/pardini202.html
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Tool 7.5 Making time for adult leaming

LEARNING

By PRISCILLA PARDINI

SING time well
is easier said
than done.
Here are eight
real-life exam-

ples of schools that make the

minutes count.

One hour early

T WAS 25 YEARS AGO that a
group of lowa City teachers
sought the support of their school’s PTA for a staff develop-
ment program that involved releasing students from school one
hour early every week.“It was a grassroots movement begun by
the teachers that grew out of the need for time for
planning for children,” says Pam Ehly, director of
instruction for the lowa City Community School
District.
The early release concept, considered radical at

the time, is now in place throughout the district as

J5D Spring 1999 National Staff Development Council
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CHAPTER 7

Deposits and
withdrawals

o why wasn’t the student at
S Milwaukee’s Rufus King High

School doing her homework on
arecent Sunday night? “Tomorrow’s a
banking day.” she replied happily.
“I’ll do it then.”

That’s “banking™ as in “banking
time,” a Milwaukee Public Schools
initiative designed to provide staff
development and planning time for
teachers and support staff. School
officials say the program is an impor-
tant element of the district’s school
reform effort. “If we’re seriously
going to talk about restructuring, we
have to have time to talk about it.”
says Steven Huffman, leadership
specialist for Milwaukee Public
Schools. “And we need big blocks of
time when teachers are fresh.”

The district’s Banking Time
program, negotiated with the
Milwaukee Teachers Education
Association, is a way of capturing that
time. Huffman says the program was

pioneered in the early
1990s by 10 or 15
schools. By 1994, a
total of 90 schools
were participating. All
but a handful of the
district’s 160 schools
have opted to take part this year.

The program allows schools to
add a few minutes to the school day,
“hank” the time, and release students
a total of five full days a year. At
Rufus King, that means starting
school at 7:30 a.m., five minutes
earlier, and dismissing classes at 2:40
p.m., five minutes later. Schools
participating in the program release
students on the same five days. which
are spread out over the course of the
year. The dates are well publicized as
part of the school calendar, and
Huffman says officials have heard few
complaints from parents.

According to the agreement
between the teachers'union and
school district, teachers at each partic-
ipating school have input into how
half of the day is spent. At some
schools, part of the day is used to
write lesson plans or grade papers,

Huffman says, but at many schools
the entire day is spent on staff devel-
opment. Typically, teachers use the
time to take part in study groups on
pedagogical issues, develop
curriculum, take classes in technology,
develop assessment tools, or famil-
iarize themselves with new textbooks.

Huffman calls the Banking Time
program very helpful. “Schools have
very limited options when it comes to
staff development,” he says. “You
have after school or on Saturdays,
which is an expensive proposition.
This gives us some time within the
auspices of the normal day.”

For more information, contact
Steven Huffman
Leadership Specialist
Milwaukee Public Schools
P.O. Drawer 10K
Milwaukee, W1 53201-8210
Phone: (414) 475-8480
Fax: (414) 475-8470
E-mail:
HUFFSB@mail. milwaukee k12.wi.us
|

well as in a growing number of other
school systems nationwide. In lowa City,
students are released one hour early —
they leave school between 2 p.m. and
2:20 p.m. —every Thursday. That gives
teachers a block of time that runs until 4
p.m. for staff development. Twice a
month the agenda focuses on building-
level concerns. One school’s staff might
choose, for example, to hire a consultant
to lead a seminar on classroom manage-
ment. At another school, the discussion
might focus on how best to meet the
requirements of the federal Individual

Priscilla Pardini is a freelance writer based
in Milwaukee, Wisconsin.
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Disability Education Act. On the other
two Thursdays each month, the staff
development sessions are organized
around districtwide issues. All fourth
grade social studies teachers, for
instance, might meet to discuss develop-
mentally appropriate strategies for
teaching a unit on elections.

Ehly says care is taken to make sure
the staff development time is well used.
District curriculum coordinators plan city-
wide inservices, and principals are asked
to report back on what is happening at
their schools. Ehly says a new individual
reading inventory designed to assess
pupils' elementary language arts progress
was successfully introduced thanks in

large part to the availability of time to
train teachers on how to administer the
instrument.

The early-release program has
become “part of our system™ and is well
accepted by parents, Ehly says, and the
program was acceptable to state officials
as long as the district met requirements
governing the length of the school day.

For more information, contact
Pam Ehly, Director of Instruction
lowa City Community School District
509 S. Dubugque St., lowa City, IA 52240
Phone: (319) 339-6800
Fax: (319) 339-6890
E-mail: ehly@iowa-city.k12.ia.us M

| Staff Develog t Council J5D Spring 1999
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CHAPTER 7

Meet me
on Wednesdays

hen staff members at Wells
Junior High School in
Wells, Maine, began looking

for time to devote to departmental plan-
ning, they had to look no further than
their Wednesday faculty meetings.

“We looked hard at how we were
spending that time,” says Principal Jeff
Rodman. Although nominally a junior
high school serving students in grades
5-8, Wells is organized around the
middle school “team™ concept. And
while teachers had team planning time
built into their schedules, there was no
opportunity for all the school's math
teachers, for example, to meet as a
group.

For the past several years, a
revamped meeting schedule has filled

that void. Now the entire faculty meets
once rather than twice a month to
tackle issues of schoolwide concern.
Another Wednesday each month
provides time for the school’s building
leadership teams — groups of teachers
designated as grade-level leaders — to
meet together and with school adminis-
trators. The third Wednesday is
reserved for departmental meetings.
“It’s allowed us to work on such things
as curriculum, ways to teach in longer
blocks of time and portfolio assess-
ment,” Rodman says. “It’s opened up
discussion on what each teacher is
covering, and how to streamline the
curriculum so as not to step on each
others’toes.” Meetings are scheduled
on the fourth Wednesday of each
month as needed — generally either for
building leadership team or depart-
mental meetings.

Rodman says reducing the

number of schoolwide faculty meetings
has been difficult: At Wells, those
meetings are largely used as opportuni-
ties for shared decision making. “But
the advantages of having time for
teachers to meet across grades about
curriculum outweighs the
disadvantages,” he says.
He speculates that would
be the case in many other
schools, especially where
faculty meetings consist
largely of administrative
announcements and
routine housekeeping tasks
that could be handled in other ways.

For more information, contact
Jeft Rodman, principal
Wells Junior High School
P.O. Box 310, Wells, ME 04090
Phone: (207) 646-5142
Fax: (207) 646-2899
E-mail: jrodman@wocsd.maine.org B

“They don’t
correct papers”

taff at New York City's Central
S Park East Secondary School have

found a way to link two issues
considered vital to its program: student
community service and staff develop-
ment. “We want kids to be able to get to
know their community and to provide
service to agencies that need it” says
Anne Purdy, the school's service
learning internship coordinator. “We can
see the learning that comes from this
kind of experience."

Equally valuable is the staff time
freed up when the school’s eighth, ninth,
and tenth graders are out of the school
building a half day each week working
at nonprofit agencies such as museums,

hospitals, and nursing
homes. “We also
know that one of the
things that’s absolutely
crucial is time for
teachers to meet and
speak with their
colleagues,” Purdy
says. Teachers use the time for true staff
development, often for department
meetings to develop curriculum or
attend workshops taught by staff
members or outside experts. Teachers
also work in groups to evaluate student
work according to state and New York
City standards, or collaborate on strate-
gies designed to meet the needs of
individual students.

“They don't correct papers,” Purdy
says.

Central Park East’s method for

finding staff development time could be
replicated at no cost by virtually any
school where students are involved in
community service. The major cost of
setting up community service programs
comes in personnel. At Central Park
East that includes Purdy — who finds the
student placements, provides ongoing
evaluation and troubleshoots — as well
as a paraprofessional and an aide.

For more information, contact
Anne Purdy, Service Learning
Internship Coordinator
Central Park East Secondary School
1573 Madison Ave.

New York, NY 10029

Phone: (212) 860-5808

Fax: (212) 876-3494

E-mail: anne_purdy@cce.org M
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Fridays
for 90 minutes

n almost every Friday during
the school year, teachers at
Freemont High School in

Sunnyvale, Calif., arrive at school to
spend the first 90 minutes of their day
not with their students, but with each
other. From 7:30 a.m. to 9 a.m., they
talk about school redesign, “the way we
can meet the goals we've set for our
school,” says Assistant Principal Larry
Vilaubi. He says Late Start Fridays
provide the regular, ongoing time
teachers need to focus on such issues as
assessment, standards, literacy, and
community involvement. Evidence of
progress in those areas has helped
Freemont qualify for $250,000 in grants
from the Bay Area School Reform
Collaborative, a project funded with
part of the $500 million donated by

philanthropist Walter
H. Annenberg in 1993
for school reform.
Vilaubi says
finding time for staff
development at
Freemont during the
regular school day has
become even more critical given two
recent, local developments. The first is a
reduction in the number of state-
allowed preservice days for teachers.
“The state wanted teachers spending
more time in the classroom with kids
instead of with each other,” Vilaubi says
of the mandated change in the school
calendar. The second is a substitute
teacher shortage that makes it much
more difficult to use grant money to
hire subs to fill in for teachers involved
in staff development programs. In the
past, Vilaubi says, 10 to 15 teachers at a
time would be pulled out of their class-
rooms to work together. “But given the

CHAPTER 7

general teacher shortage in California
and the mandate to reduce class size,
we often can't find 15 subs,” he says.
Vilaubi described Late Start Fridays as
a relatively easy, no-cost way to provide
staff development, which he describes
as “a high priority” at Freemont.
Because the school day is sufficiently
long Monday through Friday (7:30 a.m.
to 3:15 p.m.), the school easily meets
the state’s minimum instructional time
requirements. The concept has also met
with approval from the staff, students
and community, Vilaubi says.

For more information, contact
Larry Vilaubi, Assistant Principal
Freemont High School
1279 Sunnyvale-Saratoga Rd.
Sunnyvale, CA 94087
Phone: (408) 522-2411
Fax: (408) 732-2256
E-mail: Lvilaubi@fuhsd.org W

Innovative
mornings

ight or nine years ago, teachers
at Holt High School in Holt,
Mich. began looking for ways to

find the time they needed to launch
innovative projects. “They were asking,
‘How can we make time
available at little or no
cost to the district?”” says
Superintendent Tom
Davis. In the end, teachers
recommended combining
the before- and after-
school preparation time
called for in their
contracts into one four-hour block of
time. Teachers got that time back on

Wednesday mornings, when the start of
classes was delayed until 11:30 a.m,
On each of the other four days of the
week, instructional time was added to
make up for the late start on
Wednesday.

“We thought parents might object”
Davis says, “but we held forums on
what we’d do with the time and why it
was necessary for teachers to collabo-
rate, and there was no resistance at all.”

Today, Wednesday mornings at
Holt High School generally are divided
into three blocks of time, with one set
aside for a general faculty meeting. The
remaining 212 hours is devoted to adult
learning. “The only rule we’ve had over
the years is that you can’t spend the
time on business as usual,” Davis says.
“It’s for collaborative teams of teachers
to talk about innovative ideas.”

Davis credits the staff develop-
ment program with giving teachers time
to develop several of the school’s more
unique endeavors, including a three-
year, sequentially integrated science
curriculum that combines chemistry,
biology, and physics into one class, and
a geometry course taught with the help
of computer-aided drawing software.

Other evidence the time is being
well spent: $2 million in grants applied
for by and awarded to teachers for
projects the district cannot afford.

For more information, contact
Tom Davis,Assistant Superintendent
Holt Public Schools
4610 Spahr Ave., Holt, MI 48842
Phone: (517) 694-0401
Fax: (517) 694-1335
E-mail: tdavis@holt.K12.mi.us ®

|SD Spring 1999
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CHAPTER 7

TOOL 7.6

Comparison of strategies
for making time for collaborative
professional learning

As you read the newsletters and study the schedules provided, determine the
strategy each school used for making time, how much time they created, and

whether this approach meets your criteria. Write in your criteria at the top and

place a check if the strategy meets the criteria established.
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Tool 7.6 Comparison of sirategies CHAPTER 7

TOOL 7.6

Comparison of strategies for making time

for collaborative professional learning

As you read the newsletters and study the schedules provided, determine the strategy each school

used for making time, how much time they created, and whether this approach meets your criteria. Write

in your criteria at the top and place a check if the strategy meets the criteria established.

My My My My My My
criterion criterion criterion criterion criterion criterion
#1: #2: #3: #4: #5: #6:
District Strategy |How Check if Check if Check if Check if Check if Check if
much #1 is met #2 is met #3 is met #4 is met #5 is met #6 is met
time?

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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CHAPTER 7

TOOL 7.7

Forming a recommendation

e From the ideas generated, decide on two or three that would work for this
school and its community.

e Develop a proposal that includes consideration of how each
recommendation would impact various aspects of the school community.

e Identify how you plan to use the extra time.

e Identify the goals you want to accomplish with the additional time and

relate those goals to student learning.
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Recommendation Other Budget | Transportation Parents Before- and Other
schools after-school
care
programs
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THIS IS HOW MY SCHOOL WILL USE THE EXTRA TIME:

Goals to accomplish with the extra time Relationship of goal to student learning
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Chapter 8

USING
DATA

TOOLS

Tool 8.1 Types of data available. 1 page

Tool 8.2 Student data checklist. 1 page

Tool 8.3 Data analysis protocol (informal). 1 page

Tool 8.4 Data analysis protocol (formal). 1 page

Tool 8.5 Crafting data summary statements. 2 pages

Tool 8.6 Fishbone diagram. 2 pages

Tool 8.7 Hypothesis-testing record keeping sheet. 1 page

Where are we?
In our school, data drive decisions at the school and classroom level.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Data management systems make data easily accessible to teachers.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
The culture of our school does not support open discussion about student academic per-
formance.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Using data

efore teams begin
their work, it is
important that
they determine
what their work
is. Examining
data about their
students’ learning is the initial step
in identifying the focus of the team’s
work. In Using Data/Getting Results:
A Practical Guide for School
Improvement in Mathematics and
Science, Nancy Love identifies 10
reasons for engaging in data analy-
sis. Data, she says, can:
*  Uncover problems that might
otherwise remain invisible;
e Convince people of the need
for change;
e Confirm or discredit assump-

tions about students and school practices;
e Get to the root cause of problems, pinpoint areas
where change is most needed, and guide resource

allocation;

e Help schools evaluate program effectiveness and
keep the focus on student learning results;
e Provide the feedback teachers and administrators

We in education have a history
of adopting one innovation after
another as they are infroduced.
Very few of us take the time to
understand the needs of the
children we serve, the impact
that our current processes have
on children, the root cause of
recurring problems, the solutions
fo alleviate the problems in the
long run, and how to measure
and analyze impacts affer
implementing new approaches.
— Victoria Bernhardt,
Data Analysis for
Comprehensive Schoolwide
Improvement, 1998, p. 2.

need to keep going and stay on course;

e Prevent over-reliance on standardized tests;
*  Prevent one-size-fits-all, quick-fix solutions;
e Give schools the ability to respond to accountabili-

ty questions; and

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

guage;”

school context:

CHAPTER 8

*  Help build a culture of inquiry
and continuous improvement

(2002, pp. 28-30).

Various types of data

Because teams work collabora-
tively to improve teaching and
learning, they identify the specific
area of student learning they want
to work on. Letting data drive the
decision about the focus of the
team’s efforts allows that work to be
more focused on the specific needs
of their students.

Teachers have access to a vari-
ety of darta to use as they identify
the main focus for their collabora-
tive work. Victoria Bernhardt iden-
tifies four categories of data that

provide a unique and valuable piece

of information that helps school teams develop a com-
plete and full understanding of student learners and the

* Perception data help develop an understanding
of “what students, parents, teachers, and others think

about the learning environment;

« Demographic data “provide descriptive infor-
mation about the school community — enrollment,
attendance, grade level, ethnicity, gender, native lan-
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CHAPTER 8

Teatna

Types of data available

Student data checklist
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Tool 8.1 Tool 8.2

* Student learning data “describes the results of
our educational system in terms of standardized test
results, grade point averages, standards assessments, and
authentic assessments;” and

* School processes data “define what teachers
are doing to get the results they are getting” (pp. 16-
17).

Tool 8.1 asks teams to identify what types of data
are available in each school using Bernhardt’s categories
of data.

When teachers invest time in analyzing data about
their students, they identify the deficit areas in student
learning. For example, a team of 4th-grade teachers,
after analyzing data from their district writing samples
and state language arts assessments, determine that their
students’ organizational skills are weak. They consider a
variety of ways to help develop students’ organization.
World History teachers, after analyzing a set of student
essays, are disappointed that their students’ work fails to
reflect application of critical thinking skills. They decide
that students would benefit from more explicit instruc-
tion in critical thinking. When the Algebra teachers
meet to review semester exam results, they discover that
over half of the students missed the same series of ques-
tions. After discussing the possible causes of this pat-
tern, teachers decide that the method they used to assess
the skill was different from the way it was presented in
the textbook.

Conducting data analysis as a team helps teachers
gain understanding of the problem areas to target; it
also helps them identify multiple possible reasons for

Tool 8.3

the problem.

It has been said that educators are data rich and
information poor. Since the advent of the No Child
Left Behind Act, this is increasingly true. Data abound.
Slowly educators are beginning to turn data into useful
information to help them make informed decisions.

Data analysis process
The eight steps below outline the data analysis
process. While some analysis might not include every
step, most does.
*  Gather data
*  Analyze the data
e Summarize data analysis
*  Brainstorm causes
*  Collect more data
*  Analyze and summarize data
*  Identify a goal
*  Repeat the process

Gather data

Teachers typically have access to multiple types of
data. When they are ready to gather data, it is helpful to
determine in advance what kind(s) of data are most
appropriate to examine. Continuously throughout the
year, teachers examine data from informal and/or com-
mon assessments, the kind they design and administer
in their own classrooms. These assessments, when
designed in common, help teachers calibrate their
expectations for students. Once a year teachers may also
examine results from state assessments, norm-referenced

tests, or other forms of formal assessments.
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Data analysis protecel [lurmal
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Fishbone diagram
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Tool 8.5

Tool 8.4

Teachers decide what data to analyze. The results of
Tool 8.1 can guide their decisions about what data they
want to examine. Tool 8.2 is a student data checklist
that might be helpful to teams as they consider what
types of data to examine. After they decide what data to
examine, they determine who will take responsibility to
gather and bring what data to their meeting. By plan-
ning in advance what data to examine, team members
can prepare for the next meeting at which they will use
one of the protocols to conduct their analysis. The more
data a team has access to, the easier the data analysis
process will be. To prepare for analysis of the data, it
might be helpful if a team has more than three mem-
bers to duplicate copies of the data so that each team

member can easily see the data.

* Analyze data

Modern and sophisticated data management sys-
tems have made data more easily available within
schools. However, data have little meaning without
analysis. When the data are analyzed, they become valu-
able information that can be used to improve practice
and results. Data analysis can take many forms. Tools
8.3 and 8.4 are protocols to use for data analysis. When
teachers use these tools, they turn data into information
that leads to results for their students.

Data analysis is a process of reviewing, studying,
examining, and probing the data in order to find pat-
terns, anomalies, and trends. This occurs by using a
process or protocol that offers some structure for look-
ing at the data. The end result of data analysis is the
discovery of both strengths and areas for improvement.

When analysis is done in a collaborative team, teachers

Tool 8.6

bring multiple perspectives into the conversations that
enrich the discoveries.

Using the protocols offered in Tools 8.3 and 8.4
guides teachers through the process of examining their
data. Each offers a set of questions that become a vehi-
cle for this work. When done with structure, the analy-
sis is more likely to be thorough and complete. The
data analysis process results in knowing or identifying:
e Specific areas of deficit
*  Specific knowledge and skills students need in

order to overcome the deficit;

*  Specific students or groups of students for whom
the deficit is most prevalent or pronounced; and
*  Dossible root causes of identified problems.

After the data are analyzed, it is helpful to display
the data in a way that will make it easy to explain to
others and so that progress can be monitored. For
example, teachers may want to create charts, tables, or
other forms of data displays that can provide quick and
easy overviews of the data. These data displays can be

posted and used as reference for ongoing decision mak-

ing.

* Summarize data analysis

Once teams complete their data analysis, they often
want to present their discoveries to other teams.
Summarizing data analysis into clear, concise statements
is one way to communicate the findings across teams.
Tool 8.5 will help teams summarize and share their
findings.

* Brainstorm for causes
Finding the patterns, anomalies, and trends within
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the data is only one part of the

process of turning data into action.

of these new data. They may find it
useful to use Tools 8.3, 8.4, and 8.5

1ooLLT

Simply knowing the patterns, anom-
alies, or trends is insufficient to
determine what actions to take to
address the target issue. It is through
consideration of causes of the data
that teams begin to generate possible
actions. Therefore, teams will next
search for possible causes of the find-
ings and eventually select from all of
the possibilities the one finding that
will be the target of selected inter-

ventions.

to accomplish these processes before
determining with certainty what they
believe is the likely root cause. Tool
8.6 is one guide for making decisions
about possible causes. This common
quality management tool is useful for
brainstorming, categorizing, and
deciding about possible causes. With
confidence that they have discovered
the root cause, they can move to the

next step.

Causes can fall into several Tool 8.7
areas. These areas include curricu-

lum, instruction, resources, assessment,

or external factors. Since the team cannot control most
external factors, it is not appropriate to address them in
the goal-setting process. It is very important at this
point in the process to categorize the causes and con-
centrate only on the possible causes that teachers and
schools can change or address. This is where teachers
can make a difference. If they focus on the decisions
they routinely make, teachers will be empowered to act
rather than victimized by circumstances beyond their
sphere of control (e.g. parental involvement).

* Collect additional data

The process of determining root cause is a hypoth-
esis forming and testing process. If teachers think exces-
sive absence is a reason for student failure, they will
want to gather any additional data they need to prove
or disprove their hypothesis. If there are students with
excessive absences who are performing well, then the
hypothesis about absenteeism is false. Teachers continue
this process until they believe they understand what the
possible root causes are that fall within their sphere of
actions and design a plan to address those.

Maintaining a log of their hypotheses, the data
they use to verify the hypotheses, and the conclusion
they draw can be helpful to teams if they are doing
extensive data analysis. Tool 8.7 offers one version of a
recordkeeping template to help teams with this work.

e Analyze and summarize data

When teams determine that additional data are
necessary before confirming or disproving their
hypotheses, they will repeat the analysis and summary

* Identify a goal
Once possible causes are identi-
fied, the team sets a measurable goal
for improvement. Goals that are measurable, set within

a specific timeframe, and focused on the results desired

are helpful to focus action planning. Many educators

are familiar with a tool called SMART goals. Another
quality management tool, SMART goals, help team
members set precise targets for their work.

S = Specific

M = Measurable

A = Attainable

R = Results-driven

T = Timebound

Sample SMART goals for teams are below:

e  Reading scores of 11th grade males will improve a
minimum of two grade levels on the Gates-
McGinitie test as a result of participating in the
reading lab program during the 2006-07 school
year.

*  Students scoring below basic on the 2006 math
problem-solving items of the state assessment will
move to proficient by 2007.

*  The number of students enrolled in advanced level
core academic courses in 11th and 12th grades will
increase by 15% each year for the next three years.
The percentage of female, underrepresented, and
high-poverty students will increase by 20% each
year for the next three years.

* Repeat the process

The eight-step data analysis process will be repeat-
ed several times during a single school year. It will be
done once as a schoolwide process when data from
state, norm-referenced, or other forms of high stakes
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assessment are returned to each school. Yet this is not
the only time data are analyzed. Teachers will use this
process when they administer common benchmark
assessments. They can adapt the process for use when
they give any assessment of student learning. For exam-
ple, if teachers give end-of-unit or chapter assessments
to measure student progress between other more formal
assessments, they will analyze data, summarize it, and
identify root causes — what students did not know or
do correctly that prevented them from being successful
on the assessment — before they plan their next unit of
instruction so they know exactly what to include.

From data to action

After the data are analyzed, the controllable root
cause(s) is (are) identified, and the goal is identified,
teams move to the next phase of their work — deter-
mining a course of action. Their plan of action outlines
how they will learn and work together to accomplish
their SMART goal. Action planning includes knowing
how best to use available time in teams to accomplish
the goal and using appropriate planning templates to
guide the decision making. Chapter 9 helps teams iden-

CHAPTER 8

tify possible learning designs for accomplishing their
goal, and Chapter 10 includes planning tools to help
them record their action plans.
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TOOL 8.1

Types of data available

Use the framework below to identify the types of data available in your school.

STUDENT LEARNING DATA DEMOGRAPHIC DATA

PERCEPTION DATA SCHOOL PROCESS DATA
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CHAPTER 8

Student data checklist

Tools For Schools

STUDENT DATA CHECKLIST

ENROLLMENT

Total number of registered students.

GRADE LEVEL

Number of students in special programs (e.g., Title I, LEP, gifted
and talented) broken down by category.

Number of students broken down by ethnicity, language group or
other meaningful categories.

DAILY ATTENDANCE

Average daily attendance of students by grade, grade span, whole
school, or other enrollment category.

Percent of students tardy for classes.

Number of students who have been absent from school 21 days
or more.

MOBILITY/STABILITY

Mobility rate: percent of children who move in and out of a school
during a year.

Stability rate: the percent of students who remain in the same
building for the entire year.

SOCIOECONOMIC STATUS (SES)

Percent of students receiving free or reduced-price lunch.

Average level of parents’ education and/or household income.

Unemployment rates in the attendance area.

STUDENT BEHAVIOR

Number or percentage of discipline referrals or incidents.

Number or percentage of student suspensions and expulsions.

Frequency of gang-related, substance abuse, or other at-risk
behavior.

LIMITED ENGLISH PROFICIENCY

Percent of students with limited English proficiency.

Percent of families who speak English as a second language.

Source: Comprehensive School Reform Research-Based Strategies to Achieve High Standards
by Sylvie Hale (San Francisco: WestEd, 2000). See Page 7 for ordering information.

October/November 2000

PAGE 3
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TOOL 8.3

Data analysis protocol (informal)

What is being measured in these data?

Who is represented in the data pool?

What jumps out in the data on first glance?

Surprises

Expected

What conclusions can we draw at this point?

What other data have we looked at recently that have suggested similar
findings?

What other data might we consider to confirm or disprove these
conclusions?
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TOOL 8.4

Data analysis protocol (formal)

What are we looking at here?

What is being measured in each assessment?

Which students are assessed?

What areas of student performance are meeting or exceeding expectations?

What areas of student performance are below expectations?

Do patterns exist in the data?

How did various populations of students perform? (Consider factors such as
gender, race, and socioeconomic status.)

What are other data telling us about student performance?

How are the data similar or different in various grade levels, content areas,
and individual classes?

What surprises us?

What confirms what we already know?
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Tool 8.5  Crafting data summary statements

NATIONAL STAFF DEVELOPMENT COUNCIL

Tools For Schools

EXAMPLE

Crafting data summary statements

Data summary statement:
Fourth-grade Vietnamese immigrant

boys are underachieving in science. . s . _ " " .
4 = Comments to facilitator: This activity will assist the team in focusing on what it

has learned from the data it has collected about the school. As the team compares
this data to its vision for the school, it should be able to identify the steps the school
needs to take to reach identified goals.

Evidence:
Achievement scores, teacher
observation, and chapter (textbook)

tests. . ) .
Materials: Several copies of the data summary sheet, various data sources, chart

paper, markers, pens.

Why questions:

Q: Why do 4" grade Vietnamese Directions
immigrant boys underachieve in
science! 1

A: They have difficulty with English
language. (Supporting data or
facts: language assessment.)

. Complete the Data Summary Sheet (see Page 5) for each of your data sources. Be
as complete as possible. Think about other possible summary tables that might
also be created. For example, after completing the sample data summary sheet,
you may notice that girls in 4" through 6" grades are underachieving in
mathematics. You could create another data summary table in which you break

Q: Why does the fact that Vietnam- out the girls by ethnicity to see if a pattern emerges.

ese boys have difficulty with
English contribute to low perfor- 3
mance in science?

. Summarize the data by writing a statement based on the data. As you review the
data, consider:

They have difficulty understanding
the concepts and applying them in

practice. (Supporting data or facts:

Which student sub-groups appear to need priority assistance, as determined by
test scores, grades, or other assessments? Consider sub-groups by grade level,
ethnicity, gender, language background (proficiency and/or home language),

observation and student input.)

Q: Why do 4* grade Vietnamese
immigrant boys underachieve in
science?

A: Curriculum does not match
assessment. (Supporting data or
facts: Curriculum is based on
1985 framework, assessment is
based on 1995 framework.)

Q: Why does the mismatch
between curriculum and
assessment contribute to the
low performance in boys!

A: There is mis-alignment between
what is taught and what is being
assessed. (Supporting data or
facts: comparison of 1985 and

1995 frameworks.) Upon further

examination, all students are
having some difficulty in science.

October/November 2000

categorical programs (e.g., migrant, special education), economic status,
classroom assignment, years at our school, attendance.

* In which subject areas do students appear to need the most improvement? Also,

consider English language development.

¢ In which subject areas do the “below proficient” student sub-groups need the
most assistance?

* What evidence supports your findings?

3. For each data summary statement, brainstorm all the possible reasons why the
data show what they do. For each reason, identify data or facts that support that
assertion. If no data exist, determine how to locate data that would support the

assertion. Continue asking “why" until the root cause of the problem or need has

been identified.

Source: Comprehensive School Reform Research-Based Strategies to Achieve High Standards

by Sylvie Hale (San Francisco: WestEd, 2000). See Page 7 for ordering information.

PAGE 4
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Tools For Schools

MNATIOMNAL STAFF DEVELOPMENT COUNCIL

Data summaries

Data type:

(e.g., enrollment, student achievement, total, attendance, student achievement reading)

Data source/measure:

(e.g., SAT9, school records, staff survey)

What the numbers represent:
(e.g., percentage of students below grade-level; number of students higher than 4 on district math assessment; percentage of students who say they like to read)

Grade Level

STUDENT
CHARACTERISTIC

ETHNICITY

Total

African-American

Asian/Pacific Islander

Caucasian

Hispanic

MNative American
Other

Male

Female

Low-income

Mot low-income
LANGUAGE ABILIT

I

Fully proficient

Limited proficient

MNeon-proficient

English only
SPECIAL POPULATIONS

Migrant

Title | Target Assist

Special education

Preschool
After-school
Other
Other

Write a statement summarizing the data collected above. A data summary statement or need statement does not offer a
solution nor does it describe a cause or lay blame.

Source: Comprehensive School Reform Research-Based Strategies to Achieve High Standards = e ber 2000
by Sylvie Hale (San Francisco: WestEd, 2000). See Page 7 for ordering information. DVEMDEr £UU J

PAGE 5
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TOOL 8.6

Fishbone diagram

his quality management tool was developed by Kaoru Ishikawa and is sometimes

called the Ishikawa Diagram or the Cause-Effect Diagram. It is designed to help

take results from data analysis and to identify possible root causes for identified
problems. Data identify the problems. They do not identify the cause of the findings
until further analysis is conducted. It is through analyzing the probable root causes that
teams will find their leverage point.

To use the Fishbone Diagram to identify possible causes of an identified problem,
write the problem or current state, in specific terms, in the head of the fish. On the big
bones of the fish list major factors that might contribute to the current situation. For
example, 65% of the male students are reading two or more grades below level. Some of
the major factors related to this problem might be instruction, availability of reading
materials, learning styles, and curriculum. It is possible to consider other areas such as
demographics, parent involvement, etc.; however, spending time working in these areas
may not yield actions that school staff can take to address the identified problem. It is
important to note that there are external areas of concern, such as the number of male
students who live in households headed by females. Yet, this area is not one teachers can
change. While it is possible to influence it in some way, identifying this as the root cause
leaves teachers little room to act. It is helpful, therefore, to focus the bulk of the root
cause analysis on areas of influence, those areas school staff can directly impact through
their actions and interactions with students each day at school.

On the small bones of the fish, the team identifies specific areas related to the major
factors. For example, availability of reading materials, teachers might write classroom and
library reading materials of interest to male students. After identifying as many specific
factors as possible, team members circle or mark those factors they believe have the great-
est impact on the current state. In essence, they are formulating hypotheses about what
might be causing the current state. For example, a hypothesis might sound like this: In
classrooms where there are reading materials on topics of interest to males and where stu-
dents have easy access to these materials, male students’ reading scores are higher than in
classrooms where this type of resource is not readily available.

Teams then examine additional data to confirm or disprove their hypotheses until
they find one or two that hold up. It is from these hypotheses that they begin their
action planning. If in fact the above hypothesis was confirmed, their actions would cen-
ter on how to make more high-interest reading materials easily accessible to male stu-
dents.

The next page has a blank fishbone diagram template for teams to use with their

own problems.
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TOOL 8.7

Hypothesis-testing record keeping sheet

Use this form to record hypotheses about root causes, other data sources to check to confirm or disprove each

hypothesis, and to indicate if this hypothesis is confirmed or disproved.

Hypotheses about root causes Other data sources to check Confirm Disprove
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Tool 9.1 Peeling a standard. 2 pages

Tool 9.2 Common assessment planning tool. I page

Tool 9.3 Teamwork on assessments creates powerful professional development. 7 pages
Tool 9.4 Group wise: Strategies for examining student work together. 2 pages

Tool 9.5 Success analysis protocol. 2 pages

Tool 9.6 Descriptive review process. I page

Tool 9.7 Collaborative assessment conference. 3 pages

Tool 9.8 Teacher research leads to learning, action. 6 pages

Tool 9.9 Lesson study. 8 pages

Tool 9.10  Profile of Bill Jackson. 3 pages

Tool 9.11 Process: Select the strategy that works for your context and content. 7 pages

Where are we?

Teachers in our school prefer to work independently on tasks associated with their

classroom.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers in our school work collaboratively on most tasks related to teaching and
learning.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

In our school, professional development is typically a whole school experience.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Most teacher professional development occurs outside the school day and year.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Working collaboratively

ollaborative work among teach-
ers can be rewarding and pro-
ductive. It can also be messy and
challenging. When teachers
know about a variety of ways to
structure their collaborative time
to meet their agreed-upon goals,
they are far more likely to use time effectively.

This chapter looks at some of the decisions related
to teamwork. Some of these decisions are dependent
upon what the team wants to accomplish while others
are dependent on the team’s preferences. If a team wants
to study various ways to teach students to write persua-
sive text, teachers have several options. They can engage
in outside-in or inside-out learning

Outside-in learning. With the Outside-In option,
someone from outside the school tells teachers how to
teach students to write persuasive text. This person typi-
call is the best expert outside the school available,
affordable, and willing to help teachers learn how to
teach persuasive writing to their students. Usually the
expert who arrives provides teachers with some instruc-
tional strategies to use in their classrooms and less fre-
quently helps teachers know more about persuasion and
students’ developmental capacity to engage in persuasive
thinking. Most teachers have extensive experience with
outside-in professional development. This more tradi-
tional and often formal method for teacher learning has
been practiced in schools for a long time.

Another version of outside-in learning occurs when
a teacher leaves school to gain knowledge and skill
about teaching persuasive writing and carries that

CHAPTER @

knowledge back into the school.

Inside-out learning. The Inside-Out option
involves teachers coming out of their classrooms to
work collaboratively inside schools to learn and grow as
professionals. Teachers are less familiar with this form of
professional learning because they have less experience
with it. Collaborative forms of professional learning are
less formal and directed by teachers themselves. This
chapter explores three forms of collaborative profession-
al learning and points readers to resources about others.

Once teams develop goals for their work, they craft
a plan of action to accomplish those goals. These plans
define the content of teacher learning. What is it teach-
ers need to know and do if students are to achieve the
goals established? This is the key question. The learning
content is defined by the goal; teachers themselves
determine the learning processes. Yet, many teachers
have not had access to self-directed forms of profession-
al learning. They are more familiar with designs for pro-
fessional learning that are done to them rather than by
them.

This chapter outlines several models for profession-
al learning that are designed for teachers learning in
teams. They are processes for teachers to deepen their
content knowledge and expand their repertoire of con-
tent-specific instructional strategies. What is important
to note is that this form of professional learning repre-
sents a part of a comprehensive professional develop-
ment program. Albeit learning in teams is the largest
portion, collaborative professional learning is, of course,
supplemented with learning from experts, participating

in conferences, and other forms of more formal profes-
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sional development.

Rick DuFour, a leading authori-

Peeling a standard

ty on professional learning commu-
nities, indicates that teachers have

TeoLED

Common assessment planning tool
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several essential tasks to do when

they come together to work in teams.
The first is to clarify what students
are expected to learn. Secondly, they
develop common assessments. Lastly,
. . . -
they determine what interventions =
they will create to assist students who
have not met with success (2005).

CE T

fy
|

Teams members working togeth- I
er can accomplish all three of these
tasks. This is where the genuine value Tool 9.1

of collaborative professional learning

emerges. Teams choose from an array

Tool 9.2

of learning strategies that will help

them accomplish the goals they
intend to achieve, deepen their con-
tent knowledge, expand their profes-
sional practice, and accomplish their
work more expeditiously.

Determining student learnings
One essential function of a
learning team is to determine what
students are expected to learn. This
occurs by reviewing, studying, and
analyzing the core content curricu- - -

learning and can compare it to their
own processes. They learn what
aspects of a concept other teachers
stress and how much.

Common assessments are tools
that teachers develop together to
assess student learning. Teachers use

e s s common assessments to ensure that

they have common expectations
about student work and consistency
in student learning. Teachers in
cross-grade-level or course teams can

develop common assessments to use

lum standards and the district cur-

riculum guides to identify essential Tool 9.3
learnings. Tool 9.1 outlines a process to
determine the specific content and skills embedded
within the standards. With this information in hand
along with some assessment of students” current under-
standing of the learnings, teachers can then determine
what to teach, in what sequence, and to what depth and
scope. NJDOE has developed a number of resources to
assist teachers and curriculum developers to identify
their content and skills in the NJCCCS. The resources

can be accessed at www.state.nj.us/njded/aps/cccs/

Using common assessment

By developing, administering, and scoring common
assessments, teachers can learn a great deal. They learn,
for example, how to calibrate their expectations against
those of other teachers teaching the same grade or

course. They learn how other teachers assess student

frequently or periodically throughout

the school year. For example, Algebra

teachers might invite Geometry
teachers to join them in developing a common final
examination for all Algebra classes since Geometry is
the course that most students would take next. Fifth-
grade teachers might work together to develop common
assessments in social studies for their students. Teachers
of foreign languages might meet with their partners in
other district schools to develop common semester and
final exams for their students. Tool 9.2 will help teach-
ers think about some critical decisions they make when
they construct classroom assessments. Tool 9.3, a /SD
article written by Jay McTighe and Marcella Emberger,
offers several ideas about how to collaborate on the
development of assessments.

By developing common assessments, teachers clari-

fy their expectations for students, determine what good
work looks like, clarify their understanding of the stan-
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dards, and expand their assessment literacy. However,
developing the assessments is only one part of the
process of using common assessments. A second part is
administering the assessments. Teacher establish some
agreements about the window of time in which students
will complete the assessments and prepare some general
agreements about teachers role in the assessment and
accommodations for students who require them. With
these agreements in hand, teachers then engage students
in the assessment and move to the third step of com-
mon assessments.

The third step is scoring the assessments. This is
done individually, in a team meeting, or shared by team
members. When teachers are able to score each other’s
assessments or to score them together, they develop a
deeper understanding of their students’ learning. A rec-
ommended way to score common assessments is to have
each team member bring several completed assessments
to a team meeting and to score those together using a
common rubric or scoring guide. By doing this, teach-
ers can adjust or modify the scoring guide before they
score all their students’ work, and they can calibrate
their scoring to each others to increase consistency.

The last step — the most important step of the
process of using common assessments — is reviewing
the results and making instructional and curriculum
decisions based on the results. For example, if teachers
find that a large percentage of students have missed a
key aspect of the assessment, they can plan together
how to go back to review and reteach. If teachers find
that one teacher’s students outperformed another’s, they

can talk about the instructional processes and resources

used by teachers and identify what contributed to the
success and plan for how all teachers will integrate the
successful strategies in their classrooms.

Common assessments can be the core function of a
collaborative professional learning team in which teach-
ers complete multiple cycles of developing assessments,
scoring them, and making instructional decisions based
on the results.

Examining student work

Similar to, yet different from using common assess-
ments, is examining student work. Teachers can learn a
tremendous amount by looking at work produced by
their students and at assignments teachers used to initi-
ate the work. Examining student work is a process of
bringing one or more samples of student work to the
table and using a protocol or discussion guide to com-
ment on the work. As teachers examine their own or
their students” work, they deepen their understanding of
how students learn, how their colleagues structure learn-
ing assignments, and which students meet with success.
These are only a few of the benefits of examining stu-
dent work. Tool 9.4, an article in Zools for Schools by
Joan Richardson, is a brief overview of what is involved
in examining student work.

Three protocols are included for examining student
work. The Success Analysis Protocol (Tool 9.5) looks at
the strengths of student or teacher work. The
Descriptive Review Analysis (Tool 9.6) looks more
deeply at a piece of work. The Collaborative Assessment
Conference (Tool 9.7) takes the Descriptive Review
protocol a bit further. For teams with little or no experi-
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ence working collabora- Stage of development

tively, the three protocols

included in this chapter are

Formi
recommended as a starting omng

point to both build a col- Storming/forming
laborative culture and to Performing

maintain some safety in

Safety | Structure | 35S, it is helpful to create
level level structure to help teacher
High High meet with success early on.
In this way, teachers do not
High Mid have to guess about what
Llow Low to do. When schools have a
culture that supports col-

the process. Other more complex protocols that call for
critical feedback can be added after the team has devel-
oped a sense of comfort with one another and the
process of sharing their own and students’ work pub-
licly.

Knowing when to use structures that ensure greater
safety in the collaborative process is not a science.
Sometimes when collaborative professional learning is
new to a school staff, it is advisable to let teachers deter-
mine the degree of structure they want initially. In other

laboration and teachers who are more familiar with col-
laborative work, teachers can determine how they want
to learn together.

However, if a team is in the forming stage, it is
advisable to use learning strategies that have higher
structure to ensure safety and success.

When a team progresses through the stages of team
development, it is advisable to let the team make more
decisions about how they will work together because
making decisions about process as well as the content of

At the Northern Valley School District

The Northern Valley School District in Demarest, N.J., offers teachers opportunities to engage in alternative
professional development as a part of the district’s differentiated supervision program. Differentiated supervision
gives each staff member an opportunity to develop a plan for professional growth based upon his or her own
needs. It is designed fo empower staff members fo take responsibility for their professional leaming and to foster
productive infro- and inferdepartmental relationships and trust and to allow the supervisor to step into the role of
coach, menfor, and resource person.

Models of professional development available to teachers include action research, collegial partnerships for
specific projects related to teaching and learning, mentoring, peer coaching, interactive journals, portfolios, and
other options. Integrating collaborative professional learing into the traditional professional development and
supervision process is one way to embed if info roufine systems.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Working collaborafively

CHAPTER @

their work are ways a team becomes g

high-performing.

Conducting action research

Action research is another collab-
orative learning process that supports
teachers in learning from their own
work.

Action research is a systematic
research study that teachers design and
conduct in their own classrooms and
schools about their work. Teachers
form questions, gather data, analyze

data, and reach conclusions based on

Lesson study invigorates
math coach — and his school

B

Select the unesegy that wavks

PROCESS

pour cowsens amal combent

Lei mme taives

Tools For Schools.

their own work. Action research allows
Tool 9.10
teachers to examine the impact of their

teaching practices and to understand how context influ-
ences the results they achieve.

Tool 9.8, an article from 7ools for Schools, outlines
the action research process and provides some tools
teachers might use while doing action research in their
classrooms. Action research is especially powerful when
a team of teachers gathers data about the same or relat-
ed questions and combines data to create a cross-class-

room research study.

Engaging in lesson study

Lesson study is yet another powerful form of col-
laborative learning. In lesson study, a group of teachers
come together to design a lesson, observe their jointly
designed lesson taught by one of the team members,
debrief the lesson, and revise it. Through this process,
they develop a deeper understanding of both content
and pedagogy. Lesson study makes public the work
teachers do each day in isolation. As a result, they gain
new understanding about how students learn and about
how the instructional decisions they make in planning

Tool 9.11

influence students” success. Tool 9.9, Lesson Study, an
article by Joan Richardson published in 7o0/s for Schools,
provides useful resources to assist teachers with con-
ducting lesson studies.

Tool 9.10, an article from Teachers Teaching
Teachers, highlights the lesson study work Bill Jackson
leads in Paterson School District in Paterson, New
Jersey.

Tool 9.11 offers an overview of 21 designs for pro-
fessional learning. Many of the 21 designs are appropri-
ate for collaborative professional learning teams. Teams
that know how to structure their time, choose designs
appropriate to their goals, and use a variety of designs
over time are more satisfied and productive.

Reference

DuFour, R. (2005). What is a professional learn-
ing community? In DuFour, R., Eaker, R. & DuFour,
R. (Eds.), On common ground: The power of professional
learning communities, pp. 31-43. Bloomington, IN:
National Education Service.
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TOOL 9.1

Peeling a standard

Peeling a Standard helps teachers better understand how the core curriculum
content standards and the cumulative progress indicators are used to make
instructional and assessment decisions. Teachers can identify essential learnings
(content and skills) for their own level by examining the strands within the core
curriculum content standards and the cumulative progress indicators for each
strand for the grade levels below and above their current grade level. When
teachers know what students are expected to know and be able to do in order to
demonstrate cumulative progress indicators, they can focus instruction and
assessment on essential learnings. For example, in this example, a team of 3rd-
grade teachers addressing Standard 6.6 studies the 2nd and the 4th grade cumu-
lative progress indicators for that standard to identify prior and future student
learning. With this knowledge, they can identify key learnings to include in their
3rd grade curriculum to ensure that students are able to demonstrate the 4th
grade cumulative progress indicators by the end of 4th grade.

Grade Level: 3rd Content: GEOGRAPHY

STANDARD 6.6 (Geography)

All students will apply knowledge of spatial relationships and other
geographic skills to understand human behavior in relation to the physical
and cultural environment.

Descriptive statement: The study of geography is based on the principle that
thinking in and understanding spatial terms will enable students to understand
the many relationships of place, people, and environments. By taking an active,
questioning approach to the world around them, students learn to devise their
own mental world-view. As students engage in critical thinking to interpret
patterns in the evolution of significant historic events and the movement of
human populations on the Earth’s surface, their understanding of geography,
history, economics, and civics deepens. Furthermore, the use of geographic tools
and technology assists students to understand the reasons for, and the economic,
political and social consequences of, human impact on the environment in

different areas of the world.
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Peeling a standard

CHAPTER @

Strands

2nd grade cumulative progress
indicators

4th grade cumulative progress
indicators

3rd grade essential
learnings
(content and skills)

A

1. Explain the spatial concepts of
location, distance and direction,

1. Use physical and political maps to identify
locations and spatial relationships of places

}Norldf I including: within local and nearby communities.

:::n’:: 9% |« The location of school, home, 2. Describe and demonstrate different ways
neighborhood, community, state, fo measure distance (e.g. miles, kilometers,
and country fime).

* The relative location of the 3. Esfimate distances between two places on
community and places within it a map using a scale of miles.

* The location of continents and | 4. Identify the major cifies of New Jersey, the
oceans United States, and the world.

2. Explain that the globe is a 5. Identify the major countries, continents,
model of the earth and maps are | bodies of water, and mountain ranges of the
representations of local and distant | world.

places. 6. locate time zones, latitude, longitude, and
3. Demonstrate basic globe and | the global grid.

map skills.

B 1. Describe the physical features of | 1. Identify the physical and human

Pl places and regions on a simple characteristics of places and regions in New

aces

and scale. Jersey and the United States (e.g. landforms,

regions 2. Describe the physical and climate, vegefation, housing).
human characterisfics of places. 2. Explain changes in places and regions

over time and the consequences of those
changes.

3. Describe the geography of New Jersey.

4. Discuss factors involved in the development
of cities [e.g. fransportation, food,
marketplace, religion, military protection).

C 1. Recognize that the relationship | 1. Describe the basic components of the

. of the Earth to the sun affects Earth’s physical systems, including landforms,

Physical - : ) .
weather conditions, climate, and water, erosion, weather, and climate and

systems . -
seasons. discuss their impact on human development.

D 1. Identify the types of 1. Describe the development of transportation
fransporfation used fo move goods | and communication networks in New Jersey

Human .

systems and people. and the United States.

2. Identify the modes of 2. Identify the distribution and characterisfics
communication used fo fransmit of populations for different regions of New
ideas. Jersey and the United States.

E 1. Describe the role of resources 1. Differentiate between living and non-iving

. such as air, land, water, and plants | natural resources.

Environ- | . : -
in everyday life. 2. Explain the nature, characteristics, and

ment and : ) e

. 2. Describe the impact of weather | distribution of renewable and non-renewable
society

on everyday life.

3. Act on smallscale, personalized
environmental issues such as
littering and recycling, and explain
why such actfions are imporfant.

resources.
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Tool 9.2 Common assessment planning fool

Common assessment planning tool

Use this planning tool as you consider the major decisions associated with constructing student assessment.

CHAPTER @

TOOL 9.2

Content and skills to
be assessed

NJCCCS/CPI

Level of
understanding to be
assessed, e.g.
knowledge,
comprehension,
application, analysis,
synthesis, evaluation
or another taxonomy
of understanding

Form of
demonstration
(written, oral,
combination, graphic,
etc.)

Format of assessment
(constructed
response; true-false;
multiple choice;
demonstration, etc.)

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Tool 9.3 Teamwork on assessments

theme / assessmenT

ON ASSESSMENTS
CREATES

'\ POWERFUL

PROFESSIONAL

DEVELOPMENT

CHAPTER @

BY JAY McTIGHE AND MARCELLA EMBERGER

eacher collaboration is
a powerful form of
professional learning.
One focus for collabo-
rative efforts is design-
ing assessments. When teachers design
assessments, give each other feedback
through peer reviews, evaluate student
work, and plan together for improve-
ment, they are engaged in highly
effective professional development.
ASSESSmEntS haVE wWo commaon
purposes. One purpose is evaluation.
Many teachers think assessment is
summative, something done at the
end of instruction to evaluare whart
students have learned and to give
them a grade.
38 JsD

WINTER 2006 WWW.NSDC.ORG

VOL. 27, NO. 1
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A second purpose of assessment is
closer to the teaching-learning
process. Rick Stiggins (2002) distin-
guishes between the two purposes as
assessment of learning
(summarive/evaluative) and assess-
ment for learning (ongoing, formative,
and informative). Assessments for
learning are diagnostic rather than
summative. They give both teachers
and students feedback to help guide

JAY McTIGHE is an author and educational
consultant. You can contact him at (410)
5311610 or e-mail: jmctigh@acl.com.
MARCELLA (MARCY) EMBERGER is an
educational consultant. You can contact her
at (410) 225-7996 or

e-mail: marcyemberger@earthlink.net.
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Tool 9.3

their actions — revising, reteaching,
focusing pracrice.

Ongoing assessments are a vital
part of the teaching-learning cycle.
Withour continuous assessment, stu-
dent learning is limited ro a one-shot,
hit-or-miss event — maybe they get
it, maybe they don't. Ongoing assess-
ments give teachers feedback so they
can adjust their instruction. Ongoing
assessments help students focus their
efforts. The most effective teachers use
assessments for learning in addition to
evaluation.

FORM AND FUNCTION
The formar of assessments should

match the goals being assessed and

MATIONAL STAFF DE

ELOPMENT COUNCIL
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Tea mwork on assessments

the reason for assessing.

How does a teacher know that
students really understand? The evi-
dence is there when students can
apply whar they are learning ro new
situations and explain their responses
(show their work, support their rea-
soning, justify their answers).

Performance assessments that use
real situations that reflect the world
beyond the classroom are called
“authentic.” These tasks are rypically
open-ended to allow students more
choices and to encourage a variety of
responses, but they still are judged
against established criteria.

Because classroom, school, and

district assessments are less influenced

(800) 72

INSSASSY / 9LUBY)
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Tool 9.3

theme / assessMeNT

Teachers use three
strategies to collaborate to
develop performance tasks

40 Js5D

and assignments.

Tea mwork on assessments

by the factors that constrain standard-

ized tests (large-scale implementation,

limired time, etc.), teachers can use
pcrf(}rmancc Assessments bUth fﬂr
both diagnosis (feedback) and evalua-
tion. Of course, reachers can and
should also use other assessments such
as selected-response quizzes and tests,
observations, and portfolios of stu-
dent work to provide a complete pic-
ture of a student’s learning,

Once reachers have recognized the
value of performance assessments,
they face the challenge of finding or
creating tasks and scoring rubrics.

Teachers use three strategies to
collaborate to develop performance
tasks and assessments:

1. Collaboratively design tasks and
assessments based on desired
learning results.

2. Have peers review tasks and
assessments for feedback on
designs.

3. Conducr a group evaluation of
student work elicited by the rasks.

STRATEGY 1:
Collaborative design

Step 1: Form the group

Anyone can encourage a group to
form to work collaboratively to design
performance tasks and assessments,
give feedback, and produce a portfolio
of usable perform-
ance assessments.
The optimal group
size is three to five
people teaching the
same grade level or
subject area. They do not need to be
me th(’ same SChOUI or even th('
same district. Some teams thart cross
subject areas may collaborate to devel-
op multidisciplinary performance
tasks.

Step 2: Meet as a team

A facilitator helps participants
address:
1. The goals or content standards

being assessed.
2. The task students will perform to

WINTER 2006 VOL. 27, NO. 1

Assessing understanding

CHAPTER @

A primary goal of teaching is to help students understand the important
ideas and processes identified in content standards. Classroom, school, and
district assessments should provide evidence of student understanding.

While it makes sense to familiarize students with the format of state stan-
dardized tests, fixating on the format is counterproductive in the long run.
The best way to raise test scores over time is to:

1. Teach the key ideas and processes outlined in content standards in mean-
ingful and engaging ways (this assumes the test is aligned with stan-

dards);

2. Use local performance-based assessments (more rigorous than oneshot,
standardized tests) to find out whether students understand the content;

3. Raise the standards and quality of local assignments and assessments
using the processes outlined here; and

4. Use the results of ongoing, authentic assessments and other evidence to
plan improvements, rather than waiting for the once-a-year standardized

test score report.

demonstrate their understanding
and proficiency.

3. The criteria by which the stu-
dent’s performance will be judged.
Step 3: Decide which
standards to measure
Each team, guided by the facilita-

tor, decides which goals or content

standards can appropriately be

assessed. Not every goal requires a

pcrfurmance assessment. PchDrm:mcc

assessments are needed when the goals
are procedural (involve skills or
processes, such as problem solving) or
call for students to understand con-
cepts and principles. For example, if
the standard expects students to be
able to identify state capitals or to
know chemical symbols, multiple-
choice or fill-in-the-blank formats
provide appropriate evidence of learn-
ing.

Step 4: Create a task

Teachers develop an authentic sit-
uation through which students will
demonstrate their knowledge and
skills. The team can brainstorm tasks
using the G.R.A.S.PS. framework

(Wiggins & McTighe, 1998):

Goal: What is the purpose, chal-
lenge, or problem (to persuade, to

WWW.INSDC.ORG
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inform, to entertain, to sell)?

Role: Whart real-world role will
the student assume (editorial writer,
museum director, artist, business
owner)?

Audience: For whom is the stu-
dent working (newspaper reader,
museum visitor, viewer, client/cus-
tomer)?

Situation: What is the situation
or context (a controversial community
issue that must be resolved)?

Product/Performance: What will
students make or do to accomplish
the goal (a letter to the editor, display,
mural, business proposal)?

Standards: How will the product
or performance be judged as success-
ful?

Step 5: Develop evaluative

criteria

The team develops criteria that
teachers and students will use to
appraise students” work on the per-
formance rasks. For most complex
performance tasks, designers should
use three types of criteria:

1. Criteria to assess the degree of
und(r;ramfing or pmﬁrimgr (accuracy,
thoroughness, thoughtfulness, effi-
ciency).

MNATIONAL STAFF DEVELOPMENT COUNCIL
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Tool 9.3  Teamwork on assessments CHAPTER @
2. Criteria to assess work quality sample assessment tasks and rubrics. —+
(well-crafted, mechanically correct, The skills aniving and receiving g-
skilled, neat, creative). feedback need to be modeled and 3
3. Criteria related to impact or practiced before initiating the process o
result (Was the letter to the editor with teachers’ own designs. e
persuasive? Was the museum display Peer review is more successful &
informative? Did the scientific inves- when: E
tigation actually test the hypothesis? 1. Feedback is specific, descrip- 2
Was the role play convincing?). tive, and guided by the criteria in %
These criteria are the basis for design standards. For example, -
developing a scoring rubric. The per-  instead of saying, “We liked your per-
formance scale — for example, one formance rask,” a group member
to four — includes descriptions of might say, “The task is authentic
the level of understanding, proficien- because it asks students to apply their
cy, work quality, and impact. knowledge in a ‘real world” way.”
2. Feedback is not personalized.
STRATEGY 2: The reviewers provide feedback to
A peer review process help improve the task and rubric and
We rarely review and critique do not praise or criticize
units and assessments teachers have the designers. Excerpted from
designed. Structured peer reviews, 3. The designer lis- Powerful Designs
guided by design standards, can help  tens to the feedback and  for Professional
teachers improve designs. asks clarifying ques- Learning, edited by
Peer review teams can be homo- tions. Designers should Lois Brown Easton
geneous — based on content areas or  not try to explain or (Oxford, OH:
grade levels — or heterogeneous. defend their work. After NS[_)C' 2004).
Both have advantages. In general, the peer review, designers Available thrnulgh
7 ; the NSDC Online
homogeneous groups provide more can decide whether to ;
i 7 R Bookstore, http://
specific feedback about content-ori- incorporate the feedback. store.nsdc.org,
ented criteria, such as whether a task 4. Meetings stay on
martches content requirements (task schedule. Participants
validity) and is authentic (related to must guard against tangential discus-
life outside the classroom). sions or sidebar conversations.
Heterogeneous groups can provide
information about whether the task is ~ STRATEGY 3:
clear, porentially engaging to stu- Anchor evaluation
dents, and easily implemented. in student work
Administrators and teachers who When teachers use common per-
have not helped design the task are formance assessment tasks and
useful members of the review ream. rubrics, they collect data in the form
Groups of three to five members of student products and performanc-
work well. es that can be used to determine how
For peer review to be successful, well students understand what they
team members must have a high level  are learning. Focusing on student
of trust so they feel safe when giving work increases teachers’ ownership of
and receiving feedback. Crearing student achievement since the work
trust takes time and is built in part is a result of their own curriculum,
through practicing the skills of pro- assessment, and teaching.
viding descriptive, non-evaluative Step 1: Reconvene teams
feedback. Reconvene the teams that
One method for building trust is designed the performance assessments
practicing peer review sessions using and rubrics after teachers have had a
NATIONAL STAFF DEVELOPMENT COUNCIL (800) 727-7288 VOL. 27, NO. 1 WINTER 2006 JSD
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theme / assessmenT

Anchors give teachers and
students clear targets that
help guide their work.

42

Tea mwork on assessments

C]'Ial'lce o use rhCITI iﬂ thc classroorn.
Each teacher should bring five to
eight randomly selected samples of
student work resulting from the
assessments, with enough copies of
each sample for every team member.
If the assessment required a perform-
ance, it should be ready to view on a
videotape or listen to on an audio-
tape. The sample student work should
not have a visible score.

The teams examine the student
work to be able to
describe, rather than
score or grade it, so
that those who creat-
ed the performance
assessments and rubrics can make
adjustments thar are likely to improve
the results.

Step 2: Describe the student

work on the performance task

Working with one performance
assessment and resulting student work
— one sample at a time — each team
describes whar is in students’ work. A
recorder makes notes on chart paper
so the group can use comments later.
The group asks itself to:

Describe:

*  What knowledge and skills are
assessed?

*  Whar kinds of thinking are
required (recall, interpretation,
evaluation)?

*  Are these the results | (we) expect-
ed? Why or why not?

* In whar areas did the student(s)
perform best?

*  Whar weaknesses are evident?

*  Whar misconceptions are
revealed?

= Are there any surprises?

*  What anomalies exist?

* s there evidence of improvement
or decline? If so, what caused the
changes?

Evaluate:

* By what criteria am I (are we)
evaluating student work?

*  Are these the most important cri-
teria?

WINTER 2006 VOL. 27, NO. 1

Facilitator's checklist

CHAPTER @

To help ensure the design process is successful, the facilitator should:

1. Use computers when designing tasks and rubrics to make editing and dis-
tributing them easier. Meet in or near a media center or computer lab

with Internet access.

2. Provide teachers with relevant resources to support their design work. For
example, have content standards documents and curriculum frameworks
on hand, and provide sample tasks and rubrics to serve as models.

3. Help teachers use Internet resources related to assessment. Teachers are
masters at adapting ideas and can build on others' ideas rather than start-

ing with a blank slate.

4. Schedule multiple opportunities for the group to meet for informal sharing
and feedback sessions throughout the design process. A formal peer
review session toward the end of a design workshop should not be the
only opportunity for feedback. A gallery walk offers a practical and ener-
gizing way to share and get feedback during any part of the process. For a
gallery walk, design teams post their draft performance tasks and rubrics
on a wall and participants view the works in progress, offering feedback
and suggestions anonymously with sticky notes posted to the charts.

*  How good is “good enough”
(what is the performance stan-
dard)?

Interpret:

*  What does this work reveal about
student learning and perform-
ance?

*  Whar patterns are evident?

*  Whart questions does this work
raise?

* s this work consistent with other
achievement dara?

*  Are there different explanations
for these results?

Identify improvement actions:

*  Whar teacher action(s) are needed
to improve learning and perform-
ance?

*  Whar student action(s) are needed
to improve learning and perform-
ance?

*  Whart parent action(s) will sup-
port improved learning and per-
formance?

After abour 15 minutes of
describing, evaluating, and interpret-
ing the work, the group is ready to
anchor the work to the scoring levels
on the rubric.

WRWINSDC,ORG
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Step 3: Anchor the work

The next step for the reconvened
teams is anchoring. Anchoring means
selecting examples of student work to
represent each of the score points on
an evaluation scale. These examples
illustrate the quality or proficiency
expected at each level based on estab-
lished criteria. Anchors help teachers
understand and apply the criteria and
standards consistently when they eval-
uate student products or performanc-
es. Anchors give teachers and students
clear targets that help guide their
work and help students understand
and apply the criteria when they are
evaluating themselves or doing peer
evaluations.

There are two models for anchor-
ing the scoring system for perform-
ance assessments.

Model 1 uses established scoring
criteria on the rubric, and each team
evaluares student responses, products,
or performances according to the pre-
set criteria. Next, the group sorts stu-
dent work by score. The group then
selects responses, products, or per-
formances for each score point that

NATIONAL STAFF DEVELOPMENT COUNCIL
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Design standards

Tea mwork on assessments

Design standards define the qualities of effective curriculum and assess-
ment. Design standards are a reference point during design to be sure the
assessment meets the standards, to help teachers review and refine drafts, and
which can be used by independent reviewers (such as a curriculum committee)
before assessments are distributed to other teachers.

The Maryland Assessment Consortium developed these design standards:

To what extent does the performance assessment task:

1. Assess student performance on the identified content standard(s) and

benchmarks?

2. Establish a meaningful context based on issues, problems, themes, or

student interests?

w
.

Require the student to apply thinking skills or processes rather than
merely recall factual information?

4. Establish criteria linked to the standards/benchmarks for evaluating

student products and performances?

5. Contain activities likely to engage students?

6. Provide clear, unambiguous directions to students?

7. Contain accurate and credible information?

8. Use interrelated activities to achieve its purpose?

9. Allow for easy use in the classroom?

10. Provide feedback to teachers and students about identified goals or

content standards?

11. Integrate subject areas?

12. Provide opportunities for students to reflect on and self-evaluate their

performance?

13. Allow students to revise?

14. Allow for a choice of products or performances?

15. Use technology appropriately?

illustrate the criteria for that score.
With only five to eight samples, the
group may not find an example for
each score. Use Model 1 when a per-
formance rask and the scoring
rubric(s) have been validated rhmugh
field resting, reviews, and revision.
Model 2 uses student responses,
products, or performances to identify
or refine the scoring criteria. The
group sorts student responses into
three (high, medium, low) or four
(excellent, good, fair, poor) levels

NATIONAL STAFF DEVELOPMENT COUNCIL

based on general quality. The group
reviews each set and determines the
distinguishing characteristics of the
responses. They then develop criteria
for each level and select several
responses to illustrate those eriteria.
Use Model 2 when a task has been
used for the first time and no rubric
exists or the rubric is a draft.

The reconvened teams evaluate
the student responses, products, or
performances. The team member sub-

mitting the performance assessment

(800) 727-7288
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theme / ASSESSMENT

Ultimately, students
benefit when educators
work together on

assessments.

Tea mwork on assessments

and rubric for anchoring does not
share the scores the samples received.

At the same time, teams should
examine the performance assessment
task itself, parricularly the directions
given to students, to see if the direc-
tions lead students to produce the
desired outcome. Task directions that
are vague or misleading may cause
students to prepare a response that fits
neither the intention of the task nor
the criteria on the rubric.

Tips for successful anchoring

1. Use anchoring to refine per-
formance standards or create them if a
rubric has not been designed. When
educators choose exam-
ples of student work
that illustrate the vari-
ous levels in a rubric,
they can casily answer
the question, “How
good is good enough?” Anchors also
help scorers judge work more consis-
tently and help students assess their
own work more accurately. With tan-
gible illustrations of whar quality
work looks like, teachers and students
can understand the specific qualities

of effective work and get beyond gen-
eral statements, such as “well-organ-
ized” or “persuasive.”

2. Selecr several examples for each
level. A single example suggests thar
there is just one best answer or path-
way rather than several approaches to
an authentic task (diverse excellence).
Using several anchors provides a rich-
er set of examples ro guide reachers
and students.

3. Collect and publish the anchor
examples at the grade, school, or dis-
trict level to promote more consistent
evaluations and to help teachers
explain scores and grades to parents
and students. Many teachers report
that grading quibbles virtually disap-
pear when clear rubrics and anchors

are available.

CONCLUSION

Collaborarive designs and peer
reviews honor and enhance teachers’
professionalism, expertise, and colle-
gial learning. Working in teams to
evaluate student work against estab-
lished criteria, identify models of
excellence (anchoring), and plan

CHAPTER @

needed improvements promotes a
results-oriented culture of quality.

By designing performance assess-
ments, educators enhance their under-
standing of content standards and of
the evidence needed to show that stu-
dents really understand the important
ideas and processes contained in those
standards. Teachers discover that the
connection between curriculum and
assessment becomes clearer, teaching
is more sharply focused, and evalua-
tion is more consistent.

Ultimately, students benefit by
having defined learning goals, oppor-
tunities to demonstrate their under-
standing in more authentic ways, and
advance knowledge of the evaluation
criteria so they have greater purpose

in their learning.
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Strategies for examining student work together

By Joan Richardson

xamining student work has always been part of a teacher’s job. But, in

recent years, that practice has moved from being a solitary activity to being

a more collaborative effort in which teachers learn about their practice by

sharing with and listening to colleagues.

In the hierarchy of professional development practices, examining student work

would rank near the top because of the way that teachers work together to sharpen

their practice to improve student learning.

Select a strategy for examining
student work.

As various organizations have become inter-
ested in the strategy of examining student work,
different protocols have been developed to guide
that work. A protocol is simply a structure and guide
for a group’s conversation regarding a piece of stu-
dent work. The protocols are designed to provide a
safe place for teachers to share their students’ work
while also encouraging an honest exchange among
participants.

Every protocol has been designed to empha-
size a different aspect of evaluation. Some, like the
Collaborative Assessment Conference, emphasize
describing the student work. Others, like the Coa-
lition of Essential Schools® Tuning Protocol, em-

phasize evaluative feedback from participants. Se-
lecting a design that fits the culture of a school is a
crucial factor in successfully using that design.

The tools on Pages 3, 4, 5, and 6 provide vari-
ous options for examining student work. School
teams may want to practice several options before
identifying one that best fits their school. Schools
may also discover that one strategy works best for
one team while another team prefers a different
strategy.

To learn more about practical options, visit the
Learning About Student Work web site maintained
by the Annenberg Institute for School Reform
(www.lasw.org). That web site includes a synop-
sis of about a dozen strategies for examining stu-

Continued on Page 2
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Strategies for examining student work together

Continued from Page One
dent work and links to learn more about
each of them.

Opt for anonymity.

To introduce the process and to help
teachers become comfortable with the
concept, consider doing one or two prac-
tice sessions.

Bring in student work that does not
belong to any of the participants. Visit the
Learning about Student Work web site
(www.lasw.org) and look for samples of
student work that could be used for this
practice session. Or, tap colleagues at an-
other school for samples of student work.

“Teachers are often quite shy about
bringing their own student work to the
table. They feel very apologetic. They feel
that others might castigate them for the
errors, for work that’s not perfectly done,”
said Lois Easton, director of professional
development at the Eagle Rock School and
Professional Development Center in Estes
Park, Colo. Easton does extensive work
with tuning protocols developed by the
Coalition of Essential schools.

Practicing on student work in which
they have no investment can help teach-
ers feel more comfortable about the con-
versations they might hear regarding the
work of their students.

Select a project, task, or assessment
that addresses one of the schoolwide
goals for student performance.

The task should require that students
produce something that demonstrates what
they have learned. This could be a long-
term project or a short-term task. What-
ever the final result, the student product
or performance should be something
significant, not a worksheet, quiz, or test.

Geneva City Schools in Geneva,
N.Y., wanted students to do more writing
in math as a way to improve their ability
to explain how they solved math prob-
lems. So teachers assembled by grade

February/March 2001

level to study students” math journals, said
Jody Hoch, now director of mathematics
for the Rush-Henrietta Central School
District in upstate New York.

Collect documents that will help
the study group participants
understand the project or task.

These might include the initial assign-
ment, scoring/grading criteria (or rubrics),
objectives of the assignments, exemplars,
models, timelines, checklists, etc. Think
about other key information participants
will need to understand the project or task
and that can be shared succinctly.

The presenting teacher should be pre-
pared to briefly describe the context of the
student work. The documents listed above
would be used to illustrate his or her points
during that presentation,

Select samples of student work that
demonstrate authentic student
responses to the project or task.

Choose two or three samples to pro-
vide contrast. Teachers often find that a
sample of work that shows promise but is
not a stellar response to the assignment
provides the best basis for feedback. Work
selected may include final products, drafts,
reflections, etc.

The Annenberg Institute for School
Reform suggests a variety of ways to se-
lect student work samples:

B Written work (or artwork) from sev-
eral students in response to the same as-
signment.

B Several pieces of work from one stu-
dent in response to different assignments.
B One piece of work from a student who
completed the assignment successfully
and one piece from a student who was not
able to complete the assignment success-
fully (same assignment for both).

B Work done by students working in
groups (include work of at least two groups
that were given the same assignment).

B Videotape, audio tape, and/or photo-
graphs of students working, performing,
or presenting their work. This might be

particularly useful for very young children
who haven’t yet acquired adequate writ-
ten communication skills.

Watch the details.

If possible, remove student names
from the samples.

Make enough copies of the student
work so that each participant has his or
her own copy. Ensure that the facilitator
knows in advance about any unique types
of student work, such as sculpture or an
entire portfolio of work, that are not eas-
ily duplicated. That will enable the facili-
tator to adapt the format accordingly.

If the student work is a video, a five-
minute clip is usually sufficient to dem-
onstrate the work.

Prepare a focusing question.

The presenting teacher should prepare
a “focusing question™ about the work that
addresses a real interest or concern. Ques-
tions typically focus on either inputs (the
assignment, teacher’s support of student
performance) or outputs (quality of student
work, teacher’s assessment of the work).

A broader question may elicit a wide
range of feedback — and this may be de-
sirable. For example: How can [ support
higher quality presentations? (input) What
are the strengths and weaknesses you see
in the student presentations? (output)

A narrower question might provide
the kinds of feedback the teacher finds
most useful. For example: How can my
prompt bring out more creativity in the
students” work? (input) What evidence is
there in the student work of mathematical
problem solving? (output)

Remember, even with a narrower fo-
cus question, participants will offer a range
of feedback — on and off the question.

See the February 2001 issue of
Results to read about the use of
“tuning protocols,” one strategy
for examining student work.

PAGE 2
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TOOL 9.5

Success analysis protocol
with reflective questions

ROLES: Timekeeper, facilitator

PREPARATION: Before the success analysis protocol meeting, as a group, decide
the focus of your success analysis, e.g. a meeting, a workshop, an assessment, an
assignment, a lesson, or a collaborative group process.

The success analysis protocol can be done in groups from three to eight. The
more members there are, the longer each analysis cycle takes. If the group is
large, it is possible to divide the protocol over two meetings. The average time for
each round is 25 minutes. Using less time for each round abbreviates the
discussion and removes the depth of learning from the analysis. One way to save
time is to have team members come prepared with the story of their success
already written.

The facilitator will serve as a full participant in the process. The role of
facilitator rotates for each presenter. Use the table below to plan who will
facilitate for each presenter.

Facilitator Presenter
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STEPS ror success anAlysis ProTOCOL

4.

Identify a success. Time: 5 minutes.
Reflect on and write a short description of a success. Note what it is about the practice that makes it so
successful. Be sure to write about what made this experience different from others like it.

Describe the success. Time: 5 minutes.
The first presenter shares his or her story of success in as much detail as possible. Others take notes.

Ask clarifying questions. Time: 3-5 minutes.
The group asks clarifying questions about the details of the success to better understand it.

Reflect on the success (Presenter). Time: 5 minutes.
With other team members listening only, the facilitator asks the presenter to discover what made this experience
so successful by asking questions designed to stimulate the analysis. Some suggested questions are identified
below:

* What was different about this situation?

* What did you contribute to this success?

* What did others contribute to this success?

* What knowledge, skills, past experiences helped you in this situation?

* Some people think things happen for a reason. What do you think was the reason you experienced

this success at this time?

Reflect on the success (Team members). T7ime: 10 minutes.
Team members discuss what they heard the presenter say, offer additional insights, and share what they learned
from the success analysis. The presenter remains silent and takes notes if desired.

Reflect on the analysis (Presenter). Time: 5 minutes.
The presenter reflects on what he or she heard the team members say in their discussion and what he or she has

learned from the analysis.

Continue the protocol.
With another team member serving as the presenter and as the facilitator, repeat steps 2-6 for as many other
team members as possible.

Debrief the protocol. Time: 5-7 minutes.
After completing all presenters’ analyses, the team discusses the use of the protocol. They may use questions
such as those below to guide their discussion:

e What worked well for us?

¢ What caused confusion?

* From a facilitator’s perspective, what was challenging for team members?

* From a presenter’s perspective, what was challenging?

* How might we improve the protocol or our use of it to deepen our learning?

* Where else might we use this process?

* How can we apply what we learned from this process to other situations?

Adapted from National School Reform Faculty, February 2002.
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Descriptive review process
learning from student work

The Descriptive Review Process asks teachers to look together at pieces of
student work, to discuss what they see in the work, and to bring multiple
perspectives to an analysis of the work in order to improve the quality of the
work designed for and produced by students.

Step 1. Getting started

The group chooses a facilitator to keep the group focused. The presenting teacher
distributes copies of the selected student work or displays the work. At this point,
the teacher says nothing about the work, its context, or the student. Participants
read or observe the work in silence, making notes if they choose.

Step 2. Describing the work
The facilitator asks, “What do you see?” Participants respond without making
judgments about the work.

Step 3. Raising questions
The facilitator asks, “What questions does this work raise for you?” The
presenting teacher makes notes but does not yet respond.

Step 4. Speculating about the work
The facilitator asks, “What do you think the student is working on?” Participants
offer ideas.

Step 5. Presenting teacher responds

At the facilitator’s invitation, the presenting teacher tells about the work,
responds to questions, and comments on unexpected things that he or she heard
in the group’s responses and questions.

Step 6. Discussing implications for designing student work and student
learning

The group and the presenting teacher discuss ways to improve the design of the
work.

Adapted from The Collaborative Assessment Conference, by Steve Seidel and
Harvard University’s Project Zero, 1988.
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Collaborative assessment conference
Overview

piece of student work has the potential to reveal not only the student’s

mastery of the curriculum’s goals, but also a wealth of information about

he student him/herself: his/her intellectual interests, his/her strengths,
and his/her struggles. The Collaborative Assessment Conference was designed to
give teachers a systematic way to mine this richness. It provides a structure by
which teachers come together to look at a piece of work, first to determine what
it reveals about the student and the issues s/he cares about, and then to consider
how the student’s issues and concerns relate to the teacher’s goals for the student.
The last part of the conversation — the discussion of
classroom practice — grows out of these initial con-
siderations.

This description is

excerped, with The structure for the conference evolved from

adaptations, from three key ideas:

Blythe, T., Allen, First, students use school assignments, especially
D. & Powell B. open-ended ones, to tackle important problems in
(1999). Looking which they are personally interested. Sometimes these
Together at problems are the same ones that the teacher has
Student Work. assigned them to work on, sometimes not.

New York: Second, we can begin to see and understand the

Teachers College
Press.

serious work that students undertake only if we sus-
pend judgment long enough to look carefully and

closely at what is actually in the work rather than what
we hope to see in it.

Third, we need the perspective of others — espe-
cially those who are not intimate with our goals for our students — to help us to
see aspects of the student and the work that would otherwise escape us. We also
need others to help us generate ideas about how to use this information to shape
our daily practice.

Since 1988, when Steve Seidel and his colleagues at Harvard Project Zero
developed this process, the Collaborative Assessment Conference has been used

in a variety of ways: to give teachers the opportunity to hone their ability to look
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closely at and interpret students’ work; to explore the strengths and needs of a particular child; to reflect on the work
collected in student portfolios; to foster conversations among faculty about the kind of work students are doing and
how faculty can best support that work.

Presenting teacher

In the Collaborative Assessment Conference, the presenting teacher brings a piece of student work to share with
a group of five to ten colleagues (usually other teachers and administrators). The process begins with the presenting
teacher showing (or distributing copies of) the piece to the group. Throughout the first part of the conference, the
presenting teacher says nothing, giving no information about the student, the assignment, or the context in which
the student worked.

Through a series of questions asked by the facilitator, the group works to understand the piece by describing it
in detail and looking for clues that would suggest the problems or issues or aspects of the work with which the stu-
dent was most engaged. They do this without judgments about the quality of work or how it suits their personal
tastes. The facilitator helps this process by asking participants to point out the evidence on which they based the
judgments that inevitably slip out. For example, if someone comments that the work seems very creative, the facilita-
tor might ask him or her to describe the aspect of the work that led him or her to say that.

Second part
In the second part of the conference, the focus broadens. Having concentrated intensively on the piece itself, the
group, in conversation with the presenting teacher, now considers the conditions under which the work was created
as well as broader issues of teaching and learning. First, the presenting teacher provides any information that s/he
thinks is relevant about the context of the work. Relevant information might include:
*  Description of the assignment;
*  Response to the discussion; answers to questions (though s/he does not have to respond to all the questions
raised in the first part of the conference);
e Description of other work by the child; and/or
e Comments about how his/her own reading or observation of the work compares to that of the group.

Next

Next, the facilitator asks the whole group (presenting teacher included) to reflect on the ideas generated by the
discussion of the piece. These might be reflections about specific next steps for the child in question, ideas about
what the participants might do in their own classes or thoughts about the teaching and learning process in general.
Finally, the whole group reflects on the conference itself.

The following steps are a working agenda for a Collaborative Assessment Conference. The time allotted for
each step of the conference is not fixed, since the time needed for each step will vary in accordance with the work
being considered. At each stage, the facilitator should use his or her judgment in deciding when to move the group
on to the next step.

Typically, Collaborative Assessment Conferences take from 45 to 75 minutes.
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Steps

Collaborative assessment
conference profocol

1. Get started

* The group chooses a facilitator who will make sure
the group stays focused on the particular issue addressed
in each step.

* The presenting teacher puts the selected work in @
place where everyone can see it or provides copies for
the other parficipants. S/he says nothing about the work,
the context in which it was created, or the student, until
Step 5.

* The participants observe or read the work in
silence, perhaps making brief notes about aspects of it
that they particularly nofice.

2. Describe the work

* The facilitator asks the group, “What do you see?”

* Group members provide answers without making
judgments about the quality of the work or their personal
preferences.

* If a judgment emerges, the facilitator asks for the
evidence on which the judgment is based.

3. Ask questions about the work

* The facilitator asks the group, “What questions
does this work raise for you?”

* Group members state any questions they have
about the work, the child, the assignment, the circum-
stances under which the work was carried out, and so on.

* The presenting feacher may choose fo make notes
about these questions, but s/he is does not respond to
them now — nor is s/he obligated to respond to them in
Step 5 during the time when the presenting teacher
speaks.

4. Speculate about what the student is
working on

* The facilitator asks the group, “What do you think
the child is working on2”

* Participants, based on their reading or observation
of the work, make suggestions about the problems or
issues that the student might have been focused on in car-
rying out the assignment.

CHAPTER @

5. Hear from the presenting teacher

* The facilitator invites the presenting teacher to
speak.

* The presenting teacher provides his or her per-
spective on the student's work, describing what s/he sees
in it, responding (if s/he chooses) to one or more of the
questions raised, and adding any other information that
s/he feels is imporfant to share with the group.

* The presenting teacher also comments on anything
surprising or unexpected that s/he heard during the
describing, questioning and speculating phases.

6. Discuss implications for teaching and learning
* The facilitator invites everyone (the participants
and the presenting teacher| to share any thoughts they
have about their own teaching, children's learing, or
ways to support this particular child in future instruction.

7. Reflect on the collaborative assessment
conference

The group reflects on the experiences of or reactions
to the conference as a whole or to particular parts of
it. Consider these questions:

* What did you see in the work that was inferesting
or surprising?

* What did you learn about how this student thinks
and leamns?

* What in the process helped you to see and leamn?

* What new perspectives did your colleagues pro-
vide?

* What thoughts about designing and assessing
student work did this process raise for you?

* What will you use in your classroom from this
session?

It is helpful to engage in personal reflection about
your own thinking after examining student work.
Consider these questions:

* Why do | see student work in this way? What
does this tell me about what is important to me2 What
does this tell me about what the student has learned?

* What patferns occurred in your perceptions or
thinking?

* What questions did your colleagues' comments
raise for you as a designer of student work?

8. Thank the presenting teacher.

Developed by Steve Seidel and colleagues at Harvard Project Zero
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By Joan Richardson

s a teacher in a

Madison, Wis.,

middle school

with a changing

enrollment, Ginny
Kester wondered how a sense of
belonging affected the achievement of
African-American students.

Instead of having idle conversations with
friends and colleagues about this question, Kester
embarked on a systematic review of the relation-
ships between teachers, parents, and students in her
school. She interviewed teachers, parents, and stu-
dents individually and in groups. In her year-long
project, Kester discovered that “the stronger the
bond between a teacher and an African-American
student, the greater the impact a teacher would have
on a student’s achievement.”

In the busyness of a school day, teachers typi-
cally have little time to pause and examine the work
they do. Increasingly, as Kester did, teachers are
turning to action research as a way to create time
and space to reflect on their work.

Action research is “a process where partici-
pants—who might be teachers, principals, support
staff —examine their own practice, systematically
and carefully, using the techniques of research,”
according to Cathy Caro-Bruce who leads the ex-
tensive action research efforts in the Madison (Wis.)
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Teacher research leads
to learning, action

Metropoli-
tan School Dis-
trict. Caro-Bruce is author
of a forthcoming NSDC book, The
Action Research Facilitator’'s Handbook.
(See Page 7 for details.)
In her experience, action research is an ef-
fective way for teachers to learn because teach-
ers explore topics related to their work and in which
they already have an interest. But Caro-Bruce also
says action research has hidden benefits for teach-
ers. “What teachers learn from the process is as criti-
cal as what they learn from the results,”” she said.
Using the techniques of research, teachers®
draft questions, collect data, analyze data, and act
on what they learn. Acting on

Ask Dr. Developer

what's been learned is an essen-
tial part of action research, says
Caro-Bruce. Merely answering
a question is only going part of
the way.

Unlike traditional forms of
research, action research is more
responsive to the discoveries that
researchers make along the way.

* Teachers is used

paraprofessionals,

librarians, and, when

throughout this article as a
shorthand for any adult
working in a school. Action
researchers can include

principals, custedial staff,

appropriate, students.

That means action researchers

must be flexible and willing to follow their ques-

tions wherever the information takes them. “Action

research is not a linear process. It’s not something

that’s nice and neat and tidy. It's messy, but our
Continued on Page 2
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Teacher research leads to learning, action

Continued from Page One
worlds are messy too,”’ said Caro-Bruce.

Action research can be done alone or
in a group. The group can be a few indi-
viduals, an entire school, or even an entire
district. Caro-Bruce believes action re-
search is best done in a group of 8 to 10
persons, each studying a different question.
“When you work with a group, you get ex-
ponential effects. Groups provide a way to
learn about your own question as well as
the questions from everyone else in that
group. So it becomes a much broader learn-
ing experience,”” she said.

Caro-Bruce outlines five steps for
action research projects:

PREPARE TO BEGIN.

Before teachers write their research
questions, they must become familiar with
the action research process. Several re-
sources recommended on Page 7 could be
used for jigsaw readings to acquaint partici-
pants with what to expect from the process.

If others in your district have done
action research, ask them to describe for
the group what they did and learned.

“Help them understand that this is a
flexible, fluid process that they will impact
and that will impact them,”” Caro-Bruce said.

WRITE THE QUESTION.

Caro-Bruce recommends that a dis-
trict—or a school—identify broad prior-
ity areas for action research and allow
teachers to volunteer to explore topics that
most interest them. For example, a district
might decide to support action research
on experiential education, brain-compat-
ible teaching and learning, special educa-
tion, and issues of diversity and learning.

Each group assembles and teachers
identify areas of greatest concern for them.
For example, a teacher who enters the di-
versity group might want to explore the
question posed by Ginny Kester. Another
might want to explore relationships with
parents who do not speak English. (The

February/March 2000

tool on Page 3 offers a series of open-
ended questions to help participants nar-
row their concerns.)

As participants write their initial ques-
tions, other group members should pro-
vide feedback to help refine the questions.
(The tool on Page 4 is one strategy for
doing this.)

In addition, teachers should ask oth-
ers outside the group questions such as
these:

*  Whatdo you think about this question?
« s this a worthwhile question to pur-
sue?

*  What suggestions can you offer to im-
prove it?

As teachers reflect on the responses,
they should refine their questions accord-
ingly.

COLLECT DATA.

Data to answer the question can come
from many sources. The sources will vary
according to the question. In some situa-
tions, for example, the teacher will need
“hard” data such as test results, parent-
teacher conference participation, atten-
dance, demographics, and financial
records. Other teachers will need “'soft” data
from interviews with students, parents, and
teachers; classroom observations; examin-
ing student work and lesson plans.

Caro-Bruce offers three general tips
about data collection:

+ Collect data from at least three
sources. That will bolster the credibility
of your final conclusion.

*  Keep a data log, recording when all
information was collected, time and place,
and the data itself.

*  Raw data is not very useful to anyone
except the original researcher. In order to
share your work, data must be organized
and made presentable and understandable
for persons unfamiliar with the project.

ANALYZE DATA.

Be systematic and objective as you
examine your data. Here's a rough out-
line to follow:

+  Jotdown the themes, patterns, and big
ideas in the data you’ve collected.

*  Reduce your large list to a smaller one
with three to five themes.

*  Label information according to rel-
evant themes. Create sub-groups where
appropriate.

*  Make notes as you go along.

* Review your information. Identify
points which occur more frequently and
are the most powerful.

*  Write up your major points. Match
collected data with each major point. (The
tool on Page 6 presents a format for this.)

PLAN YOUR NEXT STEP.

What sets action research apart from tra-
ditional research is the expectation that re-
searchers will do something with what they
have learned. Caro-Bruce suggests several
questions to help determine the next step:
¢ How do your conclusions differ from
what you thought you would learn?

*  What actions might you take based
on your conclusions?

*  What new questions emerge for you
from the data?

Caro-Bruce warns school leaders not
to be discouraged if teachers initially show
little interest in action research. When ac-
tion research was introduced in Madison
in the mid- 1980s, only two teachers signed
up for a course to learn more about it. But
teachers became more familiar with the
process and the results and now 75 to 80
teachers a year do action research projects
in Madison.

Another indicator of its growing ac-
ceptance in Madison is the financial sup-
port for action research. Initially, it was
supported solely by staff development
money; this year, the eight action research
groups are funded out of seven different
budgets.

“It’s taken a long time to get to this
point. Now, it’s part of our culture. When
we wonder about something, action re-
search surfaces very naturally, very eas-
ily, as one way to explore the topic,”” she
said.

PAGE 2
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Starting points

DIRECTIONS: This exercise will aid participants in thinking about the question that
will guide their research. Prepare enough copies of this page to distribute to each
participant. Participants should privately respond to each open-ended question. The
facilitator then leads a discussion about ideas generated through this exercise.

TIME: 15 minutes for initial writing, up to an hour for sharing the responses.

1 would like to improve:

| am perplexed by:

Some people are unhappy about:

I'm really curious about:

| want to learn more about:

An idea | would like to try in my class is:

Something | think would really make a difference is:

Something | would like to do to change is:

Right now, some areas I'm particularly interested in are:

Source: Action Research Facilitator’s Handbook by Cathy Caro-Bruce. Oxford,
Ohio: NSDC, 2000. See Page 7 for ordering information.

PAGE 3
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GUIDELINES
FOR DEVELOPING
A QUESTION

Action researchers in Madison,
Wis., generated this list of
suggestions. A good action
research question:

I. Hasn't already been answered.
2. Gets at explanations, reasons,
relationships. “How does...?"

“"What happens when....?"”
3. Is not a yes-no question.
4. Uses everyday language.
Avoids jargon.

5. Is concise. Doesn't include

everything you're thinking.

6. Is manageable and can be
completed.

7. Is do-able (in the context of
your work).

8. Is a question about which you
feel commitment and passion.

9. Is close to your own practice.

10. Has tension. Provides you
with an opportunity to
stretch.

I 1. Provides a deeper
understanding of the topic and
is meaningful to you.

12. Leads to other questions.

Source: Madison (Wis.)
Metropolitan School District Action
Research Group as it appears in
Action Research Facilitator’s
Handbook by Cathy Caro-Bruce.
Oxford, OH: NSDC, 2000.
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Brainwriting

COMMENTS TO FACILITATOR: This activity will aid action researchers by providing
them with new ideas and new ways of thinking about their questions. It will also
give everyone practice asking questions.

MATERIALS: Felt tip markers, flip chart paper, masking tape.

TIME: One hour.
FIVE WHY’S

ANALYSIS Directions

Have participants write their questions on separate pieces of flip chart paper, one

When an action researcher question per sheet. Hang these sheets of paper around the room. Time: 5 minutes.

states the problem to the

Divide the large group into smaller groups of two to three persons. Each group
group, have the group should review each sheet and write down at least one question aimed at helping the
respond with this question: action resealtcher think more‘ deeply or in different ways about the question. Time:
Allow 3-5 minutes per question.

Why does this problem

happen? Individuals should look at their sheets and privately reflect on the questions posed

by others. What new directions are they contemplating? What new ideas have been

generated? Time: 5 minutes.

Whenitherezearchier Invite each action researcher to share those new ideas/new directions with the entire

responds, ask the same group. If they haven’t already done so, ask each action researcher to spend a few

. . . minutes writing down his or her observations. Time: 20 minutes.

question again. Continue

this pattern until the ANOTHER STRATEGY FOR THE SAME GOAL:

B Write a question on a piece of flip chart paper, hang it up in the teachers’

lounge, and invite colleagues to jot down their questions.

answered five times. B In schools with active e-mail systems, teachers also could post such questions in
messages to colleagues.

question has been asked and

CHANGING OVER TIME

Over time, action research questions will be modified. Encourage participants
to keep a log of changes they make to their questions. This format could be copied
and distributed periodically as a reminder or participants could be encouraged to
follow this format in an action research journal.

Date:

My question at this time is:

My biggest concern is:

One thing | am learning is:

My biggest struggle is:

February/March 2000
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Data collection

COMMENTS TO FACILITATOR: These questions can help a group of action
researchers understand the points they must consider during data collection.

MATERIALS: Flip chart or overhead projector with transparencies.

PREPARATION: Write the Five W's and H on a flip chart or transparency to guide the
discussion.

Time: One hour.

Directions

Have the group practice by choosing one person's question answering the Five W's
and H about his or her question. Then, break the larger group into smaller groups of
two to three persons and brainstorm.

SIVE W S AND W

Why are you collecting the data?
*  What are you hoping to learn from the datal
*  What are you hoping to learn from using this particular data collection strategy!
* s there a match between what you hope to learn and the method you chose?

What exactly are you collecting?
+  What different sources of data will allow you to learn best about this topic?
*=  What previously existing data can you use?

* How much data do you need to collect in order to learn about this topic?

Where are you going to collect it?
* Are there limitations to collecting the data?
= What support systems need to be in place to allow the data collection to occur?

* Are there ways to build data collection into normal classroom activities?

When are you going to collect it?
* Does the plan include opportunities to collect data at different times?
*  What strategies can you use to easily observe and record data during class?
* Can you afford the time to gather and record data using the strategies you've selected?

Who is going to collect the data?
* Are there data which can be generated by students?
* Do you have a colleague who can observe you as you teach or a student teacher who
can assist with data collection?
*  What can you do yourself without being overwhelmed?

How will the data be collected and displayed?
*  How will you collect and display the quantitative data? The qualitative data?
* What plan do you have for analyzing the data?
* To whom will you present what you have learned?

PAGE 5
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ACTION
RESEARCH
QUESTIONS

How can | help students feel comfortable
working with diverse groupings of classmates
and overcome, at least part of the time, their
desire to always be with their friends?

How can | more effectively facilitate
independent writing in my kindergarten
classroom?

How can |, a school nurse, better help
classroom teachers address the complex
issues of educating students with ADHD?

How can 5" grade student be encour-
aged to write thoughtful inquiry questions
for a science fair?

How can the science department and the
special education department heteroge-
neously group a wide variety of students in
the same classroom and make it a successful
experience for students and staff?

How does the Writing Workshop
approach affect my students’ writing and
their feelings toward writing?

What kinds of assessments best help me
understand and teach a particular learner
with autism?

How does chronic staff absenteeism
impact the education of students with
cognitive disabilities at my school and how
does it impact teachers and other staff?

What changes in our teaching styles,
curriculum design, materials, and
professional support are needed to
implement a new math program in an
inclusive classroom?

What classroom strategies are effective

in devel student self-evaluation of

Ll -3

their learning?

Source: Action Research Facilitator's
Handbook by Cathy Caro-Bruce. Oxford,
Ohio: NSDIC, 2000. To order, see Page 7.
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Data summary

WHAT | HAVE LEARNED

#1

Create this template and -
distribute to action

researchers. Have them
include this template in

their action research

DATA SOURCE

journal. This will remind
them of the importance of
having three sources of
data before drawing any
conclusions about what

they have learned.

DATA SOURCE #2

DATA SOURCE {#3

February/March 2000
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LESSON STUDY

Teachers learn how to improve instruction

BY JOAN RICHARDSON

hen Becky LaChapelle and Nancy
Sundberg joined a lesson study
team in Rochester, N.Y ., two years
ago, they were expecting to learn
how to improve their ability to teach mathematics.
What they didn’t expect was how much they would
learn about improving student learning.

“It has totally changed my practice. I don’t look
ata lesson the same way. Every lesson [ do, whether
it’s a study lesson or a day-to-day lesson, I always
think ‘What is the student response going to be?",
‘What do I want students to show so I will know
they have learned this?",” said LaChapelle, math spe-
cialist at Kodak Park School in Rochester.

The process of lesson study — a practice im-
ported to the U.S. from Japan — stands apart from
many professional development practices because
it focuses on “our children in our classrooms,” said
Sundberg, a 4th-grade teacher at the Children’s
School of Rochester.

In the words of Catherine Lewis, one of the
leading U.S. researchers on lesson study, “tests and
student work may offer information about what to
improve, (but) lesson study also sheds light on how
to improve.”

“Lesson study” is different from *“lesson plan-
ning” because it focuses on what teachers want stu-
dents to learn rather than on what teachers plan to
teach. In lesson study, a group of teachers devel-
ops a lesson together and ultimately one of them
teaches the lesson while the others observe the stu-
dent learning. The entire group comes together to
debrief the lesson and often revises and re-teaches
the lesson to incorporate what has been learned.

Lesson study is as much a culture as a profes-
sional development activity, said Tad Watanabe, a
professor of mathematics education at Pennsylva-
nia State University who worked with the Roches-
ter lesson study group. Being successful at lesson
study requires teachers to feel comfortable sharing
with each other and observing each other teaching.
Having a collabo-
rative culture in the
first place benefits
a group's ability to
engage in lesson
study, he said. But
lesson study may

Page 2:
7 steps
of

also show teachers lesson
the value of work- study
ing together more
closely.

Developing

the lesson as a team signals that the lesson is owned
by all participants. It is the lesson and the learning
that it generates that is being evaluated during the
observation, not the teacher. Observers are told to
watch for evidence of student thinking, student
learning, and student confusion. They make notes
on what students say, whether they are collaborat-
ing, whether they are engaged during the lesson,
and the work they produce as a result of the lesson.

Lesson study is one of those professional de-
velopment strategies that is deceptively simple on
the surface and remarkable complex as you begin
to probe beneath the surface. What follows is an
overview of the steps involved in lesson study, each
of which can be expanded greatly.
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I. Form a lesson study team.

Begin by recruiting teachers inter-
ested in the concept of lesson study and
who work with a similar group of students
or a similar topic. For example, lesson
study teams might be composed of 4th-
grade teachers who work in three differ-
ent schools, teachers of 8th-grade Ameri-
can history in one middle school, or spe-
cialists who help other teachers integrate
technology into their instruction.

In Rochester. 15 teachers from sev-
eral schools worked on two different les-
son studies for two years. All of the par-
ticipants were elementary school teachers
who had been part of a summer Thinking
Math institute offered by the American
Federation of Teachers. Facilitator Alice
Gill, associate director in AFT’s educa-
tional issues department, suggested lesson
study as a way to follow-up and transfer
what teachers had learned in the institute.
Because Gill works in Washington, D.C.,
much of the team discussion about the les-
sons occurred online, but the team did re-
assemble in order to observe and debrief
the completed lesson.

One of the teachers can facilitate the
team or, as in Rochester’s case, an out-
side person may be facilitator.

Each lesson study team also needs a
“knowledgeable other” to provide per-
spective and a broader view of the issues.
These individuals may also be known as
outside commentator, evaluator, or outside
advisor. Typically, knowledgeable others
are university professors who bring a
depth of expertise in the given content area
but they could be districtwide curriculum
specialists or specialists from a regional
education agency.

Watanabe was Rochester’s knowl-
edgeable other. He cautions that anyone
who is selected for that role should come
in with the mindset of being a learner.
“You have something to share but you
have to have this notion that you are also
there so you can learn from it,” he said.
When knowledgeable others have that
learning mindset, he said, it sends a mes-
sage that lesson study is a process for pro-
fessional learning.

2. Focus the lesson study.

The lesson study team selects a re-
search theme that captures schoolwide
goals as well as the academic content goals
for students. If the teachers in the group
are from a single grade level, they will
choose a subject area in which to focus
their work.

Then, the team identifies a unit or les-
son on which to focus. They thoroughly
discuss the unit and agree about what they
are trying to achieve with the lesson. The
crucial question is: What do we want stu-
dents to know and be able to do when this
lesson is concluded? In order to answer this
question, teachers also must understand
how this lesson links to others in the sub-
ject, both in this grade and future grades.

One of Rochester’s study lessons was
“What happens to area when you double
the sides of a square?” The second was
“What is the value of 25 in 2,5007"

This part of the work could take from
one to four meetings.

3. Plan the study lesson.

The bulk of the lesson study team’s
work occurs in the planning of the lesson.
This may require between three and six
face-to-face meetings or several months
of online discussion.

As they begin, teachers share and dis-
cuss their existing lessons related to the
topic, explaining what they believe has
been successful and where they believe
the lessons could be improved.

The facilitator keeps the conversation
moving by focusing the discussion on the
lesson that these teachers will develop to-
gether.

Developing the lesson as a group sig-
nals that the lesson is owned by all partici-
pants. This is key because it sets the stage
for the observation in which the lesson —
the product of the entire team — and the
learning that it generates is being evaluated
and not the teacher who is presenting the
lesson as a representative of the team.

continued on next page

PAGE 2
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continued from previous page

A crucial piece of planning the les-
son includes anticipating student re-
sponses to various aspects of the lesson
and preparing appropriate teacher re-
sponses: If the student does or asks X,
then the teacher does Y. The group also
identifies what students will say and do
that will signal that they have learned
what the teacher intends to have them
learn.

In assisting the planning, the facili-
tator and the knowledgeable other walk
a fine line when guiding teachers, Gill
said. In her Rochester experience, for ex-
ample, she realized teachers were mak-
ing an inaccurate assumption. Gill re-
frained from pointing out their error, be-
lieving that they would learn by discov-
ering the error on their own.

“These are adults. You have to re-
spect what wonderful experiences they
have and all of that. You can’t leave it
all so wide open that they wander off and
over a cliff. But you do have to allow
them to make the decisions,” Gill said.

4. Prepare for the observation.

The lesson study team may want to
invite additional observers — such as the
superintendent, union president, and lead
teachers — to the study lesson. The team
ensures that each person at the observa-
tion knows the expectations of the les-
son study and the ground rules for ob-
serving the lesson. (See Page 5.) All ob-
servers will collect data that will be
shared in the debriefing. The “data™ are
the comments of students and the work
students produce during the lesson.

In some situations, the team assigns
certain observers to closely watch the
work and comments of particular stu-
dents. (See Page 4.)

The lesson study team prepares cop-
ies of the lesson plan, seating chart, and
any worksheets that students will be using.

The lesson study team prepares the
classroom so observers can circulate
freely among students or stand comfort-
ably around the periphery during whole-
class instruction.

5. Teaching and observing the
lesson.

On the day of the study lesson, all of
the observers gather in one area in ad-
vance and everyone goes to the room to-
gether. The teacher probably will intro-
duce the observers as a group before be-
ginning the lesson.

Having observers in the room is what
enables the team to learn so much about
the lesson being taught. As Rochester fa-
cilitator Alice Gill said, “it’s 14 pairs of
eyes observing in the classroom and see-
ing what one teacher simply cannot pick
up if she’s the only one person in front
of that classroom.”

“A teacher could not possibly have
walked around and written down the
comments of all 25 students. But the
other adults who were observing were
writing down the conversations they
overheard,” said LaChapelle.

“Even though it's a study lesson,
we're still managing the classroom.
Someone has to go to the bathroom or
somebody doesn’t have a glue stick and
the teacher has to handle that. But every-
one else was free to just observe. They
could really hone in on the conversation
and what students were thinking and do-
ing,” Sundberg said.

6. Debriefing the lesson.

Rochester teacher Nancy Sundberg
calls the debriefing “the meat of lesson
study” because this is the time when the
lesson study teams share their learning
from the observation.

The entire lesson study team plus any
additional observers gather following the
lesson to begin the debriefing. Some
groups may choose to continue the de-
briefing in later meetings as well. See
Page 6 for a more detailed structure for
the debriefing.

7. Reflect and plan the next steps.

Depending on what teachers learn in
the debriefing, the team may decide to
revise and re-teach the lesson. Calendar
issues and other circumstances may make
that difficult in some schools.

Lesson Study Cycle

|. Goal-setting and planning

* Select planning team.

* Identify goals for student learn-
ing and long-term development.

* Collaboratively plan instruction
designed to bring these goals to life,
including a “research” or “study”
lesson that will be observed.

Y

2. Research or study lesson

* One planning team member
teaches classroom lesson while
other team members collect data
on student thinking, learning, en-
gagement, behavior, etc.

Y

3. Lesson debriefing

* Share and analyze data collected
at research or study lesson.

* What is the evidence that goals
for student learning and develop-
ment were fostered?

* What improvements to the les-
son and to instruction more gener-
ally should be considered?

Y

4. Consolidation of learning

* |fdesired, refine and re-teach the
lesson and study it again.

* Write report that includes the
lesson plan, student data, and re-
flections about what was learned.
* Share the lesson with all mem-
bers of the team and other inter-
ested persons.
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Preparing for observation
of the study lesson

Assign observers key tasks.

= Are there particular students who should be observed?

+ Do you want someone to keep time? Collect student work at the end of the
lesson? Make notes on anything written on the blackboard? Record any disruptions
that occur during the lesson?

If you are going to videotape the lesson:

¢ Determine who will be the videographer.

*  Determine where you will station the camera(s) to record both the teacher and
students,

*  Ensure that you secure permission slips from students in advance. (Familiarize
yourself with your district’s policy regarding videotaping of students.)

Prepare materials for observers.

¢ The lesson plan. Include the goal of the lesson, where the lesson fits in a unit,
where the lesson fits across grades in the entire curriculum, how it relates to school
goals, anticipated student responses, and progression of the lesson. Leave plenty of
space so observers can record their notes.

+  Copies of student work sheets.

«  Seating chart including names of students and space to write notes.

Determine where observers will be stationed in the room as the
teacher presents the lesson.

Arrange the classroom so observers can circulate around students
as they work without disrupting their learning.

PAGE 4 NATIONAL STAFF DEVELOPMENT COUNCIL

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 194



Tool 9.9

Lesson study

Tools For Schools

CHAPTER @

Observing the study lesson

Observers should take these actions while observing:

> Make notes on individual student comments and conversations, noting the
names of students.

P Note situations in which students are collaborating or choosing not to collaborate.

P Look for examples of how students construct their understanding through their
discussions and activities.

» Document the variety of methods that individual students use to solve problems,
including errors.

Observers should consider these questions while observing:

1. Was the goal clear? Did the supporting activities contribute effectively to
achieving the goal?
OYes [ONo

2. Was the flow of the lesson coherent, and did it support students’ learning of the concept?
OYes [ONo

3. Were the problems and the materials helpful in achieving the goal of the lesson?
OYes [ONo

4. Did the classroom discussions help promote student understanding?
O Yes O No

5. Was the content of the lesson appropriate for students’ level of understanding?
COYes [ONo

6. Did students apply their prior knowledge to understand the content of the lesson?
COYes [ONo

7. Did the teacher’s questions engage and facilitate student thinking?

OYes [CINo

8. Were student ideas valued and incorporated into the lesson? Did the lesson
summary refer to student theories or ideas?
OYes [INo

9. Was the lesson summary consistent with the lesson goal?
OYes [ONo

10. How could the teacher reinforce what the students learned during the lesson?

NATIOMNAL STAFF DEVELOPMENT COUNCIL
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Respect the natural
atmosphere of the
classroom

*  Minimize side conversations
during the lesson.

*  Remain in the classroom
during the entire lesson to
capture how the lesson is set up,
its flow, and its conclusion.

= Do not block the students’
view of the blackboard or any
area where the teacher is writing
and posting materials or demon-
strating an activity.

* Do not block the video
camera.

*  Circulate freely when
students are working individually
or in groups but move to the side
or back of the room during whole
class discussions.

*  Minimize interactions with
students. Refrain from teaching or
assisting the students. Occasional
interaction is permissible if done
discreetly and with the purpose of
understanding student thinking.

Source

“Guidelines for Lesson
Study Observations and
Debriefings,” RBS Currents,
Spring/Summer 2002 (Vol.
5, No. 2). Available online
at www.rbs.org/currents/
0502/guidelines.shtml

PAGE 5

195



Tool 9.9

Lesson study

Tools For Schools

CHAPTER @

February/March 2004

Debriefing the study lesson

Preparation

Even if you are doing some of the lesson study preparation in an online format,
the initial debriefing should be done face-to-face on the same day as the observed
lesson.

In advance of the debriefing, members of the group that designed the lesson
should assign themselves the following roles: facilitator who keeps the conversation
moving, a recorder who take notes and will provide a written summary of the
debriefing, a time keeper, and a commentator.

Determine in advance how much time you will devote to the debriefing.

Members of the group that designed the lesson should arrange themselves at the
front of the room in panel-style. This set-up emphasizes that it is the entire group
and not just the teacher who taught the lesson who will be receiving the feedback
from the observers.

Directions

1. Facilitator introduces everyone in the room and reminds participants of each
person’s role during the observation.

2. Facilitator reviews the agenda for the debriefing. 2 minutes.
3. Facilitator briefly introduces the goals of the lesson study. 5 minutes.

4. Facilitator describes the norms or expectations for how the group will provide
feedback. There are three key norms for the debriefing:

1) During this discussion, only one person speaks at a time.
2) Everyone will be allowed an opportunity to speak.

3) Observers should provide specific evidence for their observations and
not merely offer opinions about the lesson.

5. The teacher who presented the lesson speaks first, commenting on his or her
reactions to the lesson. The teacher should address what actually occurred during
the lesson — what worked, what did not work, what could be changed. /5 to 20
minutes.

6. Each planning group member speaks.

7. In around-robin fashion, the facilitator calls upon observers to offer his or her
feedback, ensuring that each person has an equal opportunity to share their
observations.

8. The knowledgeable other summarizes the discussion.

9. The facilitator thanks the participants and ends the meeting with an announce-
ment of the next step.

Maintain a respectful
atmosphere

= Observers should begin their
comments by identifying the
positive aspects of the lesson.

*  Ensure that the teacher who
taught the lesson is not made to
feel like he or she is being
personally criticized.

* Do not focus on the success
or failure of the lesson or on the
teaching style.

= Select key, relevant observa-
tions. Avoid producing a “laundry
list.”

*  Be an active participant. Try
to contribute to the debriefing
without repeating what has
already been stated.

Sources

“Lesson Study Protocol”
developed by the Lesson
Study Research Group at
Teachers College, Columbia
University. The protocol is
regularly updated. To see the
latest version, please go to
www.te.columbia.edu/
lessonstudy/tools.html.

“Guidelines for Lesson
Study Observations and
Debriefings,” RBS Currents,
Spring/Summer 2002 (Vol.
5.No. 2). Available online at
www.rbs.org/currents/0502/
guidelines.shtml
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Resources for lesson study

“Everywhere | Looked — Levers and Pendulums”
Catherine Lewis, Journal of Staff Development, Summer 2002 (Val.
23, No. 3).

Describes the process of lesson study in Japan and
explores differences between U.S. and Japanese sup-
ports for such activity. Available online at
www.nsdec.org/library/publications/jsd/lewis233.cfm

Lesson Study: A Handbook for Teacher-Led

Instructional Change

Catherine Lewis. Philadelphia: Research for Better Schools, 2002
This handbook illuminates both the key ideas un-

derlying lesson study and the practical support needed

to make it succeed in any subject area. Provides practical resources including sched-

ules, data collection examples, protocols for lesson discussion and observation, and
instructional plans for mathematics, science, and language arts. Includes contributions
by U.S. lesson study pioneers Lynn Liptak, Tad Watanabe, and Makoto Yoshida.
Order from Publications Department, Research for Better Schools, 112 N. Broad St.,
Philadelphia, PA 19102-1510, (215) 568-6150 or online at www.rbs.org.

Lesson Study group at Mills College
Lessonresearch.net

Catherine Lewis, one of the pioneers of using lesson study in the United States,
is a professor at Mills College and uses this web site as a repository for information
on the topic. The web site includes documents and lesson plans and access to video-
tapes and handouts for lesson study workshops. Science is the primary interest of
this group.

“Lesson Study: Japanese Method Has Benefit for All Students”
Joan Richardson, Results, Decemberfjanuary 2001.

Describes Paterson (N.J.) School No. 2's experiences with lesson study and the
potential for lesson study to work in U.S. schools. Available online at www.nsdc.org/
library/publications/results/res12-00rich.cfm

Lesson Study Research Group web site
www.tc.edu/centers/lessonstudy

Clea Fernandez, a researcher at Teachers College, maintains this web site for
sharing her work regarding lesson study. This site provides access to a listserv and
discussion forum to connect educators who are using lesson study. Maintains a data-
base of schools and districts across the United States that have worked with lesson
study.

Research for Better Schools web site
www.rbs.org/lesson_study/

Contains extensive background information on developing lesson studies and links
to numerous citations for lesson study. Includes a page on Frequently Asked Ques-
tions about Lesson Study and the Spring/Summer 2002 issue of RBS Currents news-
letter on lesson study which is available at www.rbs.org/currents/0502/index.shtml.
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Ask [
Dr. :
Developer

Dr. Developer has
all the answers to
questions that staff

developers ask.

(At least he thinks
he does!)

NATIONAL STAFF DEVELOPMENT COUNCIL

Member Services
P.O. Box 240
Oxford, OH 45056

Membership info: (800) 727-7288

Going online
for lesson study

There are not enough interested

teachers in my school to do lesson

study effectively. I'm intrigued by
the possibility of doing a lesson study online.
What's the best way to structure that?

Doing lesson study online may not
A be as easy as face-to-face work but

it offers a great deal of potential
for motivated educators.

The Rochester, N.Y., group refer-
enced in the main article in this issue
worked together for two years and had
only a handful of face-to-face meetings.
Most group members had participated in
a summer Thinking Math institute to-
gether. But the “knowledgeable other”
who joined the group did not meet the oth-
ers until the observation lesson.

The Rochester facilitator was Alice Gill,
associate director for educational issues at
the American Federation of Teachers.

Gill said the optimal number of par-
ticipants for an online discussion is prob-
ably 10 to 12, including the facilitator and
the “knowledgeable other.”

Using a listserv, Gill sent questions to

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

the group and set deadlines for each response
to keep the discussion moving along.

As with any meeting, the facilitator
must be sensitive to the group’s needs to
keep the conversation going or to pause
and assess the group’s discussion. Gill said
she periodically paused the conversation
and assembled ideas into documents that
could be shared with all participants. That
also made it possible to check that all par-
ticipants shared the same understanding
of the work to that point.

As the lesson plan is created, docu-
ments generated by the group can either
be posted on a web site or sent to all par-
ticipants as attachments.

If you decide to pursue an online les-
son study, Gill recommends that the group
meets face-to-face after the observed les-
son. This should work out well since all
of the participants will be together to ob-
serve the lesson anyway.

After the final debriefing, Gill recom-
mends posting the group’s final report on
a web site. This provides ready access for
group members as well as enabling other
educators to view the work.

Periodicals
Postage
PAID
at
Wheelersburg, OH
45694
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Bill Jackson, left to
right, meets with
Ronna Bachman,

Heather Crawford,
Sunjoo Kim and
Lesson study invigorates Joeharlt
L4
math coach — and his school
BY JOAN RICHARDSON
ight years ago, curiosity changed the ground experience as a teacher who coaches oth-
course of Bill Jackson’s professional er teachers in the process in his school, Paterson
life. School No. 2 in Paterson, N.J.
The classroom teacher became “The point of lesson study is not to teach
transfixed by the Japanese process one great lesson. It’s to transfer all of what
of lesson study, eventually becoming the facilita- you've learned about teaching into all of your
tor for the process in his home school and one of teaching,” Jackson said.
the most notable proponents for lesson study in “Lesson study shows me how I can help
the U.S. Much of his value as an advocate for other teachers in a more powerful way. It reduces
lesson study comes from his ongoing, on-the- the isolation of teachers and fosters collaboration
National Staff Development Council + (800) 727-7288 + www.nsdc.org DECEMBER/JANUARY 2006
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between teachers. It provides a common under-
standing of teaching practice and promotes a con-
sistency of teaching throughout a building. It
shows a teacher how to become a high-quality
teacher over time,” he said.

Jackson’s journey into lesson study and
teacher leadership began in 1997 when he was a
classroom teacher at School 2 and accepted an
invitation to join a math study group started by
the school’s then-principal Lynn Liptak.

The math study group attended workshops
on the TIMSS videotapes of math classrooms and
Jackson was intrigued by the Japanese style of
teaching which he thought was more powerful
than his own instruction. Working from what he
had observed in the videotapes, Jackson tried to
imitate what he saw happening in those class-
rooms, not really understanding the process that
the Japanese teachers had gone through to create
the lessons he observed.

Soon, the math study group learned about
lesson study, the intensive professional develop-
ment process that Japanese teachers use to
improve classroom lessons. Through researchers
at Columbia University’s Teachers College in
New York City, School 2 teachers were able to
connect with teachers from Greenwich (Conn.)
Japanese School, a relationship that continues to
this day.

Jackson greatly values the relationship with
the Greenwich teachers. “That’s the best profes-
sional development for me. Working with them is
how 1 stay sharp,” he said.

When the work with Greenwich began,
Jackson was one of 16 teachers who volunteered
to spend some time every week developing and
refining math lessons. *I was one of the very
enthusiastic lesson study participants. When
teachers were afraid to teach publicly, I volun-
teered. 1 was never shy about that,” he said.

By the 1999-2000 school year, the principal
had seen enough to convince her to carve out
time to enable the volunteer teachers to meet
from 1 p.m. to 3 p.m. every Monday in lesson
study groups. Two years later, all teachers were
expected to participate in lesson study groups 80
minutes each week. Jackson became math facili-
tator with his primary work to guide the lesson
study groups.

PAGE 5

Jackson continues as the school’s math facil-
itator but, because of a districtwide change in
school schedules, School 2's principal was
unable to provide time during the workday for
teachers to participate in lesson study. A small
group of volunteer teachers is continuing the
process after school.

Until this year, School 2's goal had been to
develop at least one research lesson per year per
grade. Teachers worked in grade-level math
groups and selected lessons that they’d had diffi-
culty with in the past or which they knew had
caused students to struggle. Eventually, one of
the teachers volunteered to teach the lesson to
students with other teachers observing. The
observers followed a precise protocol. Teachers
gathered afier the lesson to debrief what they had
observed. Then, the same teachers refined the
lesson. The lesson was re-taught, using the
refined lesson. After teaching the lesson a second
time, teachers once again met to discuss it.
Finally, they wrote a report on what was learned
during that lesson study cycle. Teachers present-
ed these reports with PowerPoint at staff meet-
ings. The reports with lesson plans, discussion
notes, conclusions and recommendations along
with videotapes of the lessons are stored in the
library.

In addition to facilitating the lesson study
groups, Jackson also provides intensive support
for teachers. Rather than observing an occasional
lesson here or three, he observes every math les-
son taught by one teacher during the school’s 90-
minute math block over a one- or two-week peri-
od. “They teach. 1 observe. We talk,” he said in
describing the process.

That process, he said, is ideal because teach-
ers are not teaching special lessons but allowing
him to observe their everyday practice. This also
allows him to have frequent short but timely
debriefings.

In addition, Jackson teaches model lessons
while other teachers observe. That also is fol-
lowed by a debriefing about the strengths and
weaknesses of his lesson.

Changes in School 2 and the district have
presented Jackson with new challenges this year.
Teachers are no longer required to participate in
lesson study and teachers who are interested in

National Staff Development Council « (800) 727-7288 - www.nsdc.org
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Benefits
of lesson study

—+ |t shows me how
| can help other
teachers in a more
powerful way.

+ |t reduces the
isolation of
teachers and fosters
collaboration
between teachers.

—+ |t provides a
common
understanding of
teaching practice
and promotes a
consistency of
teaching
throughout a
building.

+ It shows a
teacher how to
become a high-
quality teacher over
time.

— Bill Jackson
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WILLIAM JACKSON

Position: Mathematics facili-
tator/teacher, Paterson School
No.2

School district: Paterson
(New Jersey) Public Schools

Professional history: Before
becoming math facilitator at
School 2, Jackson had been a
classroom teacher for 17
years, teaching grades 3

co-authored the math cur-
riculum for grades 7 and 8 at
his school, based on the find-
ings of the TIMSS study and
what Paterson teachers
learned about student learn-
ing through their work with
lesson study.

Education: Earned his bache-
lor's degree in economics

from Rutgers University, 1982
and a master's degree in edu-
cation with a concentration in

PAGE 6

in Tokyo and Ibaraki
Prefecture, Japan, 1999.
Member of select group of
educators to represent the
United States at U.S./Japan
Mathematics Seminar in Park
City, Utah, July 2002.

Professional service:
Jackson is an active partici-
pant in the lesson study work
in the United States.He pres-
ents frequently at mathemat-
ics conferences regarding les-

CHAPTER @

POW

DES

Lesson study

thmug!‘! 8 as well as bilingual bilingual/bicultural educa- son study and is a regular is one of the 21
education and adult ESL tion, William Paterson participant in the lesson strategies featured
classes. At School 2, he‘has University, Wayne, N.J., in study conference hosted by in Powerful Designs
been the lead teacher in the 1997. Greenwich (Conn.) Japanese for Professional
school's lesson study work. He School. Learning.

has managed the school’s les-  H Jaccomplisk ts Buy it at

son study relationship with Awarded Fulbright Memorial To continue this conversa- store.nsdc.org

the Greenwich (Conn.)
Japanese School. He also has

Scholarship by the govern-
ment of Japan to study the

tion, e-mail Jackson at
wcjack@optonline.net.

Japanese educational system

teachers in this school. There was a time when
lesson study was ‘the way we do business’ in this
school,” he said.

Jackson also worries that the American ten-
dency to favor a quick fix is out of step with a
learning process as intensive as lesson study.
*Americans have little patience for
anything that doesn’t produce imme-
diate results. Lesson study produces

the process must join a voluntary after-school
group led by Jackson, who's also volunteering
his time. He believes that lesson study made a
profound impact on the culture of the school and
was beginning to impact student achievement.
“Conversations have changed. 1t’s real com-
mon for teachers to say, ‘come look at
my blackboard. I want you to see my

students’ work.” It literally has trans- “Americans have

formed the feeling in this building,” little patience for slow but steady improvement over
Jackson said. anything that time,” Jackson said. School 2 made To learn more about
“At my school, teachers don't doesn’t produce AYP in 3rd and 4th grade but “the lesson study, see the

have to know everything. We know immediate results.
that we can learn to be good teachers.
But, first, we have to let our guard produces slow but
down,” he said. steady

But he worries that these improvement over be able to share his passion for les-
improvements will fade if administra-  time.” son study with other teachers at his
tors don’t make their support more school.
tangible. “It’s very easy to slip back “If you're not getting support
into the same old same old. That’s what I'm from the top, I don’t see how this can work long-
struggling with right now. Without support, term. You hear a lot about lesson study being
you're a Lone Ranger,” he said. teacher-driven. I'm not sure that’s true. It’s

“You need administrators who let the staff teacher-driven if teachers are allowed to drive
know that this is part of the professional lives of it,” he said. @

test scores didn’t jump through the
Lesson study roof.”

Lesson Study topic in

the NSDC Online
Without commitment from the Library,

district, he wonders how long he’ll www.nsdc.org/

library/strategies/

lessonstudy.cfm

National Staff Development Council + (800) 727-7288 « www.nsdc.org DECEMBER/JANUARY 2006
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Select the strategy that works

PROCESS

for your context and content

BY LOIS

magine a school that has an environ-
ment of staff growth and learning. The
climate that makes learning possible
for adults in this school can always im-
prove, but the school can legitimately
call itself a professional learning com-

adult learning.

Imagine that
this school has col-
lected and analyzed
data from a variety
of sources. Staff
members know what
they need to learn to
do better so students
can learn better.
Teachers know the
content they must
study.

What they need
to know is how:
How will they learn what they need? What strate-
gies will help them learn and help them make
changes that affect student achievement? What pro-
cesses will they initiate?

Selecting the right process (or strategy or de-
sign) is an important consideration for those de-
veloping and participating in professional learn-

BROWN

munity. This school has the context for

EASTON

ing that will make a difference. In fact, it is so im-
portant that the National Staff Development Coun-
cil made it one of three aspects designers of pro-
fessional development must consider, along with
context and content (NSDC, 2001).

Imagine that the staff at our imaginary school
has determined that students need to improve their
reading skills in the content areas. The staff wants
to learn how to help
students understand
materials they read
in social studies and
science, for ex-
ample. Rather than
have administrators
decide how they
should learn, staff
members consult a
resource that de-
scribes powerful
strategies for pro-
fessional develop-
ment — such as NSDC’s newest book, Powerful
Designs for Professional Learning (NSDC, 2004)
— and select a variety of processes that could be
used. Some of these designs work individually.
Some work individually and then suggest that in-
dividuals get together in groups. Some work best

Continued on Page 2
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Select the strategy that works

Continued from Page 1

in groups. Six months into their focus on
reading in the content areas, teachers come
together, bringing a variety of viewpoints
after experiencing a variety of professional
development activities — though all fo-
cused on reading. Their professional de-
velopment continues with other processes
as they implement the changes they have
identified.

Let’s be more specific. In the first six
months, one teacher decides to access stu-
dent voices by having students talk about
reading in focus groups. Other teachers
begin action research projects, mostly
working alone but getting together every
other week to share their results. A few
individuals keep journals about reading
in their own classrooms. Some of these
individuals create portfolios to share with
others. Another group conducts case dis-
cussions on reading, and another looks at
curriculum as curriculum designers. The
principal and associate principals do class-
room walk-throughs that focus on read-
ing. Another group analyzes the data that
initiated this professional learning cycle;
this group wants to know the details be-
hind the scores that alarmed the staff about
reading in the content areas. The last group
examines classroom and district assess-
ments for levels of questioning about text.

At the end of the first six months,
these individuals and groups learn from

each through visual dialogue, and the staff

as a whole creates a plan for action. The
action research individuals and groups
continue their work, as do the journal writ-
ers and portfolio makers. The curriculum
designers and the assessment group ex-
pand their work, and other groups begin
to form. Some staff members begin to meet
in critical friends groups and do tuning
protocols around student understanding
of text. A small group decides to shadow
students in another school, known for its
focus on critical reading skills.

Later, as implementation continues
(and gets tougher), a group forms to do

21 strategies

The 2| strategies included in
Powerful Designs for Professional
Learning:

* Accessing student voices

= Action research

* Assessment as professional
development

* Case discussions

+ Classroom walk-throughs

* Critical friends groups

* Curriculum design

« Data analysis

* Immersing teachers in practice

* Journaling

* Lesson study

* Mentoring

* Peer coaching

= Porfolios for educators

* School coaching

* Shadowing students

* Standards in practice

* Study groups

* Training the trainer

« Tuning protocols

* Visual dialogue

lesson study related to reading in science
classes. Another group looks at assign-
ments through the standards in practice
process. Finally, the staff decides to have
aschool coach help them focus on literacy
across the curriculum.

This article and the charts on Pages
3-6 will guide you in choosing the designs
that will work for your school.

WHO?

All of the 21 professional develop-
ment designs included in Powerful De-
signs for Professional Learning work well
with classroom teachers as well as admin-
istrators at the building and district lev-
els. The Page 3 chart identifies designs that
will benefit by including college or uni-
versity staff or community members, par-

ents, and policy makers as partners.

Regardless of who is involved in pro-
fessional development, always ask, “Who
else needs to be here?”

1. Who should be involved?

2. Will people work as individuals or
in groups?

WHAT AND WHY?

Each of the 21 designs has roots in
what happens in classrooms, focuses on
learners and learning, and is collaborative
in some way. All designs honor profes-
sionals. All lead to application. All pro-
mote inquiry and reflection.

Beyond these standards for powerful
professional development, however, are
other more specific purposes that can be
promoted through certain designs. These
more specific purposes take the form of
questions listed below. Designs that are
especially oriented to these specialized
purposes are listed in the charts on Pages
4 and 5.

1. Which designs are most useful for
gathering and using information from
within the school or district about learn-
ing?

2. Which designs are most likely to
use outside resources to inform the work?

3. Which designs are especially use-
ful in creating a learning community?

4. Which designs focus most on stan-
dards, curriculum, and assessment?

5. Which designs focus most on prac-
tice or pedagogy?

6. Which designs are most useful for
looking at classrooms?

7. Which designs focus on the whole
school and/or beyond?

8. Which designs are particularly re-
flective?

9. Which designs look at student work
or involve students in some way?

10. Which designs are best for bring-
ing others (other than teachers or admin-
istrators) into the school improvement ef-
fort?

Continued on Page 7

PAGE 2
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POWERFUL DESIGNS: WHO AND WHEN

WHO? WHEN? {Assumes no less than 1-vear commitment)

In addition to elassroom teachers and

i s involved? 2
administrators, who should be involved: Frequency Duration

a year
At least
monthly
is | to2
hours

parents,
policy makers

POWERFUL
DESIGN

first, then
groups
Pairs
concurrent
small groups
3 to 6 times
At least
weekly
Daily
Each session
Each session
Each session
is an hour or
less

University or
college staff
Community,
Individuals at
Large groups/
is 3 hours or
more

>
>
>

Accessing
Student Voices

>
%
>
*
*

Action Research X X* Xk

Assessment as
Professional X X X
Development

Case X X X

Discussions

Classroom X X X
Walk-Throughs

Critical Friends X X X X
Groups

Curriculum X X X X
Designers

Data Analysis X X X X X

Immersing
Teachers in X X X
Practice

Journaling X X X
Lesson Study X X X

Mentoring

Peer Coaching

Portfolios for X X X
Educators

School X X X X X
Coaching

Shadowing X X X X
Students

Standards in X X X
Practice

Study Groups X X X X X

Training the X X X X
Trainer

Tuning X X X X
Protocols

Visual Dialogue X X X

* = group sharing  ** = individual work

Source: Powerful Designs for Professional Learning, by Lois Brown Easton. Oxford, OH: National Staff Development Council, 2004. All rights
reserved. Order through NSDC's Online Bookstore, store.nsdc.org.
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POWERFUL DESIGNS: WHAT AND WHY

POWERFUL
DESIGN

Useful for
gathering data
in a school

Involves
gathering
information
from external
sources

Particularly
helpful in
creating a

learning
community

Looks at
standards,
curriculum,
assessment

Focuses on

pedagogy and
teaching

Involves
looking at
classrooms

whole school/

Involves
looking at

beyond

Accessing
Student Yoices

Action Research

Assessment as
Professional
Development

Case
Discussions

Classroom
Walk-Throughs

Critical Friends
Groups

Curriculum
Designers

Data Analysis

Immersing
Teachers in
Practice

Journaling

Lesson Study

Mentoring

Peer Coaching

Portfolios for
Educators

| x| x| |

E A A

School
Coaching

Shadowing
Students

Standards in
Practice

Study Groups

Training the
Trainer

Tuning
Protocols

Yisual Dialogue

Source: Powerfil Designs for Professional Learning, by Lois Brown Easton. Oxford, OH: National Staff Development Council, 2004. All rights
reserved. Order through NSDC's Online Bookstore, store.nsdc.org.
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POWERFUL DESIGNS: WHAT AND WHY

Is particularly Involves Good for Good for Results in a | Is experiential Involves

reflective looking at involving problem concrete modeling
student work others solving product
POWERFUL or students
DESIGN

Accessing X X X
Student Voices

Action Research X X

Assessment as
Professional X
Development

Case
Discussions

Classroom X X
Walk-Throughs

Critical Friends X X
Groups

Curriculum X
Designers

Data Analysis X

Immersing
Teachers in X X
Practice

Journaling X

Lesson Study

Mentoring X X X

x| x| x| X

Peer Coaching X X

Portfolios for X X
Educators

School X X
Coaching

Shadowing X X X
Students

Standards in X X X X X
Practice

Study Groups X

Training the X X X X
Trainer

| x| x| X

Tuning X
Protocols

Visual Dialogue X X X

NATIONAL STAFF DEVELOPMENT COUNCIL PA

D
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POWERFUL DESIGNS: HOW
Administrator
Facilitator needed? involvement? School infout? | Cost?*
POWERFUL No At first Yes Support |Participation |Participation In Out
DESIGN essential helpful 1
Accessing X X X X $
Student Voices
Action Research X X X X $%
Assessment as
Professional X X X X X $5%
Development
Case X X X X 33
Discussions
Classroom X X X X $
Walk-Throughs
Critical Friends X X X X 3%
Groups
Curriculum X X X X $5%
Designers
Data Analysis X X X X $35%
Immersing
Teachers in X X X X X $5%
Practice
Journaling X X X X $
Lesson Study X X X X X $5
Mentoring X X X %5
Peer Coaching X X X 5%
Portfolios for X X X $
Educators
School X X X X £33
Coaching
Shadowing X X X X $%
Students
Standards in X X X X L1
Practice
Study Groups X X X X 35
Training the X X X X X $3%
Trainer
Tuning X X X X X 5%
Protocols
Visual Dialogue X X X X 337

* 8 = low cost 58 = medium cost $58 = high cost

Source: Powerful Designs for Professional Learning, by Lois Brown Easton. Oxford, OH: National Staff Development Council, 2004. All rights
reserved. Order through NSDC’s Online Bookstore, store.nsdec.org.
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Continued from Page 2

11. Which designs can be used to ad-
dress specific problems and seek solu-
tions?

12. Which designs result in a concrete
product? Which designs are the most ex-
periential?

13. Which designs may involve mod-
eling?

WHEN?

To be effective, schools should plan
to commit to a design for at least a year.
No design should be implemented only
once a year. They are meant to be con-
tinuous over a period of time.

See the chart on Page 3 for guidance
in designs that will work well in three to
six sessions a year, those that require at
least monthly meetings, those that should
occur at least weekly, and those that should
happen daily.

In addition, the duration of any pro-
fessional development activity or session
can vary enormously. Some strategies that
may require less frequent meetings may
need three hours or more for each session.
Some strategies may require educators to
meet together more often but for shorter
amounts of time. Individual work that re-
sults in later group sharing might require
an hour or less.

HOW?

All 21 designs identified in this ar-
ticle can be used with other designs to
explore the same content. In fact, using a
variety of adult learning strategies oriented
towards the same need can enrich the re-
sults considerably.

The chart on Page 6 will help you
identify strategies by answering the fol-
lowing questions:

1. Which designs require a facilita-
tor?

2. Which designs require administra-
tors to be involved?

3. Which designs work best when
school is in session? Which designs work

What are NSDC’s
process standards?

In terms of process, the NSDC
Standards for Staff Development
agree that staff development that im-
proves the learning of all students:

m  Uses disaggregated student
data to determine adult learning pri-
orities, monitor progress, and help
sustain continuous improvement.
(Data-driven)

m  Uses multiple sources of infor-
mation to guide improvement and
demonstrate its impact. ( Evaluation)

m  Prepares educators to apply re-
search to decision making. (Re-
search-based)

m  Uses learning strategies appro-
priate to the intended goal. (Design)

m  Applies knowledge about hu-
man learning and change. (Learn-
ing)

m  Provides educators with the
knowledge and skills to collaborate.
(Collaboration)

best when school is not in session?

4. Which designs cost the most?

Students will succeed when educators
choose the best possible context for pro-
fessional development, deliberately focus
content on student improvement needs,
and choose processes that help teachers
learn to best address those needs.

Adapted from Powerful Designs
for Professional Learning, edited
by Lois Brown Easton. Oxford, OH:
National Staff Development Coun-
cil, 2004. All rights reserved. See
Page 8 for ordering information.
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Chapter 10

“AM PLANNING
AND REPORTING

TOOLS:
Tool 10.1 Sample team plan. 3 pages

Tool 10.2  Team planning template. 3 pages

Tool 10.3  Alternative team planning template. / page

Tool 10.4  Team agenda template. I page

Tool 10.5  Team summary report template. I page

Where are we?

We include time in all schoolwide meetings to discuss what collaborative professional
learning teams are doing and learning.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Our school uses well-defined processes to keep everyone informed about what teachers
are learning in their collaborative professional learning teams.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teams of teachers (grade-level, resource, interdisciplinary, department, etc.) develop
written plans to guide their collaborative professional learning.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

The school’s use of collaborative professional learning teams is reflected in the district’s
local professional development plan.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Team planning and reporting

ollaborative professional learning
teams plan their work and regular-
ly report what they are doing and
learning. Without planning and
reporting, this form of profession-
al development may create anoth-
er form of isolation within a
school that Andy Hargreaves (1998) calls “balkaniza-
tion.” It means that teams work so closely together that
they isolate themselves from the rest of the staff within
the school. While some might argue that this is better
than a school culture of complete isolation, competi-
tion, or even jealousy, it does little to foster a school-
wide emphasis on improving teaching and learning and
a shared responsibility for the success of all students.

When schools move toward collaborative profes-
sional learning, they establish planning and reporting
processes that will increase cross-team collaboration and
learning.

These processes, when they become routine, con-
tribute to building a schoolwide collaborative culture.
Both teams and the principal are responsible for making
these processes routine.

Team planning

Once a team has analyzed data, set SMART goals,
and identified possible strategies for collaboration, they
develop a plan of action that helps them and others
know how they plan to accomplish the goal(s) they
identified. A team’s plan of action is a roadmap with a
timeline that helps them stay the course, make inten-

tional course changes if necessary, and communicate to

CHAPTER 10

their publics about their work.
Team action plans include the following compo-
nents:
e Goal(s)
e Actions (tasks)
* Indicators of accomplishment
*  Derson(s) responsible (talent)
e Timeline
*  Resources requested
Tool 10.1 includes a sample team plan. Tool 10.2 is
a blank template for teams to
modify or use. Tool 10.3 is an
alternative team-planning tem-

A team’s plan of

plate.

The principal receives the
plans and identifies resources
each team has requested and
determines how to provide
those. In addition, the princi-
pal may offer some feedback
to the team on its plan and
recommend other resources or
strategies for the team to con-
sider. Perhaps the most impor-
tant part of the principal’s
work is finding commonalities

between and among teams’ plans.

action is a
roadmap with a
timeline that
helps them stay
the course, make
intentional
course changes
if necessary, and
communicate to
their publics
about their work.

When these commonalities occur, the principal

informs each team and encourages them to share ideas,

information, and resources so that they can expand the

scope of their learning.

Team plans can also be posted in the staff lounge
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Team planning and reporting

or meeting room so other team members can read and
review. Teams can also post their logs and updates in
the same location. By studying how other teams plan to
accomplish their work and finding connections among
their own team and other teams, team members extend
their learning, resources, and potentially their results.

Collaborative team meeting agenda
Another way to help teams keep organized is to
prepare an agenda for each meeting. The team can set
the next meeting’s agenda before the end of each meet-
ing. The agenda helps team members know how to pre-
pare for the next meeting. The agenda will be most
helpful if it includes the following information:
e Date, time, and location of meeting
*  Meeting purpose describing what the team will
produce (deliver) by the end of

CHAPTER 10

These records become public information and help other
teams and the school administrator know what progress
each team is making, what challenges it is facing, and
what resources or support it wants. Team reports are
intended to be brief, yet informative. They are best com-
pleted in the last few minutes of the team’s meeting by
the entire team rather than by a single member.

The essential information included in a team meet-
ing report includes:
*  Members present;
*  Date and time of meeting;
*  Topics addressed;
*  Summary comments; and
*  Resources or support requested.

Tool 10.5 is a team summary report template for
teams to use or adapt.

this meeting

e Actions to take or topics to dis-
cuss (e.g. report student scores
on the math assessment, items to
review or the unit assessment,
summaries of professional read-
ings, etc.)

e  Time assigned to each action or
topic
Tool 10.4 is a team meeting

agenda for teams to use or adapt.

Team reporting

Sample team plan

TOOL 10,1
TOOL 1.2

Team planning template

Teams complete brief logs or
summary reports at the end of each

. . . Tool 10.1 Tool 10.2
meeting as a record of their meeting.
To0L 103 TooL 10.4 TO0L 105
Team agenda template Team summary report template
Alternative team planning template o Ttk o
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Tool 10.3 Tool 10.4

Tool 10.5
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Team planning and reporting

Principals receive and review team reports, sends
feedback to each team, and addresses requests for
resources or support. By staying informed and involved,
the principal helps the team accomplish its work. Team
logs can be posted so that members of other teams can
review what is occurring in each team. Teams can
benchmark their own work against other teams’ work
by reviewing their meeting reports.

In addition to written reports, principals can make
time in faculty meetings for teams to report briefly on
their key learnings, discoveries, or challenges. By asking
teams to report publicly, the principal increases team
accountability, shared responsibility, and cross-team
learning. These oral reports are brief (about 3-4 min-
utes) and focus on what the team is learning as it pro-
gresses through its plan.

Cross-team communication and opportunities for

teams to report to one another are two essential process-

CHAPTER 10

es to ensure that each team's work is aligned to school
and district priorities and goals. The frequency of
reporting increases both knowledge sharing and culture
building. When team members learn how others are
contributing to achieving the school's goals, there is a
stronger sense of whole school community in which
each person is contributing his or her strengths and
expertise to the whole. In addition, teams learn from
one another about how to have effective teams if the
cross-team report outs include information on struc-
tures, processes, and strategies teams are using in addi-
tion to the content.

References

Hargreaves, A. & Fullan, M. (1998). Whats
worth fighting for out there? New York: Teachers College
Press.
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TOOL 10.1
Sample team plan
SAMPLE SCHOOL-BASED TEAM PLANNING FORM
Team members:
TIM BEV ROBERT JAMES BETH JACKIE
DATA ANALYZED:
Student achievement data: Benchmark assessments; current grades; performance
on SAT 9

Process data: Time spent on instruction in problem solving; resources used; number of
problem-solving strategies taught; number of problem-solving strategies reinforced in other
content areas

Demographics data: Student mobility; student SES; number of hours employed; atten-
dance

Perception data: Student attitude about school; student attitude about math; student per-
ception of self as successful in school and math

MAJOR FINDINGS FROM DATA:

e Students who have a large number of absences perform poorly in problem solving.

*  Students who perform poorly in math have less perseverance and a negative self-image.

*  Students who perform poorly in problem solving also perform poorly in other areas of
the math curriculum, particularly algebraic thinking and measurement.

e All students performing at the not-proficient level have their lowest scores in problem
solving,.

GOALS:

Team’s goals for students (specify timeline, results, and evidence, e.g. by the end of the
grading period, students scoring at the not-proficient level in problem solving will move to
basic or above on the grade level common assessments.):

Students scoring not proficient in problem solving on the benchmark assessments will
score proficient by the end of the grading period.
Team’s goals for teachers (specify timeline, results, evidence, etc., e.g. Teachers will pro-
vide daily practice in using multiple problem-solving strategies.):

Teachers will deepen their understanding of problem-solving strategies, develop and
implement appropriate, differentiated instruction for students performing below expecta-

tions, frequently assess student progress, and use data to revise instruction.
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ACTIONS PLANNED:
MARCH-JUNE 2005

Sample team plan

CHAPTER 10

TASK: TALENT: TIME: RESULTS:
What are we going to Who will be responsible for doing what? | When What results did we
do? will we | achieve?
do it?
Teachers will conduct * Tim will review current journals. March Identified four common
research, review the * Beth will work with the math specialist to problem-solving strategies,
curriculum guide, and analyze the curriculum. resources to use in teaching
analyze their texts to e James will examine the text. the strategies, references
determine the four problem- | ¢ Jackie will gather information from teachers within the curriculum and the
solving strategies they will | of prerequisite courses. fexts, and practice problems
hold students accountable | ® Robert will gather information from teachers fo use in other content areas
for in math. of subsequent courses. that reinforce the math
* Bev will bring problems for the team fo processes.
practice with at next meeting. Bev will also visit
another high school to leamn how they are
addressing problem solving for
underperforming students.
Teachers will practice the Bev facilitates the team in practicing the March Teachers developed a
problem-solving strategies to | strategies. common vocabulary and
ensure their understanding understanding of the
and comfort with them. strategies to increase their
consistency of instruction.
Teachers will design Team designs two common lessons on the March Lesson plans developed and
common lessons on four problem-solving strategies. incorporate differentiation
problem-solving strategies. for students of various levels
of success with problem
solving.
Teachers will design Team designs resources fo display and use in | March Instructional resources
instructional resources for their classrooms. displayed in all classrooms
use in their classrooms to and in the math hallway.
reinforce problem-solving
application in other confent
areas.
Teachers will share the Teams bring their notes to discuss the results of | April Team members identified the
results of their common the instruction. common problems students
lessons and make revisions. have in applying the
problem-solving process and
include instruction on these
areas in revised lesson
plans.
Teachers will design Team designs four common assessments fo March Common assessments are
common assessments o give students. and April | designed and administered.
assess student progress in
problem solving.
Teachers will analyze data | Team March, | Student results are analyzed
from common assessments April, across the classrooms.
and revise instruction. May, June
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Tool 10.1  Sample team plan CHAPTER 10

Evidence of results
(What will serve as evidence of our results2):

o All students' performance on the common assessments will increase by at least 5%.
e Students scoring notproficient will score basic or above by the end of the grading period.
*  Students’ performance in problem solving on the sfate assessment will increase by at least 5%.

e Students’ performance in other areas of the math curriculum will increase on the state assessment.

Resources/support requested:

*  Discuss with the math specialist the problem-solving strategies included in the math curriculum and fo gather resource
materials fo use in lesson and insfructional materials design.

*  Meet with the math specialist to serve as expert support during the April meefing to assist with the development of
the assessments so that they align with the state expectations for how students demonstrate their learning.

*  Release time for one teacher to visit the other high school for a half day to discuss how they teach problem solving

fo low performing students.

Comments:

*  We expect that this will be a temporary solution to a more complex problem of students’ perception and ability in
math.

*  We hope fo continue fo focus on how we teach all the areas of the math curriculum to increase consistency in
instruction, expectations for learning, and assessment sfrategies.

*  We also want fo discover how to improve how we differentiate instruction and resources for learners who are

underperforming.
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TOOL 10.2
Team planning template

Team members:

DATA ANALYZED:
Student achievement data:

Process data:

Demographics data:

Perception data:

MAJOR FINDINGS FROM DATA:

GOALS:

Team’s goals for students (specify timeline, results, and evidence, e.g. By the end of the
grading period, students scoring at the not-proficient level in problem solving will move to
basic or above on the grade-level common assessments.):

Team’s goals for teachers (specify timeline, results, evidence, etc., e.g. Teachers will pro-
vide daily practice in using multiple problem-solving strategies.):
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Tool 10.2 Team planning template CHAPTER 10

ACTIONS PLANNED:

TASK: TALENT: TIME: RESULTS:

What are we going to do? Who will be When will we | What results did we
responsible for doing | do it? achieve?
what?
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Evidence of results:

Resources/support requested:

Comments:
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TOOL 10.3
Alternative team planning template
Goal/standard
Evidence of success
Staff development initiative
When? What? How? Who? How well?

Reflections on action
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TOOL 10.4

Team agenda template

Date: Time: Location:
Team goal(s):

Meeting purpose (what will we deliver af the end of this meeting?)s

Essential questions (questions we want to answer at the end of this meeting)s

Item Time Person responsible Notes
1 (information)

A (action)
D (decision)

Meeting wrap-up

What did we learn today that will enhance our content knowledge and our teaching practice?

*  What items do we want on our next agenda?

¢ What will we include on our team log about this meeting?
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TOOL 10.5

Team summary report template

Date: Time:

Members present:

Agenda/topics:

Topic Summary

Outcomes:

Next steps:

Resources/support requested:
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Chapter 11

ROLE
OF PRINCIPAL

TOOLS:
Tool 11.1 Essays by Dennis Sparks. 8 pages

Tool 11.2  Benefits of collaborative professional learning. I page

Tool 11.3  Key learnings for collaborative professional learning teams. 1 page

Tool 11.4  Principals’ strategies for increasing staff capacities for continuous learning. 7 page

Tool 11.5  In the right context. 4 pages

Tool 11.6  Culture shift doesn’t occur overnight — or without conflict. 2 pages

Tool 11.7  How to launch a community. 2 pages

Tool 11.8 Getting everyone to buy in. 2 pages

Where are we?

Ovur principal demonstrates his or her support for collaborative professional learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
In our school, when teams of teachers meet, the principal trusts them to accomplish their
work.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Our principal provides feedback to teams about their learning plan and progress on
a regular basis.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Our principal provides the resources and support requested.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Role of principal

o say that the success of collabora-
tive professional learning rests in
the hands of the principal may be
an overgeneralization; however, to
a large degree, it is true. Principals’
commitment, investment, and
involvement in collaborative pro-

fessional learning is essential to its success within a

school. To create, organize, and sustain collaborative

professional development within their schools, princi-

pals have several essential responsibilities. They are

responsible to:

*  Set clear expectations and expected results;

e  Create time for collaborative professional learning

in the schedule;

e Provide training and development;

*  Receive and review plans;

*  Accept that change is a process, not an event;

*  Monitor actions and results;

*  Encourage “out-of-the-box” thinking; and

*  Handle resistance.

Set clear expectations and define results
Principals have a responsibility to establish clear
expectations about teacher collaborative professional
development. Often working in partnership with
teacher leaders, principals clarify whether collaborative
professional development is a responsibility of every
staff, some staff, or those who volunteer to participate.
Further, they clarify whether teachers are expected to
collaborate with one or more teams within the school,

across schools, in the district, or across districts. Some

CHAPTER 11

schools set an expectation that teachers meet with one

collaborative learning team related to their content area

or level and another that is focused on a schoolwide

area of interest. For example, a middle school music

teacher may meet with other teachers across the district

for her content-focused team.
This team works to analyze
curriculum, develop common
assessments, examine student
work, and to develop com-
mon units of instruction. This
same teacher meets with a
school team on infusing criti-
cal thinking into all classes. In
this second team, the music
teacher works with colleagues
from other disciplines to iden-
tify the critical thinking skills
they will stress at each grade
level, develop their own
understanding about how to
integrate these skills into their
classroom activities, and
develop recommendations for
other colleagues about how to
integrate these skills into their
classes.

Principals also set clear
expectations for results.

We found clear
evidence that the
administrator is
key to the
existence of a
professional
learning

community.

— Learning
together, leading
together, by
Shirley Hord.
New York:
Teachers
College Press,
and Oxford,
OH: National
Staff Develop-
ment Council,

2004

Working with each team and using the data analysis

process as background, the principal helps each team

understand how its actions can influence student suc-
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Role of principal

CHAPTER 11

The principal’s essential role
as a learning leader

S

Tool 11.1

S TOOL 1.3
Benefits of collaborative Key learnings for collaborative
professional learning professional learning teams
STUDE BT i b "

Tool 11.2 Tool 11.3

cess. By stressing that the primary
purpose of collaborative professional

learning is student academic success,

Principals’ strategies for increasing
staff capacities for i

from some initial opportunities to
TOOL 11.4 .
learn about the value of collaborative

. professional learning, the essential

principals help teachers focus their

skills for team development, and

collaborative work on the intended
results. Secondary benefits of build-

P dodhbens methivg

ing a collaborative culture, deepening
teachers’ content knowledge, and I
expanding their content-specific ped-
agogical repertoire occur when teach-
ers are successful in working collabo-
ratively. Principals can monitor for all

of these results.

Tumabag seleating reboes ond shisn

strategies for team learning. By pro-
viding opportunities for teacher
leaders or even the entire staff to
learn some of the foundational
knowledge and skills necessary for
success, principals increase the likeli-
hood that the transition to collabo-
rative professional learning will be
smooth.

Create time for collaborative pro- Tool 11.4
fessional learning in the schedule

One of the most significant contributions a princi-
pal can make to guarantee success with collaborative
professional learning is to provide time within teachers’
workday for it to happen. Chapter 7 addresses this issue
in greater depth. It is primarily the principal’s responsi-
bility to lead the charge, form the task force to study
options for making time available, and for being the
spokesperson within the community who advocates for
teacher learning time. The principal cannot turn over
this responsibility to an assistant or a group of teacher
leaders. He or she must be fully present and involved in
these actions to signal the importance of this issue.

Provide training and development
Successful collaborative professional learning does
not happen magically. To be successful, teams benefit

Receive and review team plans
Principals review a team’s plans

for learning and provide feedback to the team, discuss
with them how to provide the resources and support
they request, and help them accomplish their plan.
Principals visit team meetings periodically to learn
about the team’s work and to offer support. Ongoing
communication between the team and the principal is
essential to keep the principal informed and to support
the principal in finding ways to share learning across
teams and to use each team’s learning to achieve the

school’s goals.

Accept change as a process, not an event

When collaborative professional learning is
launched in most schools, there is a period of adjust-
ment for everyone. As teams learn to work together, to

be more responsible for their own professional learning,
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CHAPTER 11

to make good choices about how to E

use their time, etc., principals have an P
important role to provide training,
support, and coaching to teams.
Principals remind teams that nothing
is perfect immediately, that teams will
feel uncomfortable and even be

In the ri;
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Culturs shift dogsn’t

unsuccessful initially, and that they
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will improve both their effectiveness
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and efficiency over time. This means

principals’ standards for teamwork

change as teams mature and their

work becomes more focused. The

principal is ready to step in to facili-
tate, guide, teach, and/or provide
Tool 11.5
resources, SUppOrt, Or resource per-

sonnel to help all teams reach an

acceptable level of productivity.

Give feedback actions and results

Principals actively monitor team actions and
results. They do this primarily by reviewing team-meet-
ing logs. However, principals may meet with team lead-
ers or with teams to learn about their work, observe
their interactions, and to provide feedback on their
work, their results, and their interactions. Principals can
expect to receive periodic reports that include student
data from benchmark or common assessments. By giv-
ing feedback regularly, principals and teams clarify
expectations, improve their work as a team, and are
more likely to focus their work on what will improve
teaching and learning.

Encourage “out-of-the-box” thinking

Principals encourage teams to look beyond their
own knowledge, skill, and practice by connecting them
with print, human, or electronic resources that will
move them beyond their current understanding,.
Principals look for resources that will introduce teams
to new ideas, approaches, and strategies. When princi-
pals take an active role to ensure teams have access to
resources, they stimulate learning and demonstrate their
confidence in teams to accomplish their goals.
Principals also have an important role in creating a safe
environment that encourages risk taking, experimenta-
tion, and learning from each trial. It is important for
principals to hold the view that experiences that do not
produce intended results might be more powerful learn-
ing experiences than those that do.

Tool 11.6

Handle resistance

Resistance is inevitable. Some teachers will be
uncomfortable working collaboratively. Some will ini-
tially believe that working collaboratively is additional
work. Others simply prefer to work in isolation because
it is what they have always done. Principals, when
establishing expectations, clearly communicate each
teacher’s responsibilities so that no confusion exists. If
teachers are unwilling to work in collaborative learning
teams, principals want to be prepared to handle such
resistance. Most teachers, once they work through the
challenges of shifting from outside-in to inside-out pro-
fessional learning, value collaborative learning, especially
if the focus of their learning is directly related to their
own classes and students.

Principals may use the series of essays by Dennis
Sparks, executive director of the National Staff
Development Council, to help them consider the bene-
fit and their role in creating a culture for collaborative
professional learning within their schools. These essays
appear in Tool 11.1.

Tool 11.2 includes a list of benefits of collaborative
professional learning drawn from the research of Shirley
Hord on professional learning communities.

A third resource, Tool 11.3, is a list of essential
skills and knowledge for principals to consider in
designing the training and development for teams
and/or team leaders.

Tool 11.4 lists principals’ strategies for increasing
staff capacity for continuous learning.

Tool 11.5 describes how principals establish the

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 225



Role of principal

structures to support collaborative
professional learning.

Tool 11.6 describes ways the
principal shifts the school culture and
some of the roadblocks he or she may

How to launch
a community

CHAPTER 11

Getting everyone
to buy in

New beginnings give principal

face in the process.

Tools 11.7 and 11.8 describe two
principals who launched collaborative
learning within their school. They
share lessons learned to help other
principals meet with success.

Douglas Reeves in his new book,
The Learning Leader: How ro Focus

sty o sbase his dram

School Improvement for Better Results
(2006), describes particular leadership
actions that show demonstrable links Tool 11.7
to student achievement. These actions
are not dependent on a principal's style or personality,
but rather are what a principal does. They include
inquiring, using data to determine not only problems
but also underlying causes (see Chapter 10); imple-
menting, the degree to which aspects of a specific effort
are correctly implemented at the school and classroom
level; and monitoring, the way in which feedback to
continuously support improvement and equity. This
form of monitoring, as Reeves reminds his readers, is
not evaluating or measuring.

No success in a school, no matter what it is, lies
exclusively on the shoulders of principals. Teachers and
teacher leaders are integral to every success and share
responsibility for leadership. Principals work to distrib-
ute and share leadership throughout the system so that
there are many leaders working hand-in-hand to meet
the school's goals. Collaborative professional learning is

Tool 11.8

one way principals can share leadership for professional
development and offer viable teacher leadership oppor-
tunities to teachers ready to accept leadership responsi-
bilities.

References
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Essays by Dennis Sparks

EXECUTIVE DIRECTOR’S NOTEBOOK

Dennis Sparks is
executive director

of the National Staff
Development Council

Quality teaching

in every classroom

requires skillful

leadership on the

part of principals.

There are no

substitutes.

CHAPTER 11

The principal’s essential role
as a learning leader

killful teaching in every classroom re-

quires skillful leadership by principals.

This reality is too often ignored when

schools and districts make professional

development decisions. And that is why
I am devoting my columns this school year to the
principal’s essential role as a professional devel-
opment leader.

I am convinced that high-quality teaching in
every classroom depends on principals who make
the success of all students their highest priority,
nurture continuous improvement in teaching, and
create energizing, interdependent rela-
tionships among all members of the
school community. While effective prin-
cipals delegate responsibility and distrib-
ute leadership, the ultimate responsibil-
ity for quality teaching in all classrooms
falls squarely on their shoulders.

Across this school year, the columns in this
series will examine what | believe are the essen-
tial ingredients in leadership for adult and student
learning. My October column will argue that sig-
nificant change in schools begins with significant
change in leaders. What principals understand, be-
lieve, say, and do has a profound consequence on
those around them. Different results, therefore,
require new understandings, beliefs, words, and
actions. In other words, if nothing changes, noth-
ing changes.

In November, 1 will propose that successful
principals possess richly-detailed visions of the
student learning and teaching they desire in their
schools. They can see in their mind’s eye and de-
scribe in detail to others the quality of student
thought and work the school desires and the type
of teaching that will produce it. Likewise, they
are crystal clear about the kind of professional
learning that is aligned with their vision of stu-
dent learning and high-quality teaching.

My December/January column will discuss
how successful principals affect the knowledge,
skills, and attitudes of individuals who are both

PAGE 2 m RESULTS, SEPTEMBER 2004

PRINCIPALS
AS LEADERS
OF LEARNING

#1 in a series

above and below them on the organizational chart.
These principals skillfully and persistently advo-
cate for the policies, resources, and support that
are essential in their schools. They also develop
the leadership talents of teachers by delegating in-
creasingly more complex responsibilities and nur-
turing the knowledge and skills necessary to suc-
cessfully fulfill them.

In February, I will describe how skillful prin-
cipals use various sources of information to cre-
ate urgency for change, to establish plans, and to
track progress toward important goals. Principals
guide teachers, parents, and other com-
munity members in understanding and
using various types of data and other
forms of evidence. They also embed the
study of professional literature in faculty,
department, and grade-level meetings.
My March column will discuss ways in
which principals who make staff and student learn-
ing a priority create relationships within schools
that build a sense of common purpose, generate
energy, and are mutually respectful and trusting.
Such relationships speak to the heart as well as
inform the mind, foster teamwork, create commu-
nity, and develop a collective responsibility for
the learning of all students.

In April, I will address how successful prin-
cipals embed professional learning within the core
day-to-day tasks of teaching and learning. Instead
of leaving their classrooms and schools to be “in-
serviced,” teams of teachers learn as they analyze
data, plan lessons, and reflect on the effectiveness
of their work.

My May column will describe ways in which
skillful principals strengthen subject matter un-
derstanding and instructional practice by drawing
on the talents of teachers within their schools as
well as on external sources of expertise.

Taken together, these columns will underscore
my view that quality teaching in every classroom
requires skillful leadership on the part of princi-
pals. There are no substitutes.
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CHAPTER 11

Principals first
change themselves

hat principals think, say, and
do profoundly affects the
quality of teaching and
learning in their schools, the
satisfaction they and the
teachers with whom they interact derive from their
work, and their ability to remain deeply engaged
over many years in the demanding tasks of con-
tinuous improvement. Therefore, principals who
desire significant changes in teaching, learning, and
relationships within their schools begin by making
significant changes in what they think, say, and do.
As Gandhi expressed it, “We must be-
come the change we seek in the world.”
Principals have the capacity to make
a tremendous difference in their organi-
zations through the values they embody,
the beliefs they hold, the intentions they
express, the depth of their understand-
ing of critical issues, the clarity of their thought and
speech, and the ways in which they interact with
others. Such attributes can have a substantial affect
— for good or for ill — on the moods and perfor-
mance of countless individuals
within the school community.
Some values, beliefs, inten-
tions, understandings, and actions
establish trust and respect, focus
and energize staff members, tap and
develop talents, and stimulate cre-
ativity. Others can have the oppo-
site effect. This subject is addressed
by Jim Loehr and Tony Schwarz in
the Power of Full Engagement
(Free Press, 2003). “Every one of
our thoughts, emotions, and behav-
iors has an energy consequence, for
better or for worse,” they note. Jane
Dutton adds another dimension in Energize Your
Workplace (Jossey-Bass, 2003). “[L]eaders can
make a profound difference in activating and re-
newing energy by building and sustaining high-
quality connections ... ,” she writes. “High-qual-
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“Others will choose
to change more
readily from the
example set by our
own transformation
than by any demand
we make of them.”

— Peter Block

ity connections contribute substantially to indi-
viduals® well-being and work performance. They
also contribute significantly to an organization’s
capacity for collaboration, coordination, learning,
and adaptation, as well as its ability to keep people
committed and loyal.”

Energy is created and performance improved
when principals think, speak, and act in ways that
connect the school community to larger, compel-
ling purposes and strengthen relationships among
teachers and between teachers and students and
the families of those students. Energy is dissipated
when principals and teacher leaders
hold beliefs and act in ways that ex-
press resignation (“There’s nothing we
can do” or “They won't let us”) and
dependency (“Tell us what to do”).
Resignation and dependency under-
mine genuine collaboration, profes-
sional learning, and a school’s ability to find in-
novative solutions to pressing problems.

I recommend that principals and teachers de-
velop a detailed vision of the school which they
wish to create that is consistent with
their values and then adopt beliefs,
intentions, understandings, speech
forms, and behaviors that are con-
sistent with that result, In that way,
the creation of schools with higher
levels of purpose, energy, and per-
formance begins with principals
first changing themselves.

By beginning with the end in
mind and first changing them-
selves, Principals are far less likely
to be interested in blaming or “fix-
ing” others. Because they have ex-
perienced profound change them-
selves, they are far more likely to see possibility
and opportunity in situations in which others may
only see limitations. As they empower them-
selves, they empower everyone with whom they
interact.
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“Life is never more
rich, more full, or more
rewarding than when
you are moving
faithfully and
persistently toward a
compelling vision.
When you are
purposefully creating,
vou become fully
alive.”

— David McNally

& Karl Speak

CHAPTER 11

Principals possess a vision
of quality professional learning

uccessful principals possess richly de-

tailed visions of the type of student

learning and teaching they desire in

their schools. They can see in their

mind’s eye and describe in detail to oth-
ers the nature of teaching and the quality of stu-
dent thought and work it produces. Likewise,
they are crystal clear about the types of profes-
sional learning that will make that vision a real-
ity. They can see, hear, and feel the kind of learn-
ing experiences and interactions that provide
meaningful and sustaining bonds between mem-
bers of the school community and pro-
duce increasingly sophisticated profes-
sional judgment and complex, intelli-
gent behavior on the part of all teach-
ers and leaders.

Successful principals, therefore,
devote time and energy to creating clar-
ity and consensus within the school community
regarding the most powerful forms of profes-
sional learning. To that end they engage the
school community in the study of resources such
as the National Staff Development Council's Stan-
dards for Staff Development, Moving NSDC's
Staff Development Standards Into Practice: In-
novation Configurations, and Designing Power-
Jul Professional Development for Teachers and
Principals. (All three publications are available
at www.nsdc.org.)

As a result of study, reflection, and succes-
sive iteration of their collective vision, success-
ful principals and the school communities they
lead understand that high-quality professional de-
velopment improves the learning of all students
by continuously improving the day-to-day prac-
tices of teachers and educational leaders. It does
so0 by promoting deep understanding of subject
matter content, expanding teachers’ repertoires
of research-based strategies, affecting educators’
beliefs about teaching and learning through dia-
logue and other methods, and stimulating a steady
stream of goal-focused actions. Such learning is
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part of teachers’ daily work, not separate from it.

Successful principals and their school commu-
nities also understand that the most powerful forms
of professional learning are based on sustained
study of professional literature and candid, dia-
logue-based exchanges of views regarding the
schools they wish to create; data-based assessment
of current reality; and selection and successful
implementation of the most effective strategies for
bridging that gap. As part of their daily work, teach-
ers engage in reading and discussion of research
and other professional literature. Teachers brain-
storm, examine data and student work,
and give and receive feedback in the use
of new practices.

The school community’s vision
for professional learning also includes
the kinds of topics discussed by fac-
ulty members, the manner in which
they are discussed, and an appreciation of the
energy generated by connections to a worthy
purpose and to respected colleagues. Community
members’ collective vision sees teachers and ad-
ministrators speaking with one another in can-
did and respectful ways, cultivating trust by act-
ing with integrity and interpersonal accountabil-
ity, and developing school norms that support
individual and collective responsibility for qual-
ity teaching and the learning of all students.

A clear, compelling, and richly detailed vi-
sion of leadership, teaching, student learning, and
professional development is essential to the con-
tinuous improvement of instruction and achieve-
ment. Successful principals can succinctly and
powerfully describe the alignment between the
attributes of teachers’ professional learning,
changes in teachers’ instructional practice, and
improvements in student learning. Without such
clarity and alignment most professional devel-
opment and culture-shaping efforts will be of
little consequence. High levels of learning and
performance on the part of all students and teach-
ers begin with such clarity of vision.
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“Everyone in the organization is
expected to be constantly in a
teaching and learning mode. ...
[T|rue learning takes place only
when the leader/teacher invests
the time and emotional energy to
engage those around lim or her in

a dialogue that produces mutual

understanding.”

—Noel Tichy

CHAPTER 11

Principals partner with
supervisors, teacher leaders

eadership of the complex social orga-

nization of the modern school is far

too demanding to be the work of just

one individual. Therefore, successtful

principals invest energy in developing
both their supervisors and teacher leaders through
dialogue and other means to continuously improve
teaching and learning.

Successful principals “develop up™ on the or-
ganizational chart by skillfully and persistently
educating district leaders about high-quality pro-
fessional learning and advocating for the policies,
data, tools, resources, and other forms
of support that are essential in their
schools. They ask their supervisors to
evaluate them based on the quality of
professional learning and the culture of
their schools as well as on more tradi-
tional areas. They request regularly-
scheduled meetings to discuss goals and assess
progress using various sources of
evidence. These principals tap su-
pervisors’ thinking about educa-
tional issues and enlist district ad-
ministrators as allies and partners
in the continuous improvement of
their schools.

Successful principals develop
the leadership talents of teachers by
delegating increasingly more com-
plex responsibilities to them and
nurturing the knowledge and skills
to successfully fulfill those respon-
sibilities. They do so by arranging
formal learning experiences for
teacher leaders and aspiring admin-
istrators and by engaging teachers
in more sophisticated and demand-
ing leadership tasks. They also pro-
vide generous amounts of one-on-one time with
teacher leaders that enables them to reflect on and
extract lessons from their experiences and to cre-
ate plans for future learning and work.

PAGE 2 m RESULTS, DECEMBER/JANUARY 2005

PRINCIPALS
AS LEADERS

OF LEARNING

#4 in a series

An important way in which principals distrib-
ute leadership within schools is to recruit, develop,
and support teachers to serve in special assign-
ments within their schools. These individuals may
function as team leaders or committee chairs, as
full- or part-time instructional coaches, or as men-
tors for beginning teachers or veteran teachers who
are struggling with their assignments. As a result
of principals’ efforts, teacher leaders feel well
trained for their new roles and perceive that they
and their principals are functioning as a team to
improve the quality of teaching, learning, and job
satisfaction in their schools.

Developing and distributing
leadership within the school requires
that principals be well grounded in
instruction, curriculum, assessment,
and professional development. While
they do not have to know as much as
teachers do about the fine-grained details of cur-
riculum, instruction, and assessment, it is im-
portant that principals know enough to engage
in deep and extended growth-promoting con-
versations with teachers about issues of teach-
ing and learning.

Expanding the leadership capacity of others
in the organization also requires sophisticated in-
terpersonal skills. Successful principals are clear
about their values and intentions, know how to
succinctly and powerfully express their views,
engage in dialogue to penetrate more deeply into
the heart of issues, make requests for what they
want, and act with integrity. They also know how
to listen deeply and to honor the perspectives of
others, even though they may not agree with
them.

Principals who successfully promote high
levels of learning in their schools know that they
cannot do it by themselves. They understand the
value of strong partnerships with their supervi-
sors and teacher leaders. Most importantly, they
know such partnerships are too important to be
left to chance.
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CHAPTER 11

Information provides direction,
inspires continuous improvement

"[L]eadership is about learning together, and constructing meaning and knowledge

collectively and collaboratively. It involves opportunities to surface and mediate

perceptions, values, beliefs, information, and assumptions through continuing

conversations; to inquire about and generate ideas together, to seek to reflect upon and

make sense of work in the light of shared beliefs and new information; and to create

actions that grow out of these new understandings. Such is the core of leadership.”

killful principals use various sources of
information to create a compelling com-
mon purpose fora school, to ignite a strong
desire for improvement, and to inspire
urgency for change. With teachers, they
employ information to determine school improve-
ment goals, select professional learning that supports
those goals, track improvements in teaching and
learning over time, and create internal accountabil-
ity for results. They also know that traditional forms
of information and analysis are often insufficient to
motivate and sustain progress toward goals.

Successful principals use information to make
decisions based on evidence rather than opinion.
Information from multiple sources is disaggre-
gated whenever possible and examined for its use-
fulness in improving teaching and learning. It
shapes planning decisions, informs mid-course
corrections, and determines the effectiveness of
improvement efforts to achieve goals.

Effective principals know that simply giving
teachers student performance data and research on
improvement strategies is usually insufficient. They
know information does not speak the same “truth”
to everyone and that individuals and groups expe-
rience “objective” information in unique ways
based on prior learning and experience. Because
they know that school faculties represent a spec-
trum of “perceptions, values, beliefs, information,
and assumptions,” successful principals know the
importance of melding these disparate views into a
unifying force for improvements in teaching and
learning without losing the intellectual vitality of
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such diversity. Consequently, through dialogue and
various data-management and formatting tools, they
guide teachers, parents, and others to understand
and use information to empower them and support
their individual and collective purposes.

Skillful leaders also understand the power of
particularly potent forms of information — for in-
stance, stories and images — to persuade and mo-
tivate. In The Heart of Change: Real-Life Stories
of How People Change Their Organizations
(Harvard Business School Press, 2002), John
Kotter and Dan Cohen argue: “People change what
they do less because they are given analysis that
shifts their thinking than because they are shown a
truth that influences their feelings.” Emotion un-
derlies lasting change, Kotter and Cohen believe,
and that emotion is generated more by vivid stories
and images than by a list of logical reasons for
change. Emotion provides the passion and com-
mitment that overcomes complacency and inertia
and that enables individuals to alter habits.

When employed by skillful principals to im-
prove student and staff learning, information can
provide purpose, inspire change, and promote ac-
countability. These principals know the value of
information that speaks to the heart as well as the
head. They also know that data rarely speak their
“truth” to everyone in the same way and use that
diversity of perspective to vitalize and strengthen
the school community. Few tasks are more im-
portant to these leaders than helping the school
community make sense of and effectively use in-
formation to benefit all students.
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“The single factor
common to
successful change
is that
relationships
improve. If
relationships
improve, schools
get better. If
relationships
remain the same
or get worse,
ground is lost.”

—Michael Fullan

CHAPTER 11

Principals establish relationships
that energize and foster teamwork

rincipals who make staff and student

learning a priority establish relation-

ships within schools that are trusting,

mutually respectful, and generate en-

ergy through commitment to a com-
mon and compelling purpose. Such relationships
motivate the heart as well as inform the intellect,
foster teamwork and the synergy it offers, and
develop a shared responsibility for the learning of
all students. High-quality connections
among members of the school commu-
nity are at the core of a productive school
culture and promote the long-term reten-
tion of valued teachers.

The quality of relationships among
adults in schools is a predictor of stu-
dent learning, particularly in schools that are most
challenged by the social ills of poverty and rac-
ism. High levels of trust, respectful and honest
exchanges of views, and a shared commitment to
worthwhile goals are some of the most important
characteristics of these relationships. Without such
relationships, few schools will take full advantage
of available professional development resources.

Leaders’ language has a powerful affect on
relationships and performance, and principals,
whether they recognize it or not, are leaders of
language communities. “Some language forms
concentrate more individual and social energy than
others do; they provide more focus, increase di-
rection, and enhance capacity,” Robert Kegan and
Lisa Lahey contend in How the Way We Talk Can
Change the Way We Work (Jossey-Bass, 2001).
They add, “Though every person, in any setting,
has some opportunity to influence the nature of
the language, leaders have exponentially greater
access and opportunity to shape, alter, or ratify
the existing language rules.”

For instance, the language of complaint, de-
pendency, and resignation when regularly used by
leaders can deaden the human spirit, infect oth-
ers, and lead to organizational atrophy. Conversely,
language that expresses commitment, integrity,
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and accountability energizes and sustains produc-
tive actions.

High-quality connections are built upon clar-
ity and directness of expression, candor, and in-
tegrity. These qualities energize relationships and
produce individual and collective results. Princi-
pals who are clear and direct are able to succinetly
and in simple language communicate in various
ways to the school community their values, inten-
tions, assumptions, and requests.
“Communicate” does not mean im-
pose; rather it recognizes the
principal’s essential role in formulat-
ing the “conversation agenda” of the
school, engaging in dialogue-based
conversations, and listening with em-
pathy to the views of others.

Candor means forthrightly discussing “non-
discussables” that are barriers to effective teach-
ing and student success in many school commu-
nities, even when that discussion may generate
conflict and tension. It also means talking about
issues directly with everyone involved in decision
making rather than with some people in “parking
lot conversations.” Candor is not to be confused
with demeaning, coercive, or otherwise disre-
spectful forms of communication offered under
the guise of “honesty.”

Integrity has at its core doing what one says he
or she will do. When principals make promises, they
signal their commitment to action, and, when they
fulfill their promises, they establish norms of inter-
personal accountability within their schools.

When educators speak with clarity, possibil-
ity, and accountability, and when they interact with
others in respectful and mutually satisfying ways,
they empower themselves and those with whom
they work to produce extraordinary results. Such
interactions add purpose, joy, and energy to school
communities, motivate staff members to sustain
their collective effort over time, and increase the
organization’s capacity to achieve stretching and
worthwhile goals.
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Successful
principals
know the most
powerful
professional
development is
team-based
and part of the
work of daily

teaching.

CHAPTER 11

Principals serve schools as leaders
of professional learning

“Today, people believe that professional develop-
ment should be targeted and directly related to
teachers’ practice. It should be site-based and
long-term. It should be ongoing — part of a
teacher’s work week, not something that's tacked
on. And it should be curriculum-based, to the ex-
tent possible, so that it helps teachers help their
students master the curriculum at a higher level.”

—James Stigler

he welfare of our children and the
future of our nation depends on all
students having quality teaching
and supportive relationships with
peers and adults. Princi-
pals of such schools have a clear vision
of quality professional development and
are able to communicate it in clear, com-
pelling language to various audiences.
They know the most powerful forms of
professional learning are team-based
and embedded in the core day-to-day tasks of
teaching and learning — planning lessons, ana-
lyzing data, reviewing student work, and through
honest conversations reflecting on the effective-
ness of their efforts. Rather than leaving their jobs
to learn, teachers learn as they do their day-to-day
work. In these schools, professional learning is
seamless with teaching rather than an added bur-
den, and it continuously and incrementally im-
proves the teaching of every teacher for the ben-
efit of all students
Successful principals know high-quality pro-
fessional development deepens teachers’ under-
standing of what they teach, expands their reper-
toire of teaching strategies, affects educators’ be-
liefs about teaching and learning, creates a cul-
ture that supports teamwork, and produces a co-
herent stream of actions that continuously improve
teaching, learning, and relationships within the
school community. In these schools, teachers’ ac-
quisition of content knowledge and new teaching
methods is aided when they consider how students
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learn particular subject matter such as mathemat-
ics or science.

Successful principals also know the most
powerful forms of professional development make
cognitive demands on teachers and administrators
and require the use of increasingly sophisticated
professional judgment. Such professional learn-
ing skillfully blends the abstract and theoretical
with the concrete and immediately useful. It asks
teachers to stand back to gain a broader perspec-
tive, to carefully consider cause-and-effect rela-
tionships in their teaching, and to unceasingly
search for ways to make an even greater differ-
ence in the lives of their students,

Because learning has a strong
social component and because the syn-
ergy that comes from group problem
solving often leads to innovative solu-
tions, skillful principals use intact
teams within schools as centers of pro-
fessional learning. Team meetings oc-
cur for the most part during the school day be-
cause they are an important part of teachers’ re-
sponsibilities and benefit from the participation
of all teachers. For various reasons, such sustained
collaborative work is difficult to achieve after
school and during summer months. When appro-
priate, teachers pursue professional learning out-
side their schools through courses, institutes, con-
ferences, and cross-school or cross-district net-
works whenever such external resources are im-
portant for the achievement of school goals.

If a school so desires, it can significantly im-
prove professional learning for its teachers within
a year. It is critically important, | believe, that prin-
cipals make the type of professional learning de-
scribed here a high priority and set about realiz-
ing it with the sense of urgency it deserves. Stu-
dents pass through our schools only once and are
the ultimate beneficiaries of the quality teaching
and supportive relationships such professional
learning can produce in every classroom and
throughout the school community.
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Effective

principals create

school cultures

that continuously

improve teaching

and learning.

CHAPTER 11

Principals amplify teachers’
outstanding practices

“Members of the local school community are made
1o believe, or have internalized the belief, that edu-
cational change is the province of others. ... Exter-
nal programs, materials, consultants, and research
can and should be considered and possibly used
when a school makes it own decisions, but a school
should look first for resources within.”

— Carl Glickman

uccessful principals understand that

schools that systematically identify,

deeply appreciate, and spread the out-

standing practices that already exist

within them are also more effective in
tapping external sources of expertise.
Likewise, they understand that schools
whose cultures are contrary to such ap-
preciative and collaborative methods
will derive few lasting benefits from
most external resources because they
lack the means through which more ef-
fective teaching methods become part of a school’s
routine practice.

Successful principals know the quality of
teaching and student learning in their schools can
be significantly improved with the professional
expertise that is already present within them. They
also know that unleashing that expertise requires
creating cultures where effective methods are ap-
preciated and regularly shared.

Ina May 2004 Educational Leadership article,
Martin Haberman uses the term “star teachers™ to
describe individuals “who are so effective that the
adverse conditions of working in failing schools or
school districts do not prevent them from being
successful teachers.” He estimates that 8% of teach-
ers in such schools are “star teachers.”

In a Winter 2004 JSD interview (www.nsdc.
org/library/publications/jsd/sternin25 |.cfm), Jerry
Sternin told me he believes there are individuals in
virtually every school — he calls them “positive
deviants” — who get better than average results
and who offer pathways to success for other teach-
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ers. “*Positive deviants,” Sternin told me, *“are people
whose behavior and practices produce solutions to
problems that others in the group who have access
to exactly the same resources have not been able to
solve. We want to identify these people because
they provide demonstrable evidence that solutions
to the problem already exist within the community.”
Effective principals create school cultures that “am-
plify positive deviance”™ as a way to continuously
improve teaching and learning and retain compe-
tent teachers.

The physical presence of the positive deviant
in the community is important. In our JSD inter-
view, Sternin said, “It's natural for people to re-
sist when someone tells them what to
do. That's part of human nature. It’s
like the human immune system'’s rejec-
tion of anything it senses as foreign.
It's the same thing at the psychologi-
cal and emotional levels when an ex-
ternal solution is imposed on us. When
the solution comes from within the system, the
immune response isn’t activated.”

At the same time that they are “amplifying posi-
tive deviance,” successful principals ensure that
teachers experience the benefits of interacting with
teachers from other schools and with research or other
sources of outside knowledge and skills. Teachers
study the professional literature related to their goals,
attend appropriate workshops and conferences, par-
ticipate in networks, and invite consultants to their
schools to help solve tenacious problems.

Successful principals demonstrate a deep ap-
preciation of the talents that already reside in their
schools and initiate cultural changes that spread
effective practices. They understand that when
their schools honor and effectively use internal
expertise, teachers will more actively reach out to
various sources of external guidance and motiva-
tion. Schools in which both adults and students
thrive consistently draw on the talents that reside
within them and pull toward them the sources of
support that surround them.

NATIONAL STAFF DEVELOPMENT COUNCIL

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

234



CHAPTER 11

TOOL 11.2

Benefits of collaborative
professional learning

STUDENT BENEFITS

*  Decreased dropout rate
*  Lower absenteeism
e Greater academic achievement in comparison to traditional schools

e Smaller achievement gaps between students from different backgrounds

STAFF BENEFITS

*  Reduced teacher isolation

e Collective responsibility for student success

* Increased understanding of roles teachers play in helping all students achieve
*  More satisfaction, higher morale, and lower absenteeism

*  High-quality solutions to problems

*  Increase confidence among all school community members

SOURCE: Learning together, leading together, by Shirley Hord, New York: Teachers College
Press and Oxford, OH: National Staff Development Council, 2004.
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TOOL 11.3

Key learnings for collaborative
professional learning teams

Knowledge Skills
e Understanding what collaborative e Setting agreement
professional learning is and how it e Taking various roles

differs from other forms of professional « Making decisions
development

*  Resolving disagreements
*  Benefits of collaborative professional 9arag
learning e Building trust

*  Purpose of collaborative professional * Working collaboratively

learning in the school *  Communicating clearly

e How collaborative professional learning | ®  Sefting goals
fits within o comprehensive professional | o Developing acfion plans

development program +  Andlyzing data

e How collaborative professional ) o )
P *  Developing and reviewing curriculum,

development helps teachers meet the assessment, instruction, and student

New Jersey requirements for learmi
earning

professional development
e Evaluafing work products and processes
*  Expectations for collaborative

professional learning within the school
*  Strategies for team learning

*  Processes for establishing teams,
communicating about the team’s work,
demonstrating the tfeam’s work and
results

*  Stages of team development

*  Knowing and feaching core content
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TOOL 11.4

Principals’ strategies for increasing
staff capacities for continuous learning

Examine own beliefs about collaboration and continuous improvement

Develop collective values and vision
Be studentfocused

Use vision fo recruit and develop quality staff

Share decision making
Establish structures and process for shared decision making
Promote shared decision making on substantive issues

Increase decision-making quality

Promote continuous learning
Create opportunities for teachers to learn

Connect professional development to school improvement goals

Encourage collaboration
Provide time for collaboration

Identify outcomes of collaboration

Provide support
Establish clear expectations
Develop relationships
Create structures for communication

Acknowledge human capacity for change

SOURCE: Learning together, leading together, by Shirley Hord, New York: Teachers
College Press and Oxford, OH: National Staff Development Council, 2004.
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The effective leader concentrates
on a foundation of programs, :
procedures, beliefs, expectations, and il

By RICK DuFOUR

n old story says Ralph Waldo Emerson often began conversa-
tions with acquaintances he had not seen in some time by
posing the question: “What has become more clear to you

since last we met?”

The Journal of Staff Development presented me with a similar chal-
lenge when it asked that I reflect upon an article I co-authored five years
ago titled, “The Principal as Staff Developer” (Berkey & DuFour, 1995).

While I am relieved to conclude the ideas in that article have held
up well, some things principals must do to fulfill their responsibilities as
staff development leaders have become much clearer to me.

IMPORTANCE OF CONTEXT

Shortly after my article was published, the National Staff
Development Council identified professional de velopment standards to
help schools and districts assess their programs, Content standards artic-
ulated the what of professional development — the knowledge and skills
staff members should have. Process standards addressed how profes-
sional development should be delivered.

Although both the content and process of professional development
are significant issues worthy of a principal’s attention. | have come to
understand the most significant contribution a principal can make to
developing others is creating an appropriate context for adult learning. It
is context — the programs, procedures, beliefs, expectations, and habits
that constitute the norm for a given school — that plays the largest role
in determining whether professional de velopment efforts will have an

Rick DuFour is superintendent of Adlai Stevenson High School District 125,
You can contact him at Two Stevenson Drive, Lincolnshire, 1L 60069, (847)
634-4000, ext. 268, fax (847) 634-0239, e-mail: dufour@district125.k12.il.us.
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impact on that school.

In the right school context,
even flawed professional develop-
ment activities (such as the
much-maligned single-session
workshop) can serve as a catalyst
for professional growth.
Conversely, in the wrong school
context, even programs with solid
content and powerful training
strategies are unlikely to be effec-
tive (DuFour, 1998).

When principals recognize
how critical school context is to
the effectiveness of professional
development, important shifts
begin. The primary arena for
professional development moves
from workshops to the workplace.
Emphasis shifts from finding the
right trainers or speakers to
creating opportunities for staff to
work together, engage in collec-
tive inquiry, and learn from one
another. The artificial distinction
between teacher work and teacher
learning that exists in most
schools is eliminated.
Opportunities for learning and
growth are structured into routine
practices. | am convinced the
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In the right confext

single most effective way in
which principals can function as
staff development leaders is
providing a school context that
fosters job-embedded profes-
sional development.

I have also come to under-
stand that the context principals
should strive to create in their
schools is the collaborative
culture of a professional learning
community. Creating a collabora-
tive culture has been described as
“the single most important factor”
for successful school improve-
ment initiatives, “the first order of
business™ for those seeking to
enhance their schools’ effective-
ness, an essential requirement of
improving schools, the critical
element in reform efforts, and the
most promising strategy for
sustained, substantive school
improvement (Eastwood and
Louis, 1992; Fullan, 1993;
Newmann and Wehlage, 1995;
and McLaughlin, 1995).

But if principals are to
create this context of a collabora-
tive culture in their schools, they
must do more than encourage

teachers to work together. The
tradition of teacher isolation is

too deep to be uprooted simply by

offering opportunities for colle-
gial endeavors. Collaboration by
invitation never works. Principals
who function as staff develop-
ment leaders embed collaboration
in the structure and culture of
their schools. Teachers’ work is
specifically designed to ensure
that every staff member is a
contributing member of a collabo-
rative team. Creating an
appropriate structure for teacher
collaboration is vitally important,
but also insufficient. Principals
must do more than organize
teacher teams and hope for the
best. They must provide the
focus, parameters, and support to
help teams function effectively.
More specifically, principals who
are staff development leaders
must:

I. Provide time for collaboration
in the school day and school year.
Providing time for teachers to
work together does not require
keeping students at home and/or
an infusion of new resources.

CHAPTER T

Principals as staff development
leaders work with staff to identify
no-cost strategies that enable
teachers to work together on a

regular basis while
students are on
campus.

2, Identify critical
questions to guide the
work of collaborative
teams. The impact of
providing time for
teachers to engage in
collective inquiry will
be determined to a
great extent by the
nature of the ques-
tions teachers are
considering.
Principals must help
teams frame ques-

he context
Tprincipais
should strive to
create in their
schools is the
collaborative
culture of a
professional
learning

community.

tions that focus on critical issues
of teaching and learning.

3. Ask teams to create products as
a result of their collaboration. The
best way to help teachers use
their collaborative time produc-
tively is to ask them to produce
and present artifacts in response
to the critical questions they are
considering, Examples might

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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include statements of student outcomes by
units of instruction, development of new
units to address gaps between state stan-
dards and local curriculum, creation of
common assessments and rubrics, articu-
lation of team protocols or norms to guide
the interactions of team members, or
formulation of improvement plans based
on analysis of student achie vement data.
4. Insist that teams identify and pursue
specific student achievement goals. The
driving force behind the effort to create a
collaborative culture must be improved
results. Principals foster improved results
when they ask teaching teams to identify
and pursue specific, measurable student
achievement goals.

5. Provide teams with relevant data and
information. When every teacher has
access to information on his or her
students’ performance in meeting agreed
upon standards, on valid assessments, in
comparison to other students trying to
achieve the same standards, both indi-
vidual teachers and teams improve their
effectiveness.

Simply put, when teachers operate
within the context of a learning commu-
nity, they are more likely to develop
professional competence. And it is princi-
pals who play the critical role in forging
conditions that give rise to the growth of
professional communities in schools
(Louis, Kruse, and Raywid, 1996).

RESULTS-DRIVEN LEARNING

Some principals continue to cling to
the notion that they function as staff
development leaders when they offer a
potpourri of professional development
opportunities for staff. These peripatetic
principals strive to expose their staff to
every new educational fad in order to
keep their schools on the “cutting edge.”
This eagerness to pursue change and
embrace every “new thing” results in
what has been referred to as the
“Christmas tree” school. Programs,
training, and initiatives are simply hung
on the existing structure and culture of the
school like the ornaments on a Christmas
tree. Like ornaments, they never become

16

THE PRINCIPAL

uilding the group’s
B collective capacity to
achieve schoolwide goals must
become a higher priority than

the individual’s independent

learning.

truly organic or part of the tree. They
dangle fragilely without ever being
absorbed into the school’s culture.

Principals who function as staff
development leaders recognize that
professional development is a means to an
end — improved student achievement.
They work with faculty to identify the
specific competencies that are most crit-
ical in helping staff achieve that end: they
design purposeful, goal-oriented strategies
and programs to develop those competen-
cies; and they sustain the commitment to
those strategies and programs until staff
acquire and use the intended knowledge
and skills. They assess the impact of
professional development not on the basis
of the number of of ferings or initial
enthusiasm for the offerings, but on the
basis of improved results.

The emphasis on results also means
that building the group’s collective
capacity to achieve schoolwide goals must
become a higher priority than the indi-
vidual's independent learning. The
traditional structure of schools has
emphasized developing individual knowl-
edge and skills. Each staff member has
been provided incentives to take courses
from a myriad of universities or to attend
random conferences and workshops based
upon personal interests. But it is time for
a profession that has been fiercely protec-
tive of individual autonomy to
acknowledge that individual development
does not ensure organizational develop-
ment. The random learnings of staff
members may contribute little to a
school’s ability to solve its problems.

CHAPTER T

A famous symphony conductor once
commented that while he wanted each
violin player in the orchestra to work at
becoming a better violin player, devel-
oping individual skills did not result in a
great orchestra. He also had to help each
section of the orchestra develop its ability
to work together as a section. Finally, he
had to ensure that each member and each
section heard the music the same way,
that they had a common sense of what
they were trying to accomplish. Principals
who function as staff development leaders
function in much the same way. They
want each 3rd grade teacher to work at
becoming a better teacher, but they realize
a focus on individual development will
not create a great school. They must also
help the 3rd grade team learn to function
in ways that strengthen the entire 3rd
grade. Most importantly, they must keep
everyone in the school committed to a
shared vision of improved learning for all.

MODELING

Principals who hope to encourage
others to continue to grow and learn
professionally must remember the words
of Albert Schweitzer: “Example isn’t the
best way to influence others — it's the
only way.” When principals model a
commitment to their own ongoing profes-
sional development, when they
demonstrate openness Lo new experiences
and ideas, when they are willing to pose
questions and engage in action research,
they increase the likelihood that others on
the staff will make a similar commitment.

No principal could ever hope to
know enough to be a resource in every
content area for everyone in the school.
Therefore, principals must identify areas
for their own professional development
that offer the most powerful leverage
points for advancing the school toward its
goals.

Because the fundamental purpose of
school is learning, principals must
become students of the teaching-learning
process. Because learning communities
require shared vision and collective
commitments, principals must become

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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skilled in building consensus and
resolving conflict.

Because clarity of communication
helps signal priorities and focus improve-
ment efforts, principals must develop
powerful strategies for communicating
effectively. Because learning communities
are results-oriented and committed to
continuous improvement, principals must
become proficient in gathering and
reporting data in ways that are meaningful
to teachers. Because the transformation of
traditional school cultures into profes-
sional learning communities is a difficult
task replete with obstacles, frustrations,
and setbacks, principals must learn how to
encourage the hearts of those with whom
they work. This is by no means an
exhaustive list. It is, however, representa-
tive of the kind of professional
development principals could pursue to
help those within a school accomplish
their collective goals.

How can principals develop these
skills? Read voraciously, secure a mentor,
participate in a principal network, create a
guiding coalition within the school to help
generate, assess, and refine improvement
strategies. Most importantly, look contin-
uously for experiences that offer an
opportunity for professional growth.
There is much wisdom in the adage,
“Leadership cannot be taught, but it can
be learned.”

There are those who contend that

THE PRINCIPAL

school improvement initiatives have
suffered because schools are too depen-
dent upon their principals, that the
influence of the principal must be less-
ened in order for schools to function as
learning communities. | do not subscribe
to that theory. In fact, 1 believe schools
need strong, effective leadership from
principals more than ever. But the nature
of that leadership is not the autocratic
“my-way-or-the-highway" model of the
past. Principals who embrace their role as
staff development leaders act in accor-
dance with the tenets of servant-leader-
ship. As Robert Greenleaf (1990) de-
scribed this model of leadership:

The servant-leader is servant first....

It begins with the natural feeling that one
wants to serve, to serve first. Then
conscious choice brings one to aspire to
lead.... The best test, and the most diffi-
cult to administer, is: Do those served
grow as persons? Do they become
healthier, wiser, freer, more autonomous,
more likely themselves to become
servants? (p. 7).

When principals focus on creating
an environment in which people are
working toward a shared vision and
honoring collective commitments to one
another, an environment in which all staff
are provided with structures and supports
that foster collaborative efforts and
continuous professional growth, an envi-
ronment in which each teacher has

CHAPTER T

someone to turn to and talk to when
confronted with challenges, they address
one of the deepest yearnings in the hearts
of most teachers: To make a positive
difference in the lives of their students.
And in helping teachers address that
fundamental need, they increase the likeli-
hood that teachers will themselves
become servant-leaders to their students.
And that is what the principal as staff
development leader is all about.
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Culture shift doesn't
occur overnight —
or without conflict

taff members of every school face an inevitable ques-

tion each year: What happens in our school when,

despite our best efforts in the classroom, a student
does not learn?

In rraditional schools, the answer is left to the discre-
tion of the individual classroom teacher, who is free to
respond in different ways. The supporrt a student will (or
will not) receive depends on his or her teacher’s practices,
rather than a collective effort and a coordinated response.
In truth, most schools play a form of educational lottery
with children.

In professional learning communities, however, schools
create a systematic response — processes to monitor each
student’s learning and to ensure that a student who strug-
gles is provided additional time and support for learning
according to a schoolwide plan. Furthermore, the response
is timely. Students are identified as soon as they experience
difficulty, allowing the school to focus on intervention
rather than remediation. The response is directive.
Students are not invited to seck extra help; they are
required to receive the additional assistance and devote the
extra time necessary to master the learning.

This coordinated system of support for students never
occurs by chance. It can only occur when school leaders
work with staff to develop a plan of intervention, carefully
monitor the implementation of that plan, and confront
those who disregard it. Furthermore, an effective system of
intervention is not merely an add-on to existing school
structures and assumptions, but represents a natural out-
growth of strong school cultures dominarted by certain uni-
fying concepts.

Boones Mill Elementary School in Franklin County,
Va.; Los Penasquitos Elementary School in Rancho
Penasquitos, Calif; Freeport Intermediate School in
Freeport, Texas, and Adlai Stevenson High School in
Lincolnshire, [lL., illustrate this systemaric approach to
responding when students do not learn (DuFour, DuFour,
Eaker, & Karhanek, 2004). The schools could not be more

RICK DuFOUR is an educational consultant. You can contact him at
465 Island Pointe Lane, Moneta, VA 24121, (540) 7214662, fax
(540) 7210382, e-mail: rdufour@district125.k12.il.us.

MNATIONAL STAFF DEVELOPMENT COUNCIL (800) 727-7288
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leading edge / rick purour

dissimilar in terms of size, geographic location, accessibility
to resources, and the students and the communities they
serve. Yet these schools share common themes.

One of the most evident commonalities is that the
staff in each school is emphatic abour and fixated on the
fundamental purpose of the school — high levels of learn-
ing for all students. There is no ambiguity and no hedging
abour their goal. No one suggests that all kids will learn if
they are conscientious, responsible, atentive, developmen-
tally ready, fluent in English, and come from homes with
concerned parents who rake an interest in their educartion.
There is no hint that staff members believe they can help
all kids learn if class sizes are reduced, more resources are
made available, new textbooks are purchased, or more sup-
port staff are hired. In these four schools, staff
members embraced the premise that the very
reason their schools exist is to help all their
students — every one of the flawed, imperfect
boys and girls who come to them each day —
acquire essential knowledge and skills using
the resources available to the school.

The collective commitment to high levels
of learning for every student led these schools

to assess the impacr of their efforts and deci-
sions based on tangible results. When teachers

In each issue of /5D, Rick
DuFour writes about
effective leadership. His
columns can be found at
www.nsdc.org/library/
authors/dufour.cfm

in a school are truly focused on student learning
as their primary mission, they inevitably seck
valid methods to assess the extent and depth of
that learning. The teachers in these four schools
all found that frequent common assessments,
developed collaboratively and scored by every
teacher of a grade level or course, were a vital resource in
their efforts to monitor student learning. Doug Reeves
(2004, p. 114-115) describes this process as “the gold stan-
dard in educational accountability” because these assess-
ments are used to “improve teaching and learning, not
merely to evaluate students and schools.”

The teachers in the four schools embrace data and
information from their common assessments because the
assessments provide timely and powerful insights into their
students’ learning. They do not denigrate data that suggest
all is not well, nor do they blindly worship means, modes,
and medians. They have a healthy respect for the results of
their common assessments because those assessments help
them monitor the effectiveness of their teaching and iden-
tify individual students who are experiencing difficulty.
Once those students are identified, the schoolwide system

VOL. 25, NO. 4 FALL 2004 JSD 63
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leading edge /rick purour

The principals
delegate

authority and

serve as leaders
of leaders rather
than the central

problem solver of

the school.
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of intervention ensures that the students immediartely

receive additional time and support for learning.

HOW LEADERS CREATE A CULTURE
COMMITTED TO LEARNING

A critical element in creating these powerful school cul-
tures is the principal’s leadership. Each is clearly committed
to empowering staff, delegating authority, and developing
collaborative decision-making processes, but none is
unwilling to confront a staff member who violates the fun-
damental conceprs of the school’s culture. Leadership is
widely distributed in each school, with clearly delineated
guiding coalitions overseeing the improvement process. The
collaborative team structures in place in each school also
encourage fluid situational leadership throughout the
school. When a team discovers that one of its members has
special expertise in a particular content area, in teaching a
concept, in developing effective assessments, or in meeting
the needs of a particular kind of learner, that member natu-
rally assumes temporary leadership based on that expertise
when the team focuses on that ropic. The principals dele-
gate authority and serve as leaders of leaders rather than the
central problem solver of the school.

Nevertheless, in the early stages of implementing the
changes that helped the school become a professional
learning community, each principal faced challenges from
one or more staff members who either aggressively or pas-
sively resisted the school’s new direction. The consistent
way the principals dealt with staff challenges offers impor-
tant insights into leading the professional learning com-

munity process. In every case, the principal met with
the reacher privately, stated concerns very directly,
and identified the specific steps the teacher needed
to take to remedy the situation. Finally, the principal
asked how he or she might help the teacher make
the necessary changes.

The reachers did nor always respond positively
to these discussions. Some became quite emotional
and defensive, The principals, however, did not
hedge. They made it clear that the teacher’s behavior
was unacceptable and that the need for change was
imperative. They did so without rancor, bur they left
no doubt abour their expectations.

Perhaps there are schools that have made the transition
to a professional learning community withour conflict or
anxiety, but I am unaware of any. Disagreements and ten-
sion are to be expected. The question schools must face is
not, “How can we eliminate all potential for conflict as we

CHAPTER 11

go through this process?,” bur rather, “How will we react
when we are immersed in the conflict that accompanies
significant change?” In Crucial Conversations (Patterson,
Grenny, McMillan, & Switzler, 2002), the authors con-
trast how teams respond when faced with conflict.
Ineffective teams will ignore the problem, lerting it fester
and build until resentment and frustration lead to an
explosion of accusations and recrimination. Good teams
will take the matter to the boss and ask that he or she deal
with the problem and find a satisfactory solution. Great
teams will deal with the issue themselves, engaging in
open dialogue and applying positive peer pressure to bring
abour the desired change.

The problem in schools is that teams almost never
start out as great teams. Before they get to the point where
ream members can work together to resolve the marter,
they likely will need the principal to help remedy the situ-
ation. A critical factor in creating the learning-centered
culture of these four schools was the principal’s willingness
to confront obvious violations of the concepts upon which
those cultures were built.

Culture has been defined as “the way we do things
around here.” Leaders shape the norms of behavior (and
thus the culture) of their organizations in a number of
ways. When principals work with staff to build processes
to monitor each student’s learning and to develop systems
of intervention thar give students additional time and sup-
port when they experience difficulty, they create the struc-
tures that support the concepr of learning for all. When
they give staff clear parameters to guide their work but
considerable autonomy in implementation, they increase
the likelihood that staff members will embrace thar con-
cept. But when principals are unwilling to tolerate actions
thar violate the underlying values of the culture, they use a
powerful strategy for shaping the norms of behavior with-
in their school.
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RICK
DuFOUR

How to launch

a com

ducators seldom oppose the

concept of a professional learning

community. After all, who would be
against the idea of a school in which the
staff shares a sense of purpose, a vision of
the school they’re trying to create, and a
willingness to commit to achieving that
vision?

Who wouldn’t want a school where
teachers collaborate to find ways to help students
achieve more?

Typically, educators are not against creating
a professional learning community. They just
don’t know where to begin given all the demands
on them.

Two principals who have faced that ques-
tion have made amazing progress in less than
one school year. Becky Burnette and Mike
O’Brien are each new to their schools this year,
but their schools are in strikingly different
settings. Burnette is principal of an established
elementary school in rural Franklin County, Va.
O’Brien is principal of a new urban middle

school serving one of the poorest sections of
Buffalo, N.Y. Both are featured in the Video

Rick DuFour is superintendent of Adlai Stevenson
High School District 125. You can contact him at
Two Stevenson Drive, Lincolnshire, 1L 60069, (847)
634-4000, ext. 268, fax (847) 634-0239,

e-mail: dufour@district125.k12.il.us.

Becky Burnette is principal of Boones Mill
Elementary School in Franklin County, Va. You can
reach her at 265 Taylors Road, Boones Mill, Va.
24065, (540) 334-4000, fax (540) 334-4001,

e-mail: bburnette@frco.k12.va.us.

munity

Journal of Education (www.teachstream.com) on
effective school leadership available in spring
2001. Their reflections on their experiences offer
valuable insights for those hoping to initiate a
professional learning community in their
schools. Burnette's observations are featured
here; O’Brien’s will be featured in the next
column.

DuFour: How did you introduce the topic
of a professional learning community for your
staff’s consideration?

Burnette: Before the start of the school
year, | met with the entire staff in grade-level
teams. We discussed their perceptions of
the school and what could be done to
improve it. While each team cited the
competence and commitment of the staff
among the school’s
strengths, they also
shared a common
frustration over
insufficient time to
work together. 1
followed up these
discussions by
sending staff a
summary of the
conversations and an
article on professional learning communi-
ties. In that letter, I made a commitment to work
with them to build a master schedule that would
provide time for teams to work together each
week without impacting instructional time for
students or individual preparation time. I met
with each team again in the opening week of
school, presented them with a draft of a team
schedule, and worked with them to fine-tune it
until they were enthusiastic about their schedule.
In October, | took the entire School
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To get a

professional

learning

community

off the

ground,

Just do it
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Improvement Committee to a conference
on professional learning communities,
and they became the champions of the
concept to the rest of the faculty. They led
the process that helped the faculty iden-
tify the shared vision, collective
commitments, and specific goals of the
school. The vision, commitments, and
goals were, in turn, written into the
annual School Improvement Plan.

DuFour: What has been your biggest
challenge in promoting a professional
learning community, and how have you
responded to that challenge?

Burnette: The biggest challenge was
to ensure that teams used their collabora-
tive time in ways that focused upon and
enhanced student achievement. To meet
that challenge, 1 facilitated each team in
establishing operational norms or proto-
cols that would guide their work. I also
helped each team identify their specific
student achievement goals. We worked
together as a staff to ensure that each
team’s goals were connected to and would
advance our schoolwide goals in student
achievement. Finally, I created weekly
feedback sheets so teams could keep me
informed of their activities and give me
timely notice of any problems they were
encountering. | respond in writing to each
team’s feedback sheet each week.

Teachers were very responsive to
this process. Problems arose when indi-
viduals did not fulfill the commitments of

Prirlcipals must be willing to

take action.

their team norms. At that point, I had to
confront some staff members regarding
their behavior, and work with some teams
to resolve disputes and redirect their focus
back to students. | have found that while
confronting a colleague may not be
pleasant, it can be absolutely necessary to
reinforce the tenets of a professional
learning community.

DuFour: What insights or advice
could you offer a principal interested in
creating a professional learning commu-
nity in his or her school?

Burnette: First, principals must
become knowledgeable about the charac-
teristics and challenges of a professional
learning community. They need to read,
attend workshops, network with others,
and receive training on professional
learning communities. They must model
the personal professional development
they will ask of teachers.

Second, they must build a guiding
coalition of key teacher leaders to assist
with the effort. The initiative cannot and
should not depend solely upon the prin-
cipal.

CHAPTER 11

Third, principals must present the
concept of a professional learning
community within the context of the
school’s current improvement initiative.
Teachers must come to regard the profes-
sional learning community not as one
more thing, or a radical departure, but as
an evolutionary step in their efforts to
improve their school. Our teachers were
very conversant with the Effective
Schools and Basic Schools models. We
made sure to present the professional
learning community model as congruent
with and an extension of those earlier
initiatives.

Finally, and perhaps most impor-
tantly, principals must be willing to take
action. In an earlier principalship, I was
reluctant to initiate the professional
learning community concept in my school
because [ was not sufficiently confident in
my own understanding and competence. |
procrastinated, feeling | needed to read
more, study more, attend another confer-
ence, etc. | have discovered the best way
to learn about professional learning
communities is to work through the
concept in my school. [ now appreciate
the adage that “understanding follows
action.” So my best advice to a colleague
interested in helping a school get started
in building a professional learning
community is to resist the temptation to
procrastinate. As Nike would say, “Just do
it,” |

J5D Summer 2001 N | Staff Devel

p

Council

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

51

245



Tool 11.8  Getting everyone fo buy in CHAPTER T

RICK
DuFOUR

Getting everyone
to buy In

New beginnings give principal
opportunity to shape his team

n my last column, Becky Burnette, a

principal of a small elementary school

in rural Virginia, described her efforts
to introduce the concept of a professional

learning community in her school.

This column presents Mike O’Brien, who
faced the same challenge in a different context
— the opening of an urban middle school
serving one of the poorest sections of Buffalo,
N.Y.

DuFour: How did you introduce the topic
of a professional learning community for your
staff’s consideration?

0'Brien: I was in the unique position of
recruiting a new staff for a new building, and I
decided to take full advantage of the opportunity.
I made several informational presentations
throughout the district for potential candidates
interested in working at the school. From the
outset, | described the school as a professional
learning community. | cited compelling research
to support the model. I emphasized that every
teacher would function as a member of a grade-
level team or curriculum extension team. | told
interested candidates that they would be required
to attend nearly 120 hours of professional devel-

Rick DuFour is superintendent of Adlai Stevenson High
School District 125. You can contact him at Two Stevenson
Drive, Lincolnshire, IL60069, (847) 634-4000 ext. 268,
fax (847) 634-0239, e-mail: dufour@district125.k12.il.us.
Mike O’Brien is principal of Pfc. William J. Grabiarz
School #79. You can contact him at 225 Lawn Ave.,
Buffalo, NY 14207, (716) 871-6000, fax (716) 871-6115,
e-mail: irisheyes3@adelphia.net.

opment during the spring and summer preceding
the opening of school.

These informational sessions were followed
by interviews of interested candidates. I designed
the interview to ascertain which candidates were
willing both to accept responsibility for student
learning and to function effectively as members
of teams.

Once the staff was selected, we conducted
intensive professional development sessions to
develop awareness of current research and best
practices in education. We began to speak a
common language and, ultimately, developed the
common mission, shared vision, collective
commitments, and specific goals that were to
serve as the foundation of our professional
learning community.

DuFour: What has been your biggest chal-
lenge in promoting a professional learning
community, and how have you responded to that
challenge?

0'Brien: Providing time for teachers to
meet as teams is critical. I carefully designed the
master schedule so all members of a teaching
team had their contractual preparation period at
the same time. This meant scheduling their
students to a curriculum extension during the
same period. Additionally, I made provisions in
the schedule so each team could meet with me
and/or my designee three times per six-day rota-
tion.

Assisting teams to function as effective
teams, or teams that impact student achievement
in a positive manner, is another challenge. Our
teams have established group norms and achiev-
able goals. Most importantly, my continued
presence helps ensure that the teams remain
focused on key issues pertaining to learning. In
this early phase of development as a professional
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learning community, I think it is critical
not to abandon teams, but to be present
and offer strong focus and support.

DuFour: What insights or advice
could you offer?

0'Brien: Approach teachers as
professionals with a strong work ethic.
Introduce professional learning communi-
ties as the best hope we have for student
success and suggest: “If we are going to
labor so hard, let's not labor in vain. If
we're going to dig for gold, let’s at least
dig where the map says we can expect to
find gold!" I have found teachers to be
more responsive when they feel assured
their work ethic isn’t being questioned
and everything is more a matter of redi-
recting our effort, energy, and resources.

Also, begin with the end in mind.
Articulate a vision statement that assures
success for all students. There is
absolutely no sense in soliciting collective
commitment statements to a vision that
would do anything less. The vision state-
ment should reflect current research and
best practice. Most importantly, resist the
temptation to sell your vision as the prin-
cipal, and genuinely allow the vision to
be a shared vision. If the staff’s finger-
print is not on the design of the vision,
they will not commit to it in a substantial
way.

Finally, reference the vision to the
point of risking redundancy. References to
our vision are made in morning

JSD Fall 2001

announcements, memorandums, and at
every faculty meeting.
COMMON THEMES

Although Becky Burnette and Mike
O’Brien work in two very different envi-
ronments, common themes emerge from
their experience in initiating the profes-
sional learning community process in
their schools.

1. Honor the history and acknowledge the
strengths.

Burnette made a point to meet with
the entire staff in teams to probe the
school’s history and what made it special.
O’Brien made certain to recognize the
work ethic and expertise of each person
on his staff as he opened a new school.
Both made it clear that they were
honoring, not denigrating, the past efforts
of their staff.

2. Solicit shared hopes.

Burnette asked a veteran staff
member what might be done to make a
good school even better. O’Brien offered
a picture of the school that was to be
created and asked for those who were
stirred by the image to join him in making
it happen. Both spoke to the hearts of
their colleagues.

3. Build a shared vision.

Both principals used the information
and feedback from staft to offer a vision
of what the school might become. More
importantly, they took the time to work
with staff to develop ownership for that

National Staff Development Council
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vision.
4. Provide a conceptual framework for
improvement.

Both used the professional learning
community model as a conceptual frame-
work for advancing improvement. They
built a common vocabulary about school
improvement and presented staff with
comprehensive research affirming the
direction their schools were taking. In
short, they were staff developers.
5.Align school structures to support a
professional learning community.

Both Burnette and O’Brien stressed
the importance of building a schedule that
gave teachers time to work together in
meaningful ways. They also created struc-
tures to give students additional time and
support if they were having difficulty.

6. Keep the focus on learning.

Both principals created systems to
monitor teaching teams to ensure team
time remained focused on student
learning. They called on teams to analyze
student achievement data and develop and
implement strategies to improve the
results.

7. Communicate priorities.

O’Brien and Burnette both stressed
the need for consistent communication
about the school’s commitment to the
professional learning community model.

The reflections of these two
wonderful principals offer valuable
insights to all of us interested in
improving schools.
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Chapter 12

ROLE OF
“NTRAL OFFICE

Tool 12.1 Backmapping model. 6 pages

Tool 12.2  If not a workshop, then what? 1 page

Tool 12.3 Break the inservice habit. 3 pages

Tool 12.4  School professional development plan synthesis. 1 page

Where are we?

Central office staff members determine what professional development is available to
teachers within the district.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Local professional development plans reflect schools’ use of collaborative professional
learning.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Central office staff shares knowledge, research, and best practices about professional
development broadly and widely throughout the district with both principals and teachers.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Central office staff understands how they serve as a support to schools in the area of pro-
fessional development.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 248
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hen professional devel-
opment moves from a
centralized function in
a school district to a
school-based function,
the work of central
office does not dimin-
ish. Instead, it increases. The work changes from deter-
mining the content and delivering the learning to one
that involves building the capacity of school staff to
make sound decisions about their own professional
development. In essence, central office staff become
learning leaders who are responsible for facilitating pro-
fessional development decisions at individual schools
and coordinating efforts between and among schools to
maximize resources and effort without diluting the indi-
vidual needs and interests of schools.

In addition, central office staff is responsible to
coordinate the formation of cross-school teams for sin-
gleton teachers or noninstructional staff whose primary
collaborative professional learning team is outside their
own school.

Central office staff members — those who work in
school district offices with responsibility for curriculum,
instruction, professional development, mentoring,
teacher quality, and student success — have seven major
responsibilities in a system that views the school as the
primary center of learning. These roles include:

e Building capacity of school staff to make sound
decisions about professional development;

e Providing research and models of best practices
regarding professional development;

CHAPTER 12

e Allocating resources to schools to support their
learning plans;

*  Coordinating efforts between and among schools;

*  Coordinating the formation of cross-school collab-
orative professional learning teams; and

e Supporting collaborative professional learning
teams; and

*  Monitoring implementation throughout the dis-
trict.

Building capacity

When professional development moves from the
district office to the school and becomes more collabo-
rative, the control central office has exerted over deci-
sions about the design and implementation of profes-
sional development now rests in the hands of teachers
and principals. Their success, however, in making sound
decisions depends largely on how well the central office
prepares school staff to make these decisions.

Central office staff is responsible for helping school
staff members understand the standards for professional
development and district and state requirements for
professional development. They might use Tool 12.1,
the Backmapping Model (Killion, 2002a, 2002b), to
assist school staff members in understanding how to
develop both school- and team-based professional learn-
ing, and expand teacher leaders” and principals’ under-
standing of high-quality professional development. The
Backmapping Model presents a process to ensure that
professional development is aligned with the goals for
student achievement within a school. While some

teachers may opt to learn outside the school because
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their collaborative team exists elsewhere, their primary
emphasis is on improving learning in their own school.
Central office staff can take an active role in helping
school staff implement this process to ensure that their
learning team’s work focuses directly on student learn-
ing.

Because school-based collaborative professional
development requires knowledge and skills that may not
be present at the school, central office can provide
opportunities for teacher leaders, especially department
chairs, team, or grade-level chairs, or others to partici-
pate in leadership training that would prepare them to
lead collaborative learning communities within in their
schools. Central office staff can work with principals to
identify potential candidates among teachers who can
serve as leaders among their peers. These learning expe-
riences would help teacher leaders gain the capacity to
facilitate learning teams, hold effective meetings, man-
age multiple priorities, and plan effective learning
among their colleagues.

The transfer of knowledge and skill from a few
people to a broader group increases the likelihood that
more educators will take responsibility for ensuring
high-quality professional development and for linking
professional development to the needs of students. The
transfer of knowledge can happen in a variety of ways.
One is by training a team of teacher leaders and admin-
istrators at each school in the standards and the profes-
sional development planning, design, and evaluation
process. Many districts already have such training pro-
grams.

Central office can also facilitate professional devel-
opment planning, design, implementation, and evalua-
tion process at school sites with a local co-facilitator.
This facilitator works alongside the central office staff
member to learn about critical decision areas and how
to lead decisions about professional development at the
school.

The more broadly the knowledge is shared, the
more likely teachers and principals will be confident
and successful in examining the adult learning needs
within their school.

If those making the decisions about professional
development have limited understanding and experience
with high-quality staff development, their decisions will
reflect the forms of professional learning with which
they are most familiar. As a result, they may continue to
see limited impact of professional learning on teaching
and student learning.

CHAPTER 12

Provide research and model best practices

When professional learning moves to the school,
central office staff members play a significant role in
providing research and modeling best practices. When
school staff experience powerful forms of professional
learning and see examples of different approaches to
learning, they will become more familiar with alterna-
tives to consultant-driven training.

District staff can engage school professional devel-
opment committee members in learning about multiple
designs for professional learning. Tool 12.2, ”If Not a
Workshop, Then What?” which was created by the
National Staff Development Council, can be used to
familiarize school staff with various approaches to pro-
fessional learning. Central office staff may also want to
refer to Tool 9.9 for another resource to use in helping
school staff understand alternative designs for adult
learning.

Compiling and disseminating research and
resources about professional development to teacher
leaders and principals at schools are other ways central
office staff can significantly impact the quality of
school-based decisions about professional development.
Summarizing or sending articles, policy papers, studies,
or examples about best practices can increase the likeli-
hood that school staff members will have foundational
information upon which to make local decisions about
professional development.

Districts can create web-based resources that link
schools to other high-quality resources about profes-
sional development, ensure that school leaders know
how to:

1. Access a statewide listing of professional develop-
ment resources at www.state.nj.us/njded/educators/
pd.htm.

2. Use the NJPEP web site (www.NJPEP.org), and
send print copies of syntheses in newsletters, e-mails, or
via other technologies.

3. Access the core curriculum content standards
and find content-specific web pages with resources at
www.state.nj.us/njded/aps/cccs/

Allocating resources

Districts can help schools be successful with collab-
orative professional learning if they advocate for the
time and fiscal resources to support this form of adult
learning. One of these resources is time. Time is an
invaluable resource and the subject of an entire chapter
in this tool kit.
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Turming planning upsids down

The central office has responsibility to work
through the school board to build a communitywide
value and support for professional learning. That
includes developing support for the time that is
required for teams to work together. Parents want their
children to have the most qualified teachers possible.
Achieving that requires the continuous development of
teachers. Tool 12.3, “Break the Inservice Habit,” by
Joan Richardson in Zools for Schools, suggests how dis-
tricts and schools can prepare teachers to talk about
their professional development within the community
to build support for and understanding of the value of
professional development for teachers.

Districts can form teams charged with examining
those policies, administrative procedures, practices,
resources, and schedules that impact professional devel-
opment to ensure that they support school-based pro-
fessional development. Districts can help schools
revamp daily schedules to include time for professional
learning. Districts can ensure that schools receive appro-
priate budget allocations to support high-quality profes-
sional development.

A significant portion of the district’s responsibility
in this area relates to supporting the Local Professional
Development Committee as it creates a district Local
Professional Development Plan (LPDP) that reflects
how the district will support individual school’s profes-
sional development plans. The district's LPDP looks
like an inverted triangle (see Figure 12.1 above) demon-
strating how it emerges from the plans for individual
schools rather than dictating the professional develop-
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ment schools will have.

This change from district-driven professional devel-
opment to school-based professional development is not
one that will occur overnight. District office staff has a
tremendous responsibility to prepare school teams to
design, implement, and evaluate sound professional
learning aligned to district and school goals. Districts
will transform their services and responsibilities to sup-
port school-based professional learning while maintain-
ing alignment and focus on district priorities and goals.
Rather than being a top-down or one-size-fits-all
approach to professional development, school-based
professional development looks at the unique needs of
each school and its students, staff, and community and
responds to those differences. The work of the Local
Professional Development Committee expands from
organizing a few inservice days for the entire district to
ensuring a comprehensive system of professional learn-
ing for every teacher aligned with the identified needs

of each school.

Coordinating efforts between and among schools
An essential central office function for supporting
collaborative learning at schools is coordinating efforts
between and among schools. As central office staff
review each school’s professional development plan, they
will want to determine the strength of the plan, whether
the school has allocated appropriate resources to the
plan, whether the plan meets the professional develop-
ment standards, and whether the school’s professional
development plan aligns with the school’s and district’s
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improvement goals.

Because school-based collabora-
tive professional learning focuses on eyl
the needs of an individual school,
schools often do not know about
other schools in the district that are
working on similar areas of improve-
ment. Bringing common goals to the
attention of all schools working on
that goal can increase the potential
for collaboration among schools and
increase the benefit for any one
school.

Central office staff might also

School professional development plan

Sihoals Sesimea  Gendbevsls

Coordinate cross-discipline
oot or cross-school teams

Sometimes teachers will not
have colleagues at their school who
teach the same content they do. As a
result, they will not have a natural
team in their own school. This
= = occurs for teaching staff such as
counselors, librarians, nurses, and
others. When this occurs, there are
several opportunities to create cross-
school teams, district teams, interdis-

ciplinary teams, and related content-

area teams within a school. For

find that they can streamline their Tool 12.4
support by serving schools clustered

together by professional development goal

rather than trying to do so one-by-one.

Tool 12.4 might be a useful way for district staff to
cluster schools by professional development goal.
Schools could also use it to review each other’s plans as
a way to improve the professional development practices
of each school.

One additional aspect of central office staff’s role is
identifying and broadcasting successful practices within
the district. Individual schools will benefit from oppor-
tunities to benchmark their professional development
plans against other schools within the district and
beyond. They will appreciate knowing about profession-
al development in other schools so they can learn from
others.

example, teachers in the world lan-
guages and social studies depart-
ments along with English as a Second
Language teachers may form a collaborative team
focused on developing global citizens. Counselors, nurs-
es, health and physical education teachers may collabo-
rate on ways to improve students' physical health and
emotional well-being. In another example, librarians
from schools throughout a district may form a collabo-
rative professional learning team to identify how to sup-
port classroom reading instruction within their library
programs. Organizing interschool visitations within the
district or across districts is a way central office can fos-
ter collaboration for those educators who are not mem-
bers of an in-school collaborative professional learning
team.
Central office staff members work with principals
to identify those staff members who may benefit from

cross-school, cross-discipline, or cross-district teams. By
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initiating and coordinating cross-school, districtwide
teams or even regionwide teams, central office staff
members ensure that every professional is involved in
one or more collaborative professional learning teams
that focuses on student success, core curriculum content
standards, assessment, and instruction.

Supporting schools’ efforts
By charting the schools and looking at a synthesis

of their professional development intentions, central

office staff members can quickly see where the clusters
are and plan accordingly to provide the necessary sup-
port.

Central office can then determine its course of
action by asking schools these questions:

e Ifaschool’s or cluster of schools’ goal is X, how
does central office help them achieve this goal?
What essential support services, resources, assis-
tance, etc., do they need to be successful? What
kind of differentiated support might the cluster of
schools need?

e What type of systemic support and systemwide
changes are necessary so each school successfully
achieves its goals?

*  How do we help schools know about and access
district resources to meet their goals?

*  How do school goals align with district priorities?

Monitoring implementation

Another essential role for central office is to hold
schools accountable for their professional development
plans. By meeting quarterly or semi-annually with
school leadership teams and reviewing evidence of
progress toward their professional development goal,
central office staff can help schools maintain a focus on
results and not the provision of services. By keeping the

focus on results and asking schools to use data to review
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their progress, schools will be able to celebrate their suc-
cesses along the way and alter their course of action
when necessary.

School visits can be opportunities for learning
among team members. They can be a form of walk-
through, a form of brief observation designed to gather
data and to encourage reflection. One or more central
office staff members or teams that include principals
and teacher leaders from other schools can conduct
monitoring visits. Monitoring visits that include
debriefing sessions with the school’s professional devel-
opment team, leadership team, and/or whole faculty
offer support, feedback, and the perspective of critical
friends to help the school stay the course. The use of
data from multiple sources is important in monitoring
visits so that facts — and not opinions and preferences
— guide the discussion and serve as the basis for identi-
fying successes and selecting modifications. When data
are used, decisions are likely to be more objective than
subjective.

The role of central office staff members does not
diminish when a school district transforms professional
development from a centralized function to one that is
school-based and that fosters collaboration among
teachers about the real work of teaching. In fact, their
role expands as they become learning leaders who facili-
tate school-based decisions about professional develop-
ment to meet the unique and pressing needs of individ-
ual schools.

Reference

Killion, J. (2002). What works in the elementary
school: Results-based staff development. Oxford, OH:
National Staff Development Council.

Killion, J. (2002). What works in the high school:
Results-based staff development. Oxford, OH: National
Staff Development Council.
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Backmapping model
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The backmapping model guides the planning of results-based staff development that targets an
increase in student achievement.

Step 1 is identifying areas of student learning needs.

Step 2 is analyzing the school and/or district context.

Step 3 is developing the school improvement goal that specifies increasing student achievement as the end result
and educator learning as an activity to accomplish the goals.

Step 4 is identifying educator learning needs, a step that replaces the traditional needs assessment process
Step 5 is reviewing possible staff development interventions.

Step 6 is selecting the intervention and planning for its implementation and evaluation.

Step 7 is implementing, sustaining, and evaluating the intervention.
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Understanding the steps

STEP 1.

Review student achievement data.
To produce results, staff development must be

directly tied to student achievement needs. Before

selecting or designing staff develop-

ment, a careful and thorough - K

analysis of student achievement . . .
: whige ,

{ Analyss s heden
bathrmitey prads.

-

P

data occurs. This analysis will

help identify specific student  }

achievement strengths and m‘xx

areas of need and will guide .,

decisions about staff development ™ eoverssuree”

programs. During data analysis, it is

helpful to examine multiple types of data about student

learning such as high-stakes test results, results from

common benchmark assessments, classroom assessments
including projects and performances, grades, student
self-assessment, etc.

Key questions to answer during this step include:

e What assessment data are available?

e What is being measured in each assessment?

e Which students are assessed?

*  What areas of student performance are meeting or
exceeding expectations?

e Do patterns exist in the data?

*  How did various populations of students perform?
(Consider factors such as gender, race, and socioe-
conomic status.)

*  What are other data telling us about student per-
formance?

¢ How are the data similar or different in various

grade levels, content areas, and individual classes?

e What surprises us?
*  What confirms what we already know?

The data analysis process results in knowing or

identifying:

*  Specific areas of deficit.

e Specific knowledge and skills students need in
order to overcome the deficit.

*  Specific students or groups of students for whom
the deficit is most prevalent or pronounced.

For example, assume a school’s scores on a state test
are below the expected or desired level in reading. These
scores are insufficient by themselves to use for planning
a staff development intervention. Now assume that the
English department analyzes subtest scores and sub-
group scores. Perhaps they find a deficiency in reading
vocabulary for a particular group of students. This
analysis may include a review of the curriculum to
determine which standards or benchmarks are most
essential for students to achieve and what fundamental
knowledge and skills serve as the prerequisites to these
standards. This type of information can be used to
establish schoolwide and/or department improvement
goals, identify specific actions necessary to achieve those
goals, and guide the selection and/or design of a staff
development intervention to address the need by
increasing the vocabulary skills of the identified student
group.

In the example above, to simply identify reading as
the area of focus provides insufficient information to
guide the design and/or selection of a staff development
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program. The latter information, in contrast, is action-
able — that is, it is specific enough to identify what
teachers need to know and be able to do in order to
improve student performance in reading vocabulary.

STEP 2.

Identify unique characteristics of
community, school, department, staff, and
district.

When school leaders and teachers understand the
unique characteristics of the students,

they can use this information to o ’ T
make appropriate instructional ;". Shag T K'xx
and program decisions. The N Mm ¥
parallel is true for staff devel- sthood diz et

opment leaders. Knowing the

-~

o

unique characteristics of the .

adults who will participate in the ™.~ .-
staff development program will influ-

ence the design of the learning experience and the
nature of follow-up support provided.

Understanding the conditions under which the
staff development program will be implemented also
helps inform the selection and/or design of a staff devel-
opment initiative. For example, a staff development
program for experienced teachers may be different than
one for novice teachers.

Likewise, a staff development program design to
enable staff to meet the needs of urban, disadvantaged
students may be different than one for rural schools.
Additionally, a program provided in a district or school
setting where there are limited resource and/or time for
staff development will be different than in settings
where time and resources are budgeted.

Districts, schools, and/or departments complete a
profile to provide information about the environment
and conditions of the school where the need exists.
Detailing the context helps staff development leaders
make informed decisions about staff development pro-
grams.

Key questions to answer in this area are:

e What are the characteristics of our students?

Some characteristics to consider area:

Ethnicity/race
Gender
Socioeconomic status
Mobility

Family support
Motivation

-

] exuretar f :
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Attitude about school
Experience in school
Academic performance
Retention rate

Parents” education level

Sibling data

*  What are the characteristics of the staff?
Some characteristics to consider are:
Years of experience
Years at a grade level
Years in the school
Past experience with staff development
Motivation
Performance/ability
Attitude
Sense of efficacy
Response to change
Collegiality
Extent to which teachers’ preparation aligns
with teaching assignments
Level of education

*  What are some characteristics of our formal
and informal leadership for both teacher and
administrators?

Some characteristics to consider are:

Leadership style

Roles of formal and informal leaders

Level of participation in leadership activities

Opportunities to be involved in leadership
roles/activities

Trust in leadership

Support by leadership

Support for leadership

Level of communication

*  What are some characteristics of our
community?

Some characteristics to consider are:
Support for education

Support for the school
Involvement in school activities
Support for students

Support for staff development

*  What resources are available to support the
staff development program?
Some considerations are:

Budget

Time
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Support personnel in the building
Support personnel outside the building
Union contract

Incentives

STEP 3.

Establish clear, measurable outcomes for the
staff development program.

Teams must understand what they hope to accom-
plish in terms of both student and teacher learning as a
result of their staff development efforts. Without a clear
goal and specific target, it is easy to miss the mark. Key

questions about outcomes are: (1)

-~ T - What results do we seek for stu-
:,“" S -\ dents? (2) What results do we
Bﬁ!‘;&i;;& " expec.t for staff? (3) What
fiprovarad | practices, procedures, and
S gasls. / policies will affect the achieve-
~ ment of these goals?
. e Intended results are stated in

LI

terms of student achievement. Actions
or changes that occur for teachers and principals are
means to achieve the goal of increased student achieve-
ment and are best as objectives rather than outcomes or
goals. In other words, expected outcomes are stated in
terms that allow the district, school, and/or department
to know if it has or has not achieved the intended
results. Too often, results are stated in terms of the
means to the end rather than results themselves.

For example, a goal that states, “One hundred per-
cent of the staff will participate in training in brain-
based learning” does not say what will happen for stu-
dents as a result of this training. This is an action to
accomplish the desired results — increasing student
achievement. A preferable goal is one that states, “In
three years, 90% of students will read on grade level as a
result of teachers learning and implementing new
instructional strategies.” The latter goal is focused on
the end result of the staff development, rather than on
what occurs in the process.

STEP 4.

Assess teacher and principal learning needs.
Many staff development programs begin with

needs assessments that ask adult learners to identify

what they want to learn. This common practice often

leaves a gap between what educators want to learn and

what they may need to learn to address the identified

goals. For example, teachers are often eager to learn

CHAPTER 12

about new educational innovations, and principals may

want to learn h how to shortcut nagging managerial

tasks. However, if the goal is to e
. . ~ .
increase students’ reading per- - . .,
- . t_.x\‘._ -
r R IE - b
formance, and comprehend- ¢ P N
ing and interpreting nonfic-  {

g preting : gdurafor :
tion text were identified as | igTraing ;
the areas of greatest deficit, " repads, N
both teachers and principals - . &

. -
pE—

have a specific need to develop
their skills and knowledge in this area to teach and sup-
port classroom instruction in reading nonfiction text.
Staff development on topics other than these areas may
deflect staff development time and resources from the
established school goals.

After educators’ learning needs are identified, staff
development leaders consider specific actions for meet-
ing the identified learning needs. The scope and content
of the necessary staff development program will be
clearer when the district, school, or department team
has a clear understanding of student learning needs, the
context and conditions of the school or district, the spe-
cific goal, and the learning needs of educators.

STEP 5.

Study the staff development programs
described in the guide.

Before determining how to accomplish the goal, the
district, school, and/or department team will examine
proven staff development programs, those that have evi-
dence of their impact on student learning. Too often this
important step is overlooked.

District, school, and/or depart- .___-"" Fiew

ment staffs often fail to con- £ RW.M‘W K
duct a critical review of what is {  peaHisdtgoed ::
available and what has proven S ﬁﬂ-&a{ﬁpmmt_j

successful. In their urgency and :'-x fervebfisns,

-

-
s

-

enthusiasm to improve student .
performance, school staffs may pass e
over this step and select or adapt programs with which
they are unfamiliar. This guide is particularly useful for
this review because it describes programs that have
proven success in increasing student achievement. It also
identifies the content of those programs so that a dis-
trict, school, and/or department can determine the
degree to which the content aligns with all identified
educator learning needs determined in Step 4.

In examining programs, consider the following ques-

tions:
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e Which programs address the skills and knowledge
we have identified as educator learning needs?

e What programs are being used in schools with sim-
ilar demographics?

e If our school’s characteristics do not match those of
schools in which the program was successfully
implemented, what are the key differences? How
likely are those differences to interfere with the
program’s success?

*  What changes could be implemented to increase
the likelihood of success?

e What aspects of the program (if any) might need to
be modified to accommodate the unique features
of our school?

e Whart are the strengths and weaknesses of the pro-
gram?

e What school, district, and community support was
required to make the program successful?

After examining successful programs, the district,
school, and/or department team determines if it will
adopt or adapt an existing program or create its own
program. This is a significant decision that is made with
careful thought. When making this decision, members
are deciding where to place their energy and resources
for the long run. Too often schools fail to achieve suc-
cess because they use a “revolving door approach” to
innovations — that is, a series of experts “pop in” to
prescribe the best treatment for the problem. Sometimes
staff development or improvement efforts are viewed as
temporary intrusions that staff can “wait out.” In fact,
any staff development intervention adopted requires a
new way of doing business, one that the district, school,
and/or department staff will fully commit to and one
that they fully expect to become a routine part of their
everyday practice. Without this level of commitment,
no staff development intervention holds a promise of
improving student and teacher learning.

STEP 6.

Plan for implementation, institutionalization,
and evaluation.

As new programs begin in schools, few leaders or
participants look beyond the immediate school year.
However, if an intervention is carefully selected, it will
become a new way of doing business. To make the tran-
sition between new ideas and routine practice, a plan to
support implementation and institutionalization is
important. Teams must plan for a variety of long-range
processes: dealing with the challenges of beginning a

CHAPTER 12

new program; sustaining the focus, energy, and

resources to ensure success; and adopting procedures to

provide ongoing formative — and eventually summa-
tive — evaluations of the program.

After a staff development program has been selected,
adapted, or designed and before implementing a program,
answer these questions:

*  How will we assess the initiation, implementation,
and institutionalization of the program?

*  How will we support the program?

How will we support the individuals involved:

*  What are we equipped to do ourselves to support
and implement the program, and what outside
resources will we need?

*  What resources are we dedicating to the program?

e What is our timeline for full
implementation? et e

*  What benchmarks along :.. HL G .

Hzon K
iTerventan, ;

L implementalon, |

" opd pveloa ko S

the way will help us know
if we are being successful?

*  Are we willing to commit

time, energy, and financial ™ -
resources to this effort for the ™. .-
long term?

e How will we align this new initiative with existing
ones? What might we need to eliminate to make
resources available for this program?

*  How closely do the goals of this program align
with our school’s improvement goals and the dis-
trict’s strategic goals?

When planning the evaluation of a staff develop-
ment program, staff development leaders will

1. Assess the design of the staff development pro-
gram to determine if it is thorough, well-conceived, and
able to be implemented;

2. Identify the key questions they hope to answer;
and

3. Design the evaluation framework, which is the
plan for conducting the evaluation.

Such plans include data collection methodology,
data sources, personnel to conduct the evaluation, and a
timeline (Killion, 2002). Also, plans for both formative
and summative evaluation are necessary. A formative
assessment allows staff development leaders to know
how well the program is being implemented and
answers questions such as:

e Are the program activities being implemented as
planned?

*  Are resources adequate to implement the program
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as planned?

e To what degree are differences occurring in imple-
mentation that may influence the program’s results?
A summative evaluation allows staff development

leaders to know what impact the program has had and

answers questions such as:

¢ Have the intended results been achieved?

e What changes have occurred as a result of the pro-
gram?

e What changes has the program influenced for stu-
dents?

e What changes has the program influenced for staff?
Planning the evaluation, while planning the pro-

gram and its implementation, provides greater options

for evaluation. it helps identify important baseline data

to collect that may be necessary for determining what

impact the program has had. It gives both the staff

development leaders and evaluator greater clarity about

how the program is intended to work, thus increasing

the likelihood that the program will be implemented as

designed and that the intended results will be realized.

STEP 7.

Implement, sustain, and evaluate the staff
development program.

To be fully implemented, a program requires con-
stant nurturing and support. In order to continuously
improve a program, the district, school, and/or depart-
ment team will use data bout the program to make reg-
ular adjustments and refinements to strengthen the
results. This nurturing is the pri-
mary responsibility of the staff

development leaders including ¢ ’
i sasbatn, and

the principal and teacher lead-
srraiuicte s

ers. With a long-term commit-
ment, a focus on results for

-, inm"v&rﬂibn.f’
- L

success, a school team has the nec- T

students, and clear indicators of

essary resources to monitor and make adjustments,
strengthening the results of the program and ensuring
success.

Implementing a program requires that those
responsible for implementation have a clear understand-
ing of what implementation means and looks like. One
tool for reaching agreement on the acceptable level of
implementation is an innovation configuration that
describes and defines the essential features of a program
(Hall & Hord, 2001). Attention to setting expectations
and standards for acceptable implementation will make

B development [
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a significant difference in the quality of implementa-
tion.

Once the program is implemented, attention can
turn toward sustaining the program. In other words,
“How will district, school, and/or department teams
keep the focus on the results, provide the necessary
resources to continue the program, and use data about
the program to continually improve it?” If a program is
fully implemented, sustaining it becomes easier, yet
requires constant attention and resources.

Evaluating the program provides information about
the program’s impact and valuable data to improve its
results. Using both formative and summative evaluation
processes will provide the best data for district, school,
and/or department teams to use to continually improve
the program and increase the likelihood that it will
achieve the results it strives to achieve (Killion, 2002).

RESULT.

Increase student achievement.

The backmapping model LantE——
guides the schools and collabo- - o "
) Y
rative learning teams. When H R 5
i {ipercise :
adults learn, students benefit.
: atadent
L achievement,
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13.
14.
15.
16.

17.

18.
19.
20.
21.
22.

23.
24,

25.
26.

Conducting action research projects
Analyzing teaching cases

Attending awareness-level seminars
Joining a cadre of in-house trainers
Planning lessons with a teaching
colleague

Consulting an expert

Examining student data

Being coached by a peer or an expert
Leading a book study

Making a content-focused field trip
Writing assessments with a colleague
Participating in a study or support
group

Doing a classroom walk-through
Giving presentations at conferences
Researching on the Internet
Leading a schoolwide committee or
project

Developing curriculum-related
displays

Shadowing students

Coaching a colleague

Being a mentor — being mentored
Joining a professional network
Using a tuning protocol to examine
student work

Attending an in-depth institute in a
content area

Writing an article about your work
Observing model lessons

Reading journals, educational

magazines, books

TOOL 12.2

If not a workshop, then what?

27. Darticipating in a critical friends group

28. Doing a self-assessment

29. Shadowing another teacher or
professional in the field

30. Keeping a reflective log or journal

31. Analyzing the expectations of your
statewide assessments

32. Enrolling in a university course

33. Viewing educational videos

34. Maintaining a professional portfolio

35. Studying content standards for your
state

36. Observing other teachers teach

37. Listening to video/audio recordings

38. Darticipating in a videoconference or
conference calls with experts

39. Visiting model schools/programs

40. Developing curriculum

41. Doing school improvement planning

42. Examining new technological
resources to supplement lessons

43. Being observed and receiving feedback
from another teacher or principal

44. Darticipating in lesson study

45. Working on a strategic planning team

Source: National Staff Development
Council, 2004. All rights reserved. For more
information, please contact
Joan.Richardson@nsdc.org.
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bout 10 had flashed on in her
years ago, s . head, she grabbed
teachers Build ¢ 'H-'”'H{)-’ handouts on her desk
at my and began passing them
kids”’ out. “This will explain

school spent part of a
back-to-school night
explaining the new
math curriculum to par-
ents. My daughter’s
teacher focused on what
the district wanted chil-
dren to learn and parents
listened attentively.

Then a mother
asked a simple question:
If that'’s what you want
children to know, then
how are you going to
teach them that?

The teacher stood
silent for several mo-
ments. Then, as if a light

support for
professional

learning

)

that,” she said.

The bell rang and
we all wandered out
into the hall, grasping
our new handout.
“What is this?” asked
one parent. “This is just
insulting,” said another.

Most of us just
shook our heads in mild
amusement as we tried
to comprehend what
we’d been given: A
sketch of Bloom’s tax-
onomy of educational
objectives.

This very talented

Continued on Page 6

261



Parents and other
community members
cannot be expected
to support spending
money on staff
development if they

what it is, why it is
necessary, what it
looks like, why it
looks that way, and
what difference it will
make for their

children.
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Build support for professional learning

Continued from Page 1

veteran teacher had been caught in a vise.
She had been through weeks of intensive
staff development to prepare her to teach
this new math curriculum. She loved the
new curriculum and, as the year proved,
was very capable of teaching it to her stu-
dents. What she could not do, however,
was explain to parents what she had
learned about how
to change her in-
struction and how
those changes
would result in the
intended learning
for her students.
She knew what she
would be doing but
she did not have
the words to ex-
press what she
knew.

When a
teacher cannot ex-
plain something to
parents, parents
become very ner-
Vous.

do not understand

Parents and

other community

members cannot be expected to support

spending money on staff development if

they do not understand what it is, why it

is necessary, what it looks like, why it

looks that way, and what difference it will

make for their children. Building their sup-

port begins by building their understand-
ing.

When teachers are unable to describe
what they have learned and how they will
use it, parents rightly become very skep-
tical about the value of professional de-
velopment. In an environment where
school budgets are being slashed, that
skepticism can lead directly to reduced
budgets for teacher learning. Parents be-
lieve they understand the value of small
classes; they do not understand the value

of professional development.

Parents are tough customers to win
over when it comes to support for staff
development — particularly for tradi-
tional forms of professional development
that are based on released time. Parents
become personally inconvenienced by
half-days, days off, late starts, or early
dismissals for staff development. Few
newsletters or web sites provide much
detail to parents about why children are
being deprived of instruction while teach-
ers are away learning. Calendars typically
list vague phrases like “institute day” or
“staff development.” When parents ask
what teachers are learning during this
time away from students, they often hear
teachers say that “inservices™ are a waste
of time because they never learn anything
new.

Teachers are more likely to see value
in the time they have during their work-
day to meet with colleagues to share ideas
and examine student work. But parents —
and often teachers themselves — are less
likely to view that important time as staff
development.

This issue is intended to help you as
teachers and principals in your district try
to communicate the importance of profes-
sional development in all its forms to par-
ents and other community members.

Break the inservice habit.

This is a Very Big Rule #1: Stop using
the word inservice. Remove it from school
district literature and excise it from your
vocabulary. While you're at it, stop using
“institute days,” “released days,” “PLC
days,” even “staff development.” Those
phrases confuse rather than illuminate.

Replace those phrases with simple,
easy-to-understand phrases: teacher learn-
ing, professional learning, or staff learn-
ing.

Making this transition will be easier
if you also minimize your dependence on
released-time forms of professional devel-

opment in favor of learning opportunities
for teachers during their regular work day.

Talk about learning alternatives.

To many parents, professional devel-
opment immediately translates into “work-
shop™ and students being sent home from
school. So educating parents about the value
of professional learning also means educat-
ing them about various learning options —
and using more of those options for profes-
sional development in your community. See
Page 8 for a list of the many “*powerful de-
signs™ that NSDC believes represent good
options for professional learning.

Showcase your teacher learning.

Each time your school or district sets
aside time for teacher learning, tell par-
ents about it.

Put a message on your web site or in-
clude something in your monthly news-
letter telling parents exactly why kids are
home for the afternoon and teachers are
still working. Be specific. For example:

“Roosevelt teachers will spend two
hours on Wednesday afternoon focusing
on how they evaluate student writing. En-
glish teachers will be sharing and explain-
ing their guidelines for grading English
papers, known as a rubric. They will be
working with teachers in all subjects to
help them understand how they can apply
the same rubric to student writing in their
classes. That will help ensure that all
teachers are grading the same way.

“The work that teachers are doing is
connected to one of our district goals,
which is improving the quality of student
writing. Our statewide language arts as-
sessment tests students on their writing
ability and, beginning in 20035, the SAT
will also test students” writing ability.”

If your school has provided time for
teachers to meet, include something in
each newsletter about how teachers are
using that time.

Continued on Page 7
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Build community support
for professional learning

Continued from Page 6
Emphasize the benefits to students.
One of the best arguments that teach-
ers can make about their need for profes-
sional development and for spending time
with other teachers is that it helps ensures
equity for students. That addresses one of
parents’ greatest fears — that their child will
miss something that other children are re-
ceiving — said Kris Olson, communications
director for Parents for Public Schools.

Write a brochure.

Create a brochure that describes your
district’s reading initiative, professional
meeting time for teachers, or a new posi-
tion, such as reading coach or instructional
specialist. Explain what the new program
or position is intended to do, how it has
been funded, and reference some of the
research that suggests why it’s a good
strategy for your district.

Distribute it at back-to-school nights,
through your newsletters, and post it on
your web site.

Take a camera into a staff
development session.

Introduce parents to an actual staff de-
velopment session or a team meeting by
broadcasting a session on your local cable
access channel or by creating a video.

The advantage of a video is that it can
be taken to parent meetings, broadcast on
your local cable TV channel, and made
available at your local library for check-
out. Parents who might otherwise be un-
willing to read about professional devel-
opment option might watch a video be-
cause they perceive it as entertainment,
says Sylvia Soholt, a consultant with
KSA-Plus Communications in Virginia.

Write a column in your school or
district newsletter.

In your school or district newsletter,
share news about professional learning and
answer parents’ questions about current ini-

tiatives. We've included FAQs on Page 5
that you can add to your newsletters. How-
ever, responding to real questions from
parents in your district will make such a
column even more readable.

Prepare teachers for spontaneous
talk about staff development.

Teachers will not become better com-
municators unless principals and staff de-
velopers spend time helping them learn
how to do that. Teachers are unlikely to
have formal meetings with parents to talk
about their professional learning. Instead,
schools should prepare teachers for an-
swering questions from parents during the
kinds of encounters that occur naturally
in a community — as they shop in the gro-
cery store, leave a religious service, pick
up a video, or attend a sporting event.

Start by introducing a communication
component into each staff development
session including team meetings. See the
tool on Page 4 for an example of a hand-
out that could be used for this purpose.

Introduce the handout on Page 4 at
the beginning of the meeting or workshop.
This will signal teachers that you are ex-
pecting them to prepare for how they will
communicate with parents about how they
are using staff development time, what
they are learning, and how their children
will benefit from this. Do a short role play
in which the facilitator acts as a parent and
the teacher is asked to explain what he or
she has learned.

With a slight variation, schools with
weekly or regular collaborative time for
teachers to meet together can use the same
activity. If teachers meet daily, ask them
to summarize what they have learned each
week, perhaps in a learning log that is
shared with the principal. The principal
also could use a portion of faculty meet-
ings to have a teacher from each team de-
scribe the work of that team and how
teachers are implementing new learning
in their classrooms.
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synthesis

trict’s professional development plan.
e List the district schools in the far left-hand column.

address its goal.

*  Write the desired result it wishes to accomplish.

TOOL 12.4

School professional development plan

Use this tool to summarize the professional development planned at each school.
Collect from each school a summary of the collaborative professional learning teams’ action
plans and compile a districtwide summary to prepare each district’s Local Professional
Development Plan and to report to the community and other constituents about the dis-

*  Identify the goal areas for each collaborative learning team within each school.
*  For each goal area, identify the grade level for which that goal has been established.
*  Identify the major actions the collaborative professional learning team plans to take to

Schools

Goal area

Grade levels

Key actions

Desired results

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Chapter 13

-VALUATING
COLLABORATIVE

PROFESSIONAL LEARNING

TOOLS:

Tool 13.1 Eight smooth steps. 13 pages

Tool 13.2  Team meeting assessment. I page

Tool 13.3  Rate yourself as a team player. 1 page

Tool 13.4  Protocol for discussing survey results about team effectiveness and/or team meetings. 1 page
Tool 13.5  Logic model template.  page

Tool 13.6  Learning team survey. 2 pages

Tool 13.7  Summative reflection protocol. I page

Tool 13.8  Drofessional learning communities: Getting started. 5 pages

Tool 13.9  Professional learning communities II: A focus on common assessments. 5 pages

Where are we?

Collaborative professional learning teams in our school receive regular feedback about
their work.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning teams in our school rarely take time to reflect on how
well their team is working.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Ongoing evaluation of the work of collaborative professional learning teams occurs at
least bi-monthly.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Members of collaborative professional learning teams assess the productivity and
efficiency of their team.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Evaluating collaborative professional learning

o improve, collaborative profes-
sional learning teams conduct reg-
ular evaluations of their work.
Evaluations can focus on three
aspects of the team’s work — their
efficiency, their effectiveness as a
team, and their results. Taking
time periodically to assess and analyze the results of
assessments in each of these areas provides valuable data
that teams can use to strengthen their work.

Teams also benefit from external evaluations and
feedback. One of the responsibilities of principals dis-
cussed in Chapter 11 is providing regular feedback to
teams about their work and processes.

Tools in this chapter will help teams and others
provide information that will help them refine and

improve their practices. For a com-

CHAPTER 13

efficiency and the completion of the actions the team
planned and the outcomes of those actions. Summative
evaluation will focus on success in accomplishing the
team’s goals. These goals, stated as SMART goals, are
focused on improving student learning.

Formative evaluation

Formative evaluations will concentrate on how well
the team works, completion of its actions, and the out-
comes of its actions. Tool 13.2 offers one way to capture
a view of the team’s efficiency by focusing on the struc-
ture of team meetings and whether the typical struc-
tures of successful teams are in place.

Tool 13.3 offers a survey that individual members
can use to evaluate their own involvement in the collab-
orative professional learning team. Asking individuals to

rate their own behavior and then

prehensive view of evaluating profes-  |==
sional development, Tool 13.1 is

included.
Schools may find that they want

b i

to begin with a less comprehensive
approach to evaluation. Tools that

follow will help them make evalua- T

. e e ke

tion both meaningful and beneficial. Eioea .

Y

Formative and summative

evaluation

Teams will conduct two kinds of

evaluation — formative and summa-

aggregating the ratings into a single
mean score, identifying the range of
scores (highest score and lowest
score), and the modal response (score
that occurs most frequently for each
item) will help team members know
how the team is doing overall.

Inviting team members to con-
tribute to a discussion about the
overall results from either or both
surveys in Tools 13.2 and 13.3 can
help the team develop a deeper

understanding of its own operations.

tive. Formative evaluation will con-

centrate on the team’s processes for Tool 13.1

Team members may want to use the
protocol in Tool 13.4 to discuss the
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Evaluating collaborative professional learning

Tesd 123

Rate yourself as a team player foertaa

Team meetings

Protocol for discussing survey results
ABOUT TEAM £S5 AND,/OR TEAM MEMEBER

B

it e e s s

M s perepmin e o ks

I s e e e e e b e e b

I oo e i e e e
Tool 13.2 Tool 13.3 Tool 13.4
o0 a3 e ——r
Learning Team Survey bk
Logkmodo:‘ lempiu!- [ At o e Summative reflection protocol
Tool 13.5 Tool 13.6 Tool 13.7

results of these surveys. The protocol is general enough
to be used for both surveys or each independent of the
other.

Teams members might use the innovation configu-
rations for learning communities that appeared in Tool
5.3 as another means of evaluating the effectiveness of
their learning teams. The innovation configurations
describe the essential behaviors of teachers and princi-
pals and can be used like a rubric to assess the current
state of a learning team, and the results can be used to
assess progress over time if a baseline and subsequent
measure are compared. If team members or principals
opt to use the innovation configurations, the following
process is recommended:

Ask team members to identify where they think
their team is individually.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

Compile the individual results. Alternately, if there
is strong trust among team members or if members are
willing to share their results publicly, ask each one to
share his or her results and compile the individual
results on a wall chart for all team members to see.

Use the protocol in Tool 13.4 to discuss the results.

Another form of formative assessment is to look at
the team’s actions and the outcomes they produced. For
example, if the team read a research summary, then the
result of this action would be that team members
increased their knowledge, not that the team members
read the summary. When looking at actions, determine
the outcomes the team wants from each one and meas-
ure the success of those actions rather than whether the
action has been accomplished. A tool called a logic
model drives this form of evaluation (Killion, 2002).
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Evaluating collaborative professional learning CHAPTER 13
Figure 13.1 Logic model components
Inputs/resources Actions Initial Intermediate Results
outcomes outcomes

The school, district,
community, or state
resources (including
people, space, fime,
equipment, or
materials) needed to
accomplish the

actions.

The sequence of
acfivities the team
plans to take to
accomplish its
goal(s), using the
resources identified.

The early results of
the actions, e.g. what
happens initially
when the acfion is
completed; initial
outcomes often
describe changes in
knowledge and skills.

The secondary resulfs
of the actions, e.g.
what happens after
the initial outcomes
occur; intermediate
outcomes offen
describe changes in
behavior or practice.

The SMART goal(s)
the team sets for its
professional learning.

—_— —_—

PLANNED | ACTIONS

A logic model has five main components. See

Figure 13.1 above. They are:

e Inputs/resources;

e Actions;

e Initial outcomes;

e Intermediate outcomes; and
e Results.

A logic model links inputs (resources) to actions
(steps to accomplish the results) and identifies initial
outcomes (first changes expected from the actions) and
intermediate outcomes (subsequent changes that occur
after the initial outcomes) in a logical way to explain
how the actions will produce the results.

An application to collaborative professional learn-
ing teams is shown in Table 13.

If teams develop and use a logic model, they have a
sound way to do two things. One is to plan their
actions and identify what they expect to see if their
actions are successful. Secondly, they

—t—> —

INTENDED RESULTS

some form of formative evaluation. A blank logic model
for teams to use is included in Tool 13.5.

Summative evaluation

Determining if the team has achieved its goal(s) is
the summative evaluation. It is what is expected at the
summary or the end of the planned action. Teams
define the success of their learning by whether students
perform at the expected levels. Sometimes teams will
not be able to determine if they met their goal until
they receive results from state assessments. Because there
is substantial lag time between the administration of
some state assessments and the results, collaborative
professional learning teams may want to consider using
common assessments as one measure of student success.
While common assessments may lack the rigor of state
assessments, they offer team members some information

about their success in a more timely manner.

can assess their progress toward their

ToOoL 138 TOOL 13.9

Professi 11 i ities I

goal(s). Prof
By looking at the outcomes of ,,,“,,,,_,,,
their actions rather than the comple-
tion of their actions, they have a bet-
ter measure of the potential impact of
their actions. In addition, they have

the capacity to look at the interaction

that occurs between their work and

their students’ learning. Not all
schools will use a logic model in their
evaluation efforts. However, if they

want to be able to know if profes-

ional learning

L POST oSSR MANT

sional development impacted student

academic success, they will want Tool 13.8

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

Tool 13.9
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Evaluating collaborative professional learning CHAPTER 13
Table 13 Logic model example for collaborative learning team
Inputs Actions Initial Intermediate Results
outcomes outcomes
* Teaching Analyze data from Teachers identify Teachers group
resources for unit fall writing sample. students’ baseline students in flexible
development wrifing level. groupings for
Team meeting time to instruction in
score baseline-writing conventions, ideas,
assessmenfs, develop and organization.
units and common
assessments, analyze
student results, form
and reevaluate a _— B _—
flexible groupings,
efc.
* Support from Design three Teachers use units in | Studenfs practice
district language arts | common instructional | their classrooms. applying ideas and
specialist to assist units for ideas and organization in
with design of units. | organization to use wrifing assignments 20%
between October in all confent areas.
and February. increase in
—_ —_— —— —
* Support from the Develop and Teachers administer | Teachers analyze students’
district language arfs | administer two and score common data from the
specialist to assist common benchmark | assessments. assessmenfs fo scores
with the development | assessments of defermine which
of common wrifing writing one in students require on the
assessments. November and one refeaching and
in February. additional support. state
—_— —_— — ——
* Cooperation of Develop daily Students complete Students demonstrate writing
science and social pracfice activities for | daily activity to accurate use of
studies teachers to language practice language language sample.
embed the use of convenfions. conventions. convenfions
ideas, organization, increases in both oral
and conventions in and written
their writing scoring language.
tools. -1 T T -
* Support from Provide studenfs Students’ accurate Students’ accurate
teachers to provide ongoing feedback, use of ideas, use of ideas,
feedback and refeaching, and organization, and organization, and
additional instruction | additional support, conventions conventions
to students on ideas, | as needed, on ideas, | increases in their increases on
organization, and organization, and classroom work. common benchmark
conventions. conventions. assessments.
. —_— o — e
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Evaluating collaborative professional learning

In addition to determining if teams collectively
attained their goals, a school’s leadership or professional
development team may want to determine if the school
culture has improved since teams are working collabora-
tively to learn as professionals. Using Tool 5.1, the
school culture survey, staff members might complete the
survey as a baseline in the fall and again near the end of
the school year. By looking at the differences, the
school’s leadership team can assess if collaborative pro-
fessional learning teams have influenced the school’s
culture. Staff members will not be able to draw conclu-
sions that collaborative professional learning has caused
the changes in culture, although it will be safe to con-
clude that collaborative professional learning has con-
tributed to the change. Such a conclusion can be
strengthened if teams have demonstrated increased effi-
ciency and effectiveness as a team and if they have used
a logic model to determine if their intended outcomes
have been achieved.

As a summative measure of team development and
success, staff members may want to use Tool 13.6, the
Learning Team Survey, to assess how the team is func-
tioning.

At the end of each school year or possibly at the
mid-point in a school year, a collaborative professional

learning team will benefit from taking time to have a

CHAPTER 13

discussion guided by the Summative Reflection Protocol
that appears in Tool 13.7.

To assess the use of collaborative teams, Tools 13.8
and 13.9 are included. These tools can be used as a pre-
and post-test measure of the team’s effectiveness.

The surveys in this chapter are examples. Teams
can draw from these examples to create their own sur-
vey rather than to use any one in its entirety. As with
assessing culture, it is advisable to start with simple sur-
veys, especially if there has not been an assessment of
team effectiveness or if the use of collaborative profes-
sional learning teams is new. For example, Tool 13.2 is
more appropriate for teams in beginning stages while
Tool 13.4 is for teams that are more advanced in work-
ing collaboratively and are ready to move to the next
level and become high-performing teams. Making
adjustments in the survey instruments or using part of
the samples included is acceptable. What is unaccept-
able is avoiding evaluation of how collaborative profes-
sional learning is influencing teacher collaboration, the
school culture, and student learning.

References
Killion, J. (2002). Assessing impact: Evaluating
staff development. Oxford, OH: National Staff

Development Council.
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Tool 13.1  Eight smooth steps

theme/ evaLvarion

READY, ON THE DOWNBEAT

PLANNING PHASE

1. Assess evaluability.
Determine whether the staff development
program is ready to be evaluated.

2. Formulate evaluation questions.
Design formartive and summarive
evaluation questions.

3. Construct evaluation framework.
Determine the evidence needed to answer
the evaluation questions, the data sources,
the data collection methodology,
logistics of dara collection, and
the data analysis methods.

CONDUCTING PHASE

4. Collect data.
Manage data collection process and
collected data.

5. Organize and analyze data.
Organize, analyze, and display darta.

6. Interpret data.
Interpret data to determine merit, worth,
and/or impact and to make recommenda-
tions for improvement.

REPORTING PHASE

7. Disseminate findings.
Identify audiences to receive findings, the
most appropriate format for communicat-
ing findings to each, and disseminate
findings.

8. Evaluate the evaluation.

Reflect on the evaluation process, the
knowledge and skills of the evaluation
team, the resources and methodologies
used, and the findings to improve future

evaluations.

SOQURCE: Killion, J. (2002). Assessing Impact,
Evaluating Staff Develop Oxford, OH: National
Staff Development Counil.
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CHAPTER 13

theme / evaLuation

SOLID FOOTWORK
MAKES EVALUATION

OF STAFF DEVELOPMENT
PROGRAMS A SONG

BY JOELLEN KILLION

valuating the
effectiveness of
staff development
and demonstrating
its impact on stu-
dent achievement
are more impor-
tant than ever.
The language in staff development
policies requires districts to show evi-
dence of professional learning’s ability
to improve student learning.

The Nartional Staff Development
Council, some states’ legislation, and
the federal No Child Left Behind Act
all call for rigorous evaluarion of pro-
fessional learning programs (see
“Dancing to the same tune” on the

JOELLEN KILLION is director of special proj-
ects for the National Staff Development
Council. You can contact her at 10931 W.
71st Place, Arvada, CO 80004-1337, (303)
4320958, fax (303) 432-0959, e-mail:
NSDCKillio@aol.com.

(B00) 727-7288

next page). With more emphasis on
accountability, staff developers will
want to explore ways to evaluate their
programs and to link staff develop-
ment to student learning. An evalua-
tion also will help providers and lead-
ers improve their programs.
“Evaluarion is a systemic, pur-
poseful process of studying, review-
ing, and analyzing data gathered from
multiple sources in order to make
informed decisions about a program”
(Killion, 2002, p. 42). A good evalua-
tion of a professional learning pro-
gram can be accomplished by follow-
ing eight steps. This eight-step
process is drawn from extensive prac-
tice and research in program evalua-

tion.

STEP 1:
ASSESS EVALUABILITY

The first step is determining the
degree to which a program, as
planned, is ready ro be evaluated.

VOL. 24, NO. 4 FALL 2003
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theme / evaLuation

When the goals are
expressed in terms of
student achievement,
the program's design
is more likely to
include sufficient
actions to achieve

them.

16

Isp

Eight smooth steps

Sometimes staff development leaders
and providers want to link an episode
of staft development, such as a work-
shop or single professional develop-
ment day, to student learning. This is
nearly impossible because the work-
shop or professional development day
alone is insufficient to produce results
for students or teachers. Evaluations
of partial or insufficient staff develop-
ment programs likely will yield disap-
pointing results.

Most staff development programs
are inadequate to produce
the results they seek. “We
cannot expect results for
students from a staff
development program that
is unlikely to produce
them. And we cannot
expect an evaluation to
produce useful results
when the program being
evaluated is poorly con-
ceived and constructed.
Perhaps Chen (Chen,
1990) said it best:
‘Current problems and limitations of
program evaluation liec more with a
lack of adequate conceptual frame-
work of the program than with
methodological weakness'” (Killion,
2002).

Before evaluating any staff devel -
opment program, the evaluator asks
whether the program is feasible, clear,
sufficiently powerful to produce the
intended results, and worth doing. To
determine whether a program is ready
to be evaluated, an evaluator analyzes
the program’s goals, its standard of
success, indicators of success, theory
of change, and logic model.

GOALS

A staff development program’s
goals express its intended results in
terms of student achievement. Instead
of “provide training to all teachers” as
its goal, a results-driven program has
as a goal improving student achieve-
ment. A sample goal might be to

FALL 2003 VOL. 24, NO. 4
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Dancing to the same tune

From NSDC to state and federal legislation, the call for evaluation
is loud and clear.

NSDC

The National Staff Development Council’s Standards for Staff
Development state, “Staff development that improves the learning of all
students uses multiple sources of information to guide improvements
and demonstrate its impact” (Evaluation standard) (NSDC, 2001).

In addition, the organization’s Code of Ethics for Staff
Development Leaders, Principle 111, states, “Staff development leaders
continuously improve their work through the ongoing evaluation of
staff development’s effectiveness in achieving school system and student
learning goals.” The Code of Ethics for Staff Development Providers,
Principle IV, states, “Staff development providers continuously learn
and improve their performance” through ongoing evaluation of their
work and feedback from clients, participants, and others affected by
their work (NSDC, 2000).

NO CHILD LEFT BEHIND

No Child Left Behind, Title I1, Part A, states that professional
development programs will be “regularly evaluated for their impact on
increased teacher effectiveness and improved student academic achieve-
ment, with the findings of the evaluations used to improve the quality
of professional development.” It continues, “Ultimately the program’s
performance will be measured by changes in student achievement over
time as shown through the other NCLB reporting requirements.”

STATES
States, too, call for evaluating professional development. For exam-

ple, in Florida, the state legislature enacted Florida Statute 231.600,

School Community Professional Development Act, resulting in the

Florida Professional Development Evaluation System Protocol. The

protocol requires districts, schools, and other state agencies providing

professional development to conduct ongoing formal evaluation to
determine whether:

* The planned professional development was implemented;

* The new learning is applied in classrooms;

* The professional development contributes to student performance
gains, if the effect of training on student achievement is demonstrat-
ed on standardized achievement tests or other achievement measures;

* The results of the evaluation serve as part of a needs assessment for
determining which programs to offer or discontinue;

* Resources are appropriately allocated for professional development
that meets state priorities of content standards, subject area content,
instructional methodology, assessment, technology, classroom man-
agement, and school safety; and

* Overall school grades increase.

WWW.NSDC.ORG
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Tool 13.1  Eight smooth steps

improve student achievement in
mathematics by 2005 by 10% as
measured on the state assessment.
When the goals are expressed in terms
of student achievement, the program’s
design is more likely o include suffi-

cient actions to achieve them.

STANDARD OF SUCCESS

A program’s standard of success is
the benchmark that defines its suc-
cess. It typically is a number repre-
senting the performance increase that,
when met, is sufficient to declare the
program a success. If the goal does
not specify a particular degree of
improvement, then any degree of
improvement, even 0.002, may indi-
cate success. Most staff development
leaders want a specific increase in stu-
dent performance as a return on their
investment. For example, in the goal
above, the standard of success is 10%.
If the staff development program
increases student achievement by
10% in mathemartics, it is declared a
success. If not, it falls shore of its
intended results and may be altered to
increase effectiveness in subsequent
years.

INDICATOR OF SUCCESS

An indicator of success is the spe-
cific way success will be demonstrat-
ed. It is the way an evaluaror will
know if the standard of success has
been achieved. In the example above

of a 10% increase in math test scores,
the indicator of success is student per-
formance on the state assessment in
mathemarics. Certainly other indica-
tors might be used to demonstrate
students’ increased achievement in
math: performance on other assess-
ments, classroom tasks, enrollment of
underrepresented populations in
advanced level courses, grades, per-
formance on a national standardized
test, or a combination of these.
Program designers might specify
single or multiple indicators of suc-
cess. Program designers must identify
both a standard of success and indica-
tor of success early when planning a
staff development program so the
program’s design can be tailored to
achieve the desired results.

THEORY OF CHANGE

A theory of change requires pro-
gram designers to think carefully
about how their program will bring
abour the changes they want. A theo-
ry of change (see diagram below)
specifies how change is expected to
happen, the program’s components,
their sequence, and the assumptions
upon which the program is based
(Killion, 2002). An explicit theory of
change is a roadmap for program
designers, managers, participants,
stakeholders, and evaluarors showing
how the program will work. It is the
big picture that serves as a planning

CHAPTER 13

tool, an implementation guide, a
monitoring tool, and a tool for evalu-
ating the program’s success. It allows
the program designers to explain how
they see the connection berween edu-
cator learning and student achieve-
ment. Without the theory of change,
the connection between the program’s
components and its results may be

NOLLYN'TVAT / 3 LU D Y}

unclear.

Any one program can have multi-
ple theories of change. Individual the-
ories are neither right nor wrong, but
one may be more appropri-
ate for a specific context Without the theory
and circumstances. Theories

of change, the
can be based on other theo-

ries, research, or best prac- connection between

tice. For example, the social
: ; P the program's
interaction theory of learn-

ing might serve as the basis ~ components and its
for d:‘:SIgnmg how‘ adulc I R——.
learning happens in a pro-
fessional development pro-

gram. Based on this theory,

unclear.

participants would have multiple, fre-
quent, in-depth opportunities to
process their learning with colleagues.

LOGIC MODEL

A logic model is a particular kind
of action plan that specifies the
inputs, activities, initial, intermediate,
and intended outcomes that will
accomplish the identified goal.
Thorough planning increases a pro-
gram’s potential to succeed. Planning

THEORY OF CHANGE FOR TECHNOLOGY INTEGRATION A SAMPLE

1. 2. 3.
Key Leaders Technology
leaders develop resources
hold  partnerships are readily
vision and plan for available for
for project.  teachers and
project. students.

4. 5. 6. 7. 8.

Teachers receive Teachers Teachers Students Student

professional ch provide engage  achievement
development that classroom inquiry and in increases.
includes training, instructional exploration- learning.

curriculum practices. based student
development, learning
and support. activities.

This theory of change is based on the following assumptions:

* Thorough planning contributes to program's

success.
* Integrating technology advances
student learning.

NATIONAL STAFF DEVELOPMENT COUNCIL

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators

* To change instructional practice, teachers
require opportunities to gain new knowl-
edge and skills and appropriate resources.

(800) 727-7288

SOURCE: Killion, Munger, & Psencik, 2002

+ Implementing new teaching practices
improves student achievement.
* When students are engaged in
learning, they achieve.
5D 17
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Logic model for professional development on technology integration A SAMPLE

INPUTS ACTIVITIES INITIAL OUTCOMES INTERMEDIATE INTENDED
OUTCOMES RESULTS
Teachers and Teachers and principals Teachers integrate
principals receive develop an understanding of technology into their
« Technology | frainingon how tec},mology can enhance mather.nancs instruction.
technology students’ mathemarics Behavior and
hardware, integration in learning, engage students aspiration
software, mathematics. more actively in learning,
and kifva: differentiate learning and
assessment. Selident
structure Knowledge
Technology Teachers learn strategies for Teachers integrate -
; : : : y achievement
] resources are integrating technology into technology into their
* Trainers ; L s : ; :
deployed in mathematics instruction. classroom instruction on
mathematics skill a regular basis. .
classrooms. U
* Planning Teachers are Teachers’ comfort with Students use technology
time for coached on integrating technology to gather inForrrlation., mathemartics
. : integrating increases and they design construct understanding,
integrating y = demonstrate
technology into opportunities for students to ;
technol v ) - understanding, and
echnology their mathemartics use technology for learning. engage more actively in increases by
into curriculum. Attitude and behavior learning,
mathematics Behavior and
aspiration
lessons 10% by the
Principals are In instructional conferences, Teachers’ attitudes about
trained in how to principals provide support to technology improve. year 2005.
* Time for support teachers as teachers in integrating Attitude
conferring they integrate technology into their
i technology into classrooms. Students’ arritudes abourt
with coaches : i :
their classrooms and | Behavior technology improve.
how to serve as a Attitude
leader for technolo-
gy in their schools.

ensures that all the program’s activities

align with the intended outcomes and

thar initial and intermediate outcomes

medium-term outcomes thar lead ro
long-term outcomes. With this map

gram including personnel, facilirties,
equipment, budget, etc.

will lead to the intended results. A

logic model provides a framework for

conducting the formative program
evaluation as well as for the program

design. (See sample logic model

above.) The logic model identifies the

benchmarks of progress toward a goal.

The short-term outcomes lead to

FALL 2003

VOL. 24, NO. 4

of the outcomes in place, evaluators
are able to determine which outcomes
are important to collect evidence
about in order to explain the link
between staff development and stu-
dent achievement (Killion, 2002).

A logic model has several compo-
nents.
* Inputs: Resources assigned to a pro-

WWW.NSDC.ORG
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* Activities: Services the program
provides to clients.

* Initial outcomes: Changes in
clients’ knowledge and skill as a
result of early activities.

* Intermediate outcomes: Changes
in clients’ attitudes, aspirations, and
behavior as a result of the knowl-
edge and skills acquired.

NATIONAL STAFF DEVELOPMENT COUNCIL
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* Intended results: Desired results of

the program expressed as increases
in student achievement.

Building on the program’s theory
of change, which identifies the pro-
gram’s key components, the Iogic
model specifies what will change as a
result of each program component.
Staff development is most successful
in increasing student achievement
when it targets changes in knowledge,
artitude, skill, aspiration, and behav-
ior (see “Spelling out KASAB” at
right). For example, if one component
of a staff development program is
providing coaching to classroom
teachers, the initial outcome of this
might be thar teachers become more
motivated to implement the strategies
in their classroom (teachers’ aspira-
tions change). An intermediate our-
come might be thar reachers use the
new strategies regularly (a teacher
behavior change). The intended out-
come is that student achievement
increases (student knowledge, skill,
and behavior change) as a result of
teachers regularly implementing new
instructional strategies in their class-
rooms.

Knowing the precursors to the
goal, program developers can monitor
for evidence thart the precursors are
affecting student and teacher learning
and adjust the program design to
ensure that the precursors occur.
Without monitoring, one cannot
expect the intended results.

For the evaluator, the precursors,
or initial and intermediate outcomes,
typically provide benchmarks for col-
lecting evidence in the formative eval-
uation. To form a reasonable and sup-
portable claim abour the link berween
staff development and student
achievement, the evaluator must
know whether teachers received
coaching, whether that coaching
motivated them to implement the
strategies, and whether teachers
implemented the strategies.

When developing a theory of

NATIONAL STAFF DEVELOPMENT COUNCIL

Spelling out KASAB

KNOWLEDGE
Conceptual understanding
of information, theories,
principles, and research.

ATTITUDE

Beliefs about the value
of particular informarion
or strategies.

SKILL
Strategies and processes
to apply knowledge.

ASPIRATION

Desires, or internal motivation,
to engage in a par[icular
practice.

BEHAVIOR
Consistent application
of knowledge and skills.

change and the logic model, program
designers specify the types of changes
they want to occur. By clearly delin-
cating these changes, designers will be
able to design the appropriate actions
to accomplish them. Often profes-
sional development program planners
want teachers to change their behav-
ior, for example, but plan actions thar
will change only teachers” knowledge
and skills.

STEP 2:
FORMULATE EVALUATION
QUESTIONS

The questions an evaluation
attempts to answer shape the evalua-
tion’s design. For example, if a forma-
tive evaluation asks whether teachers
are integrating new technologies in
their classrooms, the evaluation ques-
tions might be:

* How frequently are teachers using
technology in their mathematics
lessons?

* How well are teachers integrating
technology into their mathematics
instruction?

(800) 727-7288

* How frequently do students use
technology to demonstrate their
understanding of mathematics?

* For whart learning tasks do reachers
use technology?

* In what other content areas are
teachers integrating rechnology?

* How do students use technology to
learn?

The theory of change and the
logic model are used to generate
formative evaluation questions.
Questions can be formulated from
cach initial and intermediate ourcome
in the logic model, from each step of
the theory of change, from both, or
from steps in either that are pivortal to
the program’s success. For example,
for the theory of change and logic
model above, an evaluator may
choose not to measure whether teach-
ers and principals learned abour the
value of technulugy, but rather to
measure whether teachers are integrac-
ing technology in their
classrooms and whether
principals are providing
the appropriate level of
support to their teachers.
An evaluator may assume
that, if a teacher is using .
technology appropriately, monitor
teachers know how rech-
nology contributes to stu-
dent learning.

Summative evaluation
questions ask whether the
program achieved its goals.
If the goals are written as
student achievement goals,
then the evaluation is able
to yield evidence about the
staff development’s impact
on student achievement. If the goals
are not expressed as student achieve-
ment goals, then the evaluation will
allow claims about merit — the
degree to which the program achieved
its results — but not its impact on
student achievement. The summative
evaluation question for the goal
expressed earlier is: Does student
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Knowing the
precursors to the
goal, program

developers can

for

evidence that the
precursors are
affecting student and
teacher learning and
adjust the program
design to ensure that

the precursors occur.
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theme / evaLuation

Data collection
requires a systematic
and thoughtful
process to ensure
that data collected
are accurate and
have been collected

as planned.

IsD

Eight smooth steps

achievement in mathematics increase
by 10% by 2005 as a result of inte-
grating technology into the class-
room?

Evaluators craft questions that
allow them to know whether the goal
is achieved. To know whether tech-
nology integration influenced sru-
dents’ achievement in mathemarics,
evaluators first examine the theory of
change and logic model to under-
stand how teacher learning influences
student achievement and then design
formative and summative evaluation
questions that allow them to gather
the appropriate evidence to make a
claim thar teacher learning con-
tributes to student learning. Wichout
first answering the formative ques-
tions, evaluators will be unable to
claim thar teachers’ learning con-
tributes ro student learning in mathe-
matics.

STEP 3:
CONSTRUCT EVALUATION
FRAMEWORK

The evaluation framework is the
plan for the evaluation. Decisions
made in this step determine the evi-
dence needed to answer the formative
and summative evaluation questions,
decide the appropriate sources of that
evidence, determine appropriate and
feasible dara collection
methods, the timeline for
dara collection, person(s)
responsible for the data
collection, and data analy-
sis method. Knowing what
change is expected helps
the evaluator determine
the best source of evidence
and the most appropriate
dara collection method.

For example, if the
evaluator wants to know
whether teachers are using
technology, teachers themselves are
the best source of that information.
To triangulate, the evaluator may
want to include students, principals,

FALL 2003 VOL. 24, NO. 4

and documents as other dara sources
to confirm the accuracy of teachers’
judgments. Classroom observations of
teachers integrating technology may
be the most authentic data collection
method for knowing whether teachers
are using technology; however, evalu-
arors may select alternative dara col-
lection methods that will be less rime-
consuming or costly. Approximate
indicators of teachers’ use of technol-
ogy might include assignments, stu-
dent work samples, student surveys
abour technology use, principals’
observations, and system administra-
tors’ records about student time using
particular software programs.

STEP 4:
COLLECT DATA

The evaluartor next prepares for
and collects the data. Evaluators will
want to pilot newly developed or
modified data collection instruments
to ensure the instruments’ accuracy
and clarity. Dara collectors may
require training to ensure consistency
and data reliability if more than one
individual is collecting dara. Dara col-
lection processes must be refined for
accuracy, and appropriate protocols
for collecting data must be developed
that give detailed explanations for
how to collect data. Once these
responsibilities are met, data are col-
lected. This is relatively routine work
for most evaluators, although this step

WWWNSDC.ORG
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holds the potential for compromising
the quality of the evaluation if data
are not accurately collected and
recorded.

When collecting data, evaluarors
adhere to standards established by the
American Evaluation Association
(1995) and the Joint Commirtee on
Standards for Educational Evaluation
(1994) on working with human sub-
jects, if applicable. They ensure that
they have met all the policy expecta-
tions of schools and districts for noti-
fication, privacy of records, or other
areas, and abide by a code of ethics
for evaluators.

Data collection requires a system-
atic and thoughtful process to ensure
that data collected are accurate and
have been collected as planned. To
ensure accuracy in this step, evalua-
tors often create checks and balances
for themselves to ensure that data are
recorded accurately, that errors in data
entry are found and corrected, and
that missing data or outlier data are
handled appropriately. Evaluators
who attend to details well and who
are methodical in their work collecr
data well.

STEP 5:
ORGANIZE AND ANALYZE DATA

Evaluators must organize and ana-
lyze dara collected. Evaluarors ensure
the data’s accuracy by checking for
any abnormalities in the dara set and
checking that dara are recorded
appropriately and records are com-
plete. Once evaluators are confident
that the data have integrity, they ana-
lyze the data. Many practitioners dis-
trust their own ability to do a statisti-
cal analysis. Bur in most cases, simple
analyses such as counting rorals, find-
ing patterns and trends, or simple cal-
culations such as determining the
mean, median, mode, and range are
sufficient. Sometimes it may be
appropriate to use more sophisticared
comparisons that include factoring,
assessing covariance, or creating statis-
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tical models. When evaluators want
this level of analysis, they might want
to get help from someone experienced
in inferential staristics.

Once data are analyzed, they are
displayed in charts, tables, graphs, or
other appropriate formats to allow
people with different preferences ro
find the formar that works best for
them. Careful titling and labeling
helps ensure that readers interpret the
dara accurarely.

STEP 6:
INTERPRET DATA

While data analysis is the process
of counting and comparing, inter-
preting is making sense of what the
analysis tells us. “Interpretation is the
‘meaning-making’ process that comes
after the dara have been counted,
sorted, analyzed, and displayed”
(Killion, 2002, p. 109). For example,
we can tell that the scores went up if
we cumpare SCOres over three years
(analysis). In the interpretation phase,
we ask what that means in terms of
our work — what contributed to the
increase, what does the increase mean,
was the increase consistent across all
grades, etc.?

Evaluators seck multiple interpre-
tations and talk with stakeholders
about which interpretations are most
feasible from their perspective. The
evaluators then determine which
interpretations are most supported by
the analyzed data (Killion, 2002).
Interpreting data is best done as a col-
laborative process with program
designers and key stakeholders,
including participants. In most evalu-
ations of staft development programs,
this means that teachers, principals,
and central office staff together study
the data and form claims about the
program’s effectiveness and impacr on
student learning, and then recom-
mend improvements.

Evaluators form claims abour a
program’s merit, the degree to which
it achieved its goals, its worth, partici-
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pants’ perception of the program’s
value, and the program’s contribution
to student learning. Claims of contri-
bution, those stating that the program
influenced student achievement, are
made when the evaluation design is
descriptive or quasi-experimental.
Claims of atrribution, that staff devel-
opment and nothing else caused the
results, require cxpcrimcnral. random-
ized design not often used in evalua-
tion studies.

STEP 7:
DISSEMINATE FINDINGS

After they interpret data, evalua-
tors share their findings. Evaluators
must decide what audiences will
receive results and the most appropri-
ate formats in which ro share those
results since different audiences
require different formats. Formats for
sharing evaluation results include
technical reports, brief executive sum-
maries, pamphlets, newsletters, news
releases to local media, and oral pre-
sentations. Evaluations sometimes fail
to have an impact on future programs
because results are not Wldely shared

with key stakeholders.

STEP 8:
EVALUATE THE EVALUATION

Evaluations rarely include this
step. Evaluating the evaluation
involves reflecting on the evaluation
process to assess the evaluator’s work,
the resources expended for evaluation,
and the overall effectiveness of the
evaluation process. Evaluating the
process is an opportunity to improve
future evaluations and strengthen
evaluators’ knowledge and skills.
“When evaluators seck to improve
their work, increase the use of evalua-
tion within an organization, and
build the capacity of others to engage
in ‘evaluation think,” they contribute
to a greater purpose. Through their
work, they convey the importance of
evaluarion as a process for improve-
ment and ultimately for increasing

(800) 727-7288
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the focus on results” (Killion, 2002,
p.- 124).

CONCLUSION

Evaluating staff development
requires applying a scientific, system-
atic process to ensure reliable, valid
results. Evaluation not only provides
information to determine whether
programs are effective, it provides
information about how to strengthen
a program to increase its effectiveness.
With more limited resources available
today for professional learning, staft
development leaders will face harder
decisions about how to use those
resources. Evaluations can provide the
evidence needed to make these critical
decisions.
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< Keep the whole process in mind
STEPS 1-8, PAGES 15-21

‘hése rools are strucrured o

STEPS

TO YOUR
OWN
EVALUATION

help evaluartion practitioners
apply an eight-step process
for planning, conducting,

and reporting their impact
evaluations. The tools will assist
evaluators in making essential
decisions for impact evaluations of
professional learning programs. We
invite you to use these tools to begin
your own evaluations.

START BY ASKING: intended results of this program? or observable dimensions of
* What is the purpose of this Has the logic model been program success or
evaluation? creared? performance?
* Who are the primary users of 6. Do the program’s theory of * Specific, regarding the measure
the evaluation results? change and logic model make of program performance?
* What is their intended plan for sense?
wingthe resul 7 e progruns heoyof g | STEP3:
8.1s rhiijs e\?alualion wl;lyrrh doing? CONSTRUCT THE
STEP 1: EVALUATION FRAMEWORK
ASSESS EVALUABILITY STEP 2: 1. Determine evaluator.
1. Whar are the program’s gca]s? Are FORMULATE EVALUATION * Who will conduct the
they plausible, student-focused, QUESTIONS evaluation?
SOURCE: and results-oriented? 1. What are the evaluation + Internal evaluator
Assessing 2. What are the program’s questions? + External evaluator
Impact: objectives? * Program need - Combination
Evaluating * Are they measurable? * Program design * Does the designated evaluator
Staff * Do they specify the intended * Program implementation have the knowledge, skills, and
Development, change (knowledge, artitude, * Program impact resources to conduct the
by Joellen skill, aspiration, behavior)? * Multiple use evaluation?
Killion 3. Have the standards for acceprable 2. How well do the evaluation 2. Decide how to answer evaluation
(Oxford, OH: performance been established for questions reflect the interests of question(s).
National Saff all the rargeted participants and the primary users of the * What are the key constructs
clients? evaluation results? (rerms such as student
Developn.'nenr 4. Whar are the assumptions upon 3. How well do the evaluation achievement, improvement,
Congh which the program is based and questions align with the increase, professional
2002). that make up the program’s program’s goals and purpose of development) that will be
theory of change? Has the theory the evaluation? measured? How have they
of change been created? 4. Are the evaluation questions: been defined so that they are
5. What is its logic model? In other * Reasonable? clear and specific?
words, what are the inputs, * Appropriate? * Does the evaluation question
activities, initial outcomes, * Answerable? require making a comparison
intermediate outcomes, and * Specific, regarding measurable to determine impact? If so,
22 FALL 2003 VOL. 24, NO. 4 WNW.NSDC.ORG NATIONAL STAFF DEVELOPMENT COUNCIL
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what are possible comparison
groups? Which is the most
appropriate comparison group
for this evaluation?

- Cohort

# Individual

+ Group

- Panel

+ Generic

3. Create data plan.

* Who or what is expected to
change as a result of this staff
development program?

* Whart types of changes are
expected as a result of this staff
development program in the
identified targer audiences or
organizational structures?

+ Knowledge
-+ Artitudes
- Skills

-+ Aspirations
- Behavior

* What dara can provide evidence
that the changes intended have
occurred?

* Whar dara collection
methodology is most
appropriate for the needed
data?

* From whom or what will the
dara be collected?

* What are other possible sources
of data to provide evidence of
the intended change?

* How essential is it to have
multiple data sources for this
evaluation?

* When will the dara be
collecred?

* Where will the data be
collecred?

. Determine cost.

* Are needed resources including
time, fiscal resources, and
personnel available to conduct
this evaluation?

* If resources are not adequate,
what aspects of the evaluation
plan can be modified without
compromising the integrity of
the evaluation?

* If resources are inadequate, how
will the evaluation be affected?

* Is the evaluation worth doing?

NATIONAL STAFF DEVELOPMENT COUNCIL

STEP 4:

COLLECT DATA

1. Have the instruments and
procedures for data collection
been field tested?

2. What revisions are necessary?

3. How will data collectors be
trained?

4. After early data collection, do any
data seem redundant? Whart are
the advantages and disadvantages

of continuing to collect these data?

Is it appropriate to continue or to
discontinue collecting these data?
5. After early data collection, what
data seem to be missing? Is it
essential to collect these missing
data? How will a new data
collection methodology be

implemented to collect these dara?

6. What processes have been
established to manage dara
collection and transfer?

7. Whart processes are established to
ensure safekeeping and integrity
of data?

8. If collecting quantirative data,
what kinds of scores are needed
to accurately reflect the data and
to answer the evaluation
questions?

STEP 5:

ORGANIZE

AND ANALYZE DATA

1. How will data be sorted, grouped,
and arranged before analysis?

2. What method of data analysis is
needed to answer the evaluation
question?
¢ Univariate analysis
* Multivariate analysis

3. How will data be displayed o
facilitate interpretation and
understanding?

4. How will stakeholders be involved
in the darta analysis process?

STEP 6:

INTERPRET DATA

1. What do these data mean?

2. Whar findings (interpretations/
claims) can be made from these
data?

3. How well supported are the
findings?

(800) 727-7288

* Major
 Strong
+ Weak
* Minor
-+ Strong
» Weak

4. Does this evaluation support

claims of attribution or
contribution?

5. Does this program have merit or

worth?

6. Whar recommended actions can

help the program stakeholders
improve their programs and
program impact?

STEP 7:
DISSEMINATE FINDINGS

. Will the evaluation reports be

interim or final evaluation
reports?

. Who are the primary users of the

evaluation report?

. What components do the primary

users want included in the
evaluation report?

. What formar for reporting the

results is most appropriate for the
primary users of the evaluation
report?

. What other audiences are likely to

want some version of the
evaluation report?

. What format for reporting the

results is appropriate for other
audiences?

STEP 8:
EVALUATE THE EVALUATION

1

. How will the effectiveness of the

evaluation be assessed?

. What questions will guide the

evaluation of the evaluation?
* Resources

* Design

* Findings

* Reporting

* Evaluator

. Whart stakeholders will be

involved in the evaluation of the
evaluation? How will they be
involved?
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SOURCE:

Assessing
Tmpact:
Evaluating
Staff
Development,
by Joellen
Killion
(Oxford, OH:
Narional Staff
Development
Council,
2002).
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+List the planning goals and objectives
SEE STEP 1, PAGES 15-17, 22

PLANNING GOALS AND OBIJECTIVES
Intended results (stated in terms of student achievement):

Students Teachers Principals Central office Organization
(Policy, pracrices,
structures,
MEASURABLE systems, erc.)
OBJECTIVES
(specify as
appropriate)
KNOWLEDGE
ATTITUDE
SOURCE:
Assessing
Jrpass SKILL
Evalnating 3
Saff
Development,
by Joellen
Killion
(Oxford, OH: A
National Staff RSP[RATION
Development
Council,
2002).
BEHAVIOR
24 15D FALL 2003 VOL. 24, NO. 4 WWW.NSDC.ORG NATIONAL STAFF DEVELOPMENT COUNCIL
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Make a logic model planning guide +*
SEE STEP 1, PAGES 17-19, 22

LOGIC MODEL PLANNING GUIDE
Intended results/goals (stated in terms of student achievement):

INPUTS ACTIVITIES INITIAL OUTCOMES | INTERMEDIATE INTENDED RESULTS
OUTCOMES

SOURCE:
Assessing
Impact:
Evaluating
Seff
Development,
by Joellen
Killion
{Oxford, OH:
Nartional Seaft
Development
Council,
2002).
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+— Create an evaluation framework

SOURCE:
Assessing
Impace:
Evaluating
Staff
Development,
by Joellen
Killion
(Oxford, OH:
National Staff
Development
Council,
2002).

26 JsD

EVALUATION FRAMEWORK

Program goal:

SEE STEP 3, PAGES 20, 22-23

CHAPTER 13
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Measurable Evaluation Data/ Data Data 'Data Timeline 'Responsible
objectives/ questions evidence source collection | analysis person(s)
changes : Formativeand  |needed method method
See pages 17-19 summative
Evaluation framework A SAMPLE
| Evaluation Data/ | Data Data Data Timeline Responsible
| questions evidence  source collection analysis person(s)
needed method method
How frequently Teacher Teacher Survey Count Administer Technology
are teachers behavior | self-report : — | survey in May | coordinator
integrating Principal Logs Count with Principal Principal
technology lnto. observations description observations
their mathematics October
lessons?
: . — through May g
Lesson plans | Artifacts Quality Collect Technology
analysis artifacts in coordinator
February and
May
How do students | Student Student Interviews Patterns Conduct Graduate
use ted""?‘m in | behavior | selfreport student students
mathematics? interviews in
May
Classroom Artifacts Quality Collect Technology
assignments analysis artifacts in coordinator
Samples of Artifacts Quality February and
student work analysis May
Is student Student | State rest Artifacts Comparing April District testing
“me"eme_“t in knowledge coordinator
mathematics and skills | Classroom Artifacts Comparing October-June | Teachers
::::::‘::g ?]so% i g:stz < Artifacts Comparing June Dis:;li::r testing
state tests by 2005) tudent grades coordinator
FALL2003  VOL. 24, NO. 3 WWW.NSDC.ORG ~ NATIONAL STAFF DEVELOPMENT COUNCIL
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Tool 13.2 Team meeting assessment

Tools For Schools

COMMENTS TO
FACILITATOR

This tool will assist various
teams in assessing how well
they attend to the basics of
successful meetings. In order
for this tool to be used
effectively, team members
must have agreed on a set of
norms ahead of time. This
tool would best be used after
the team has met several
times and can gauge the

team’s attention to its goals.

The team can add its own
norms in order to adapt this
tool for its unique needs.

Ensure anonymity for
respondents by having team
members fold their surveys
and drop them into a box.

Calculate the results
privately and share the total
results with the entire group
publicly during the next team

meeting.

Lead a discussion about
possible implications of the
responses. In what areas is
there already substantial
agreement that the team is
performing well together? What
areas does this team need to
work on? What are some
strategies for improvement in
that area?

April/May 2001

CHAPTER 13
NATIOMNAL STAFF DEVELOPMENT COUN

Team meetings
We start our meetings on time.

Never | 2 3 4 6 7 Always
We review and develop the meeting’s agenda/goal before the meeting begins.

Never ! 2 3 - 5 6 7 Always
We set time limits for the meeting.

Never | 2 3 4 3 6 Always
We identify a recorder to compile notes of the meeting.

Never I 2 E 5 6 Always
We encourage participation by all members.

Never I 3 4 5 6 7 Always

We summarize what we have accomplished in each meeting before concluding the
meeting.

Never 2 Always
We briefly evaluate each meeting in terms of efficient, productive use of time and each
member’s concerns.

Never | 2 3 4 5 6 7 Always

We end our meetings on time.
Never I 2 3 4 5 6

Always
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Tools For Schools

COMMENTS TO
FACILITATOR

The facilitator should
prepare individual sheets
ahead of the team meeting
and distribute to team
members. Before distribut-
ing, tell them when results
will be available and how
results will be used.

Ensure anonymity for
respondents by having team
members fold their surveys
and drop them into a box.

Calculate survey results
privately and share the total
results with the entire group
publicly during the next team
meeting.

Lead a discussion about
possible implications of the
responses. In what areas is
there already substantial
agreement that the team is
performing well together? What
areas does this team need to
work on? What are some
strategies for improvement in
that area?

April/May 2001

NATIOMNAL STAFF DEVELOPMENT COUNCIL

Rate yourself as a team player

Effective school improvement teams are made up of individuals who respect each other and
work well together. Your behavior has an enormous impact on the team'’s ability to do its work
efficiently and effectively. The following is a series of questions about your behavior in your
work group. Answer each question honestly. There are no right or wrong answers. Describe
your behavior as accurately as possible.

1. 1 offer facts, opinions, ideas, suggestions, and relevant information during my team’s
discussions.
Never I 2 : 4

S
¥
N

Always

2. I express my willingness to cooperate with other group members and my expectation
that they will also be cooperative.

Never I 2 3 - 5 6 7 Always
3. I am open and candid in my dealings with the entire group.
Never I 2 3 4 5 6 7 Always

4. Isupport team members who are on the spot and struggling to express themselves
intellectually or emotionally.
Never I 2 3 4

=]

Alw ays

5. 1 take risks in expressing new ideas and current feelings during a team discussion.
Never I 2 3 4 5 6 7 Always

6. I communicate to other team members that I am aware of and appreciate their
abilities, talents, capabilities, skills, and resources.

Never I 2 3 4 5 6 7 Always

7. T offer help and assistance to anyone on the team in order to improve the team’s
performance.

Never | 2 3 -

n

Always

8. I accept and support the openness of other team members, supporting them for
taking risks and encouraging individuality.

Never I 2 3 4 5 6 Always

9. I share materials, books, sources of information, and other resources with team
members in order to promote the success of all members and the team as a whole.

Never I 2 3 4 -} 6 Always
10. Three things I might do to increase the effectiveness of our team include:
I.

2.
3.

Adapted with permission of the South Carolina State Department of Education.
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TOOL 13.4

Protocol for discussing survey results
ABOUT TEAM EFFECTIVENESS AND/OR TEAM MEETINGS

Use the compiled data from a survey of team effectiveness or team meetings such

as in Tools 13.2 or 13.3 to discuss the survey results.

e Which item has the highest mean score?

*  What evidence did we each use to support our score in this area?
e Which item has the lowest mean score?

e What evidence did we each use to support our score in this area?

*  On what item(s) did team members agree the most? Examine both the mode and

range to answer this question.

*  On what item(s) did team members disagree the most? Examine both the mode and

range to answer this question.

*  What conclusions can we draw about the efficiency and effectiveness of our

collaborative professional learning teams?

*  What actions might we take to increase the efficiency and effectiveness of our

collaborative professional learning teams?
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Logic model template

CHAPTER 13

TOOL 13.5

FOR COLLABORATIVE LEARNING TEAM PLANNING AND EVALUATION

Inputs

Actions

Initial
outcomes

Intermediate
outcomes

Results
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Tool 13.6 learning team survey

CHAPTER 13

Tools For Schools August/September 2001

Learning Team Survey

School Subject/grade level

1. How many times have you met with your learning team?
1-3 4-6 7+ Have not met

2. What rating best describes your feelings about these meetings? Scale: I (most negative) to 10 (most positive).

Most negative (-) 1 2 3 4 _ 5 6 7 8 9 10 _ Most positive (+)

Unproductive | ' ' ' ' ' ' Productive
Non-task oriented =~ [ ] | | Task oriented
Not well facilitated =~~~ | ] - Well facilitated
Incompatible group members | ' ' ' ' ' ' ' ' ' | Compatible group members |
| Less than honest communications | ' ' ' ' ' ' ' | Honest communications |

3. What, if any, are the positive impacts of these meetings on you personally?

4.  What, if any, are the negative impacts or concerns you have had with the learning team meetings?

5. Rate the benefit of participating on a learning team. Scale: 1 (not much benefit) to 5 (a great deal of benefit).

To what extent have you gained ... Circle choice
New knowledge about teaching and learning? 1 2 3 4
New insights about how to reach certain students? 1 2 3 4
New ideas about how to improve the way you teach? 1 2 3 E
New perspectives on your strengths and weaknesses in teaching? 1 2 3 4
A new outlet for expressing and sharing frustrations, concerns, problems with teaching? 1 2 3 4
Greater confidence in using a wider range of instructional and assessment methods? 1 2 3 4
A stronger sense of connection or support from other teachers? 1 2 3 4
A greater sense of yourself as a professional? 1 2 3 4
6. With regard to your selected team focus, how successful has your group been with each activity listed here?

Scale: 1 (not at all successful) to 5 (extremely successful).

How successful has your learning team been with ... Circle choice
Analyzing and discussing student needs? 1 2 3 4
Reading research and studying successful strategies for addressing student needs,

and discussing applications of what we have read/studied? 1 2 3 4
Discussing similarities and differences in teachers’ approaches and beliefs about teaching? 1 2 3 4
Investigating programs, strategies, and materials that might help motivate students? 1 2 3 4
Designing new materials, lessons, or assessments for students? 1 2 3 4
Trying out new techniques, materials, approaches in teaching and assessing students? 1 2 3 -+
Sharing successful strategies you currently use? 1 2 3 4
Assessing and sharing results of new approaches to teaching with the learning team? 1 2 3 4

continued on Page 6
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Tool 13.6 learning team survey CHAPTER 13

Tools For Schools August/September 2001

Learning Team Sutrvey o

7.

10.

Of the teachers on your learning team, how many do you think believe the learning team approach has significant potential
to help teachers improve students’ motivation and performance? (give number)

Below is a list of activities that support teacher growth and development. Try to assess the activities in terms of whether
they were practiced effectively at the school before the learning teams began. Scale: I (not very effectively practiced) to 5

(very effectively practiced) before the learning teams began.

Circle choice

Teachers talked to each other about how they taught and the results they got. 1 2 3 4 5
Teachers learned from each other by watching each other teach. 1 2 3 4 5
Teachers designed lessons, assessments, or units together. 1 2 3 + 5
Teachers critiqued lessons, assessments, or units for each other. 1 2 3 4 5
Teachers reviewed the curriculum across grade levels in a particular subject. 1 2 3 4 5
Teachers developed interdisciplinary strategies to increase student interest and learning. 1 2 3 + 5
Teachers shared articles and other professional resources and read and discussed books. 1 2 3 -+ 5
Teachers asked each other for advice and help with particular students and topics. 1 2 3 4 5
Teachers visited other schools to examine instructional approaches in other settings. 1 2 3 4 5

Teachers worked together to examine student classroom tests and other student work

samples to better understand student strengths and weaknesses. 1 2 3 4 5
Teachers provided moral support and encouragement to each other in trying new ideas. 1 2 3 4 5
Teachers helped each other implement ideas from workshops they attended. 1 2 3 + 5

In your opinion, what percent of your students have benefited from your learning team participation?
Less than 25% 26-50% 51-75% 76% +

Indicate your level of agreement with each of the following statements based on your experiences so far with the learning
team. Scale: I (not at all) to 5 (a great deal).

I think my participation on the learning team will ... Circle choice

Improve my overall teaching effectiveness. 1 2 3 4 5
Improve my skills in helping students learn. 1 2 3 -+ 5
Change my perceptions about some students’ learning abilities. 1 2 3 4 5
Increase my understanding of how to motivate students to work harder. 1 2 3 4 5
Significantly change how I teach. 1 2 3 + 5
Significantly change how I work with other teachers. 1 2 3 - 5

Indicate your level of agreement with each of the following statements. Scale: I (strongly disagree) to 5 (strongly agree).

Circle choice

I am enthusiastic about my participation on a learning team. 1 2 3 -+ 5
I feel a lot of stress during the workday. 1 2 3 B 5
I need more time for learning team participation. 1 2 3 + 5
I am satisfied with my work environment here, 1 2 3 4 5
I am excited by my students’ accomplishments this year. 1 2 3 4 5
Student motivation is a major problem here. 1 2 3 4 5
Teachers here tend to do their own thing in the classroom with little coordination. 1 2 3 4 5
I often feel unsure of my teaching. 1 2 3 4 5
Teachers here get along well. 12 3 45

Source: SERVE, Atlanta.
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CHAPTER 13

TOOL 13.7

Summative reflection protocol

As a team, take a minimum of 30 minutes to answer the questions in this protocol. It
is not necessary to reach consensus. What is most important is that each team member has
an opportunity to share his or her point of view.

e Based on the evidence we have now, have we achieved our goal?

e What has contributed to our results?

*  How did working as a team impact the results?

e Which of our actions as a team contributed most to the results we achieved?

e Which of our actions as a team contributed the least to the results we achieved?
¢ How did our actions as individuals contribute to the results we achieved?

*  What have we learned as a team this year that has strengthened our instruction and

content knowledge?

e What have we learned as a team that will help us improve collaboration with other

colleagues?

e Of all that we learned this year, what are the headlines that we want to share with

other staff members?
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CHAPTER 13

TOOL 13.8

Professional learning communities:
GETTING STARTED

PRE / POST-ASSESSMENT

SCHOOL DISTRICT

TITLE/ROLE/ASSIGNMENT

DATE

SCHOOL

GRADE/SUBJECT

PRE OR POST

This assessment survey will provide valuable information to those coordinating
PLCs. We appreciate your honest, accurate responses. All responses are confidential
and no information will be shared about you personally as a result of your

completion of the survey.
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Tool

13.8  Professional learning communities: Getting started

SECTION I: Essential elements of professional learning communities

CHAPTER 13

For each of the following statements, please assess the degree of implementation in your school or school district

during the past school year by circling or marking the appropriate response.

DEGREE
OF IMPLEMENTATION
Beginning Full

The staff of our school has embraced the idea that the primary purpose of schooling is
to ensure high levels of learning for all students.

The staff of our school has developed a shared sense of the school we are trying to
create in order to help all students achieve at high levels.

The staff of our school has clarified the commitments we are willing to make in order
to create the school described in our shared vision.

There are a few big ideas that drive the daily work of the people in our school.

5.

The staff of our school has identified specific, measurable, attainable, results-oriented,
and time-bound goals that serve as indicators of our school's progress.

In our school, teachers responsible for the same course content and/or students work
together to clarify intended learning, develop common assessments, and identify
strategies for improving student achievement.

The staff in general and the teaching teams in particular make decisions by seeking out
best practices rather than by sharing opinions.

Our school has created processes that engage our staff in a continuous cycle of
improvement, e.g. verifying current levels of student achievement, generating strategies
for improvement, implementing the strategies, and collaboratively assessing the impact

of the various initiatives on student achievement.

9. The staff in our school demonstrates a willingness to consider new strategies for
achieving school and team goals.
10. The school and teacher teams assess the success of improvement initiatives on the basis

of the initiative’s impact on student achievement results rather than levels of adult
satisfaction.
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Tool 13.8  Professional learning communities: Getting started CHAPTER 13

SECTION II: Key corollary questions

Three key corollary questions are at the heart of the work of professional learning communities. To what degree has
your school or school District implemented actions as a result of attempting to answer these questions? Mark the

most appropriate response.

DEGREE
OF IMPLEMENTATION
Beginning Full

11. Teachers who share the same course content and/or students work together to clarify
essential learnings for each class, course, grade level, or unit.

12. Teachers who share the same course content and/or students agree upon the criteria
they will use in assessing the quality of student work.

13

Teachers who share the same course content and/or students agree upon the criteria
they will use in assessing the quality of student work.

14. Teachers who share the same course content and/or students practice applying agreed-
upon criteria for assessing student work until they are consistent in their application.

15. Students have the opportunity to acquire agreed-upon essential learnings regardless of
who is teaching the class, course, grade level, or unit.

16. Our school has a consistent and systematic response when it becomes clear that
students are not learning what we expect them to learn?

17. Our school has systems in place to monitor each student's attainment of essential
learning on a timely basis.

18

Our school has consistent, schoolwide systems in place that ensure students receive

additional time and support when they experience initial difficulty learning.
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Tool 13.8  Professional learning communities: Getting started CHAPTER 13

SECTION Ill: Existence of enabling practices

The practices listed below support the work of professional learning communities. Please assess your current level of

implementation of these practices in your school or school district by marking the appropriate response.

DEGREE
OF IMPLEMENTATION
Beginning Full

19. Teachers who share the same course content and/or students have developed common

assessments.

20. There are schoolwide systems in place that monitor each student's learning on a timely
basis.

21. There are schoolwide systems in place to provide students who experience difficulty in
learning with additional time and support in a directive way.

22. Teacher teams have clarified their expectations regarding the roles, responsibilities, and
relationships of each team member in order to promote effective team practices.

23. Teacher teams articulate and work interdependently to achieve specific, measurable,
attainable, results-oriented, time-bound goals that are linked to school and/or school
district goals.

24, Teachers are provided with information regarding the achievement of their students in
meeting an agreed-upon standard on a valid test in comparison to the other students in
the school who are attempting to achieve that same standard.

SECTION IV: Fundamental purpose

One of the big ideas of professional learning communities is that learning, as opposed to teaching, is the
fundamental purpose of schools. In the space below, please describe one way that a visitor to your school might be
able to recognize that your faculty has made the shift from teaching to learning as the primary purpose of your
school.
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Tool 13.8  Professional learning communities: Getting started CHAPTER 13

SECTION V: Team learning expectations and results
In the space below, describe what you hope to gain / have gained from participating in PLCs.

Thank you for your input. Please complete and return before you leave. We will tabulate and send summaries for
you to use in your self-reflection and growth!
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CHAPTER 13

TOOL 13.9

Professional learning communities ll:
A FOCUS ON COMMON ASSESSMENTS

PRE / POST-ASSESSMENT

SCHOOL DISTRICT

TITLE/ROLE/ASSIGNMENT

DATE

SCHOOL

GRADE/SUBJECT

PRE OR POST

This pre/post-assessment survey will help your team determine its goals and
monitor its progress. It will also provide valuable information to those coordinating
PLCs. We appreciate your honest, accurate responses. No information will be

shared about you personally as a result of your completion of the survey.
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Tool 13.9  Professional learning communities II: A focus on common assessments CHAPTER 13

SECTION I: High-quality assessment design

For each of the following statements, please assess the degree of implementation in your school or school district
during the past school year by marking the appropriate response.

DEGREE
OF IMPLEMENTATION
Beginning Full

1. Our team defines key standards of assessment quality in understandable terms.

2. We distinguish between different purposes for assessment, including assessment for
learning (diagnosing, screening, monitoring progress) and assessment of learning

(summarizing or evaluating performance).

3. Our team selects, modifies, or creates assessments to match learning goals.

4. We match our use of existing instruments and assessment data to the purpose of that
assessment (diagnostic, screening, progress monitoring, outcome / summative).

5. We conduct or participate in the step-by-step development of common assessments.

6. We select or develop high-quality assessments using the format (selected response,
constructed response, performance) that best matches the assessment purpose and type
of learning being assessed.

7. Our team conducts a review of assessment quality, checking for accuracy, consistency,

fairness, and administration issues.

8. We describe the sample of student performance and levels of proficiency that will be
sufficient to demonstrate that learning goals have been met.

Please provide evidence that supports your perceptions of your school’s implementation level of high-quality

assessment design:
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Tool 13.9  Professional learning communities II: A focus on common assessments CHAPTER 13

SECTION II: Assessment administration DEGREE
OF IMPLEMENTATION
Beginning Full

9. We administer assessments in such a manner as to eliminate sources of bias or
distortion that interfere with the accuracy of results, such as making appropriate
modifications and accommodations.

10. We provide students frequent and varied opportunities to demonstrate knowledge and
skills, creating a representative sample of student performance (body of evidence) that is
sufficient in its scope to permit confident conclusions about achievement.

11. We implement specific strategies to increase student involvement in assessment e.g.,
students describe learning goals, self-assess, reflect on learning with others, provide
input into assessment design.

12. Our team ensures that students and their parents have a clear understanding of the
criteria by which learning will be assessed.

Please provide evidence that supports your perceptions of your school’s implementation level of assessment

administration:

SECTION IllI: Data analysis DEGREE
OF IMPLEMENTATION
Beginning Full

13. Our team collects, records, and reports assessment information to accurately reflect
student learning.

14. We collaboratively analyze and interpret the results of assessments for learning.

15. Time and procedures are in place to enable quality review of our bodies of evidence.

16. We employ a deliberate system(s) or method(s) to analyze and interpret data.

Please provide evidence that supports your perceptions of your school’s implementation level of processes for data
analysis:
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Tool 13.9  Professional learning communities II: A focus on common assessments CHAPTER 13

SECTION IV: Using data to inform instruction DEGREE
OF IMPLEMENTATION
Beginning Full

17. Our team makes comprehensive assessment planning a routine part of annual
curriculum mapping, unit plan design, and lesson plans.

18. We use classroom assessment information to plan and adjust instruction.

19. We collaboratively look at student work and other assessment data to guide instruction.

20. Our team uses multiple data sources (a body of evidence) to determine learning goals
and plans for each student, including students with special learning needs, e.g. ELL,
ILP (Individual Literacy Plan), IEP, under-performing.

21. Our team ensures that both instructional plans and assessment plans clearly address
learning goals for students — content knowledge, patterns of reasoning, and the
products students are to create.

22. We use assessment results to involve students in setting learning goals and evaluating
their own progress.

23. We use a variety of methods, e.g. report cards, portfolios, parent-teacher conferences,
student involved conferences, to provide feedback to students and their parents.

Please provide evidence that supports your perceptions of your school’s implementation level of using data to inform

instruction:

SECTION V: Collaboration DEGREE
OF IMPLEMENTATION
Beginning Full

24. We use clear processes or protocols to have professional conversations that are efficient,

purposeful and related to student achievement.

25. We regularly discuss and reflect on our practice in relationship to student achievement.

26. We share the responsibility for the education of all students in our community.

Please provide evidence that supports your perceptions of your school’s implementation level of collaboration as a

learning community:
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Tool 13.9  Professional learning communities II: A focus on common assessments CHAPTER 13

SECTION VI: “What would it / does it look like?”

In the space below, please describe how a visitor to your school would know that your faculty (a) works together to
design and give common assessments, (b) collaboratively analyzes and interprets data, (c) uses that data to inform

instruction and interventions to close achievement gaps.

SECTION VII: Team learning expectations and results (PRE)
In the space below, describe what you hope to gain from participating in PLCs.

SECTION VII: Team learning expectations and results (POST)
In the space below, describe what you have gained from participating in PLCs.
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