Step 5: Developing Improvement Strategies

Overview: Essential Tasks

How can schools use evidence of student learning to make improvements?  This Step in the KEYS-CSI process takes up this challenge and proposes the following problem solving actions (i.e., sub-steps):

Consider alternative strategies for addressing the problems identified as priorities in Step 4 and deciding on likely paths for improvement. We call this problem framing.

Use data on student learning, the analysis of existing practices and other evidence to identify specific programs and practices that seem most promising.

Assess the feasibility of adopting and implementing the most promising initiatives.

Select courses of action strategically.

Develop a plan of action.    

The process of problem solving in Step 5 involves recurrent narrowing of options until a decision is made about going forward with one or more new initiatives. This is not a neatly linear process.  Rather, considerations engaged in earlier stages of process are revisited as more likely explanations for problems are identified from among many and increasingly deep analysis is undertaken of the efficacy and feasibility of promising improvement strategies. Once a tentative decision is reached to pursue a course of action and plans for implementation are developed, issues of feasibility and costs versus benefits are reconsidered and previous decisions may be revised before a plan of action is developed.  At each stage of the process, some of the same resources (e.g., data from the KEYS survey and relevant research) may be helpful in problem solving.

Because the similar issues are likely to be addressed at each stage in the problem solving process outlined here, it may be useful to browse through the descriptions and resources for the five sub-steps before launching collaborative work on the first. 

Some schools are better prepared to engage in evidence-based problem solving than others. Indicator 6.7 (Research Conducted at the School Influences Programs and Instruction) may provide some indication of your school’s readiness. And, Key 2, Open Communication and Collaborative Problem Solving, discussed in more depth below, deals with several Indicators of a school’s experience with collaborative problem solving. In the learning resources provided in Steps 3 and 4 of the KEYS-CSI process there are some lessons and tools for enhancing a school’s capabilities to engage in evidence-based problem solving.

Two Prerequisites for Problem Solving and Program Implementation 

It is always risky to say that something is a prerequisite for something else because actions are often taken with some success without the things that were identified as essential being in place.  Nonetheless, two conditions that affect all others seem fundamental to reaching ambitious goals for school improvement (1) a school culture characterized by collaborative evidence-based problem solving and (2) a level of civility and caring among teachers and among students and teachers that is manifest in positive interpersonal relationships and the relative absence of dysfunctional conflict and social disorder. 

The Importance of a Culture of Collaboration

Collaborative processes and dispositions have been identified as important to Steps 3 and 4 in the KEYS-CSI process but issues related to collaborative problem solving are revisited in more depth here because collaboration is essential to productive problem solving, professional learning, and the effective implementation of programs and practices.  Indeed, the absence of a collaborative culture may be one reason students are not meeting priority goals.

Effective problem solving in schools brings all concerned interests together to look at results, formulate a shared theory or understanding, consider potential responses, identify needs for new resources and capabilities, and  move into action in response.  The productive school community collaborates in the process of problem solving so that the process is widely regarded as legitimate, different perspectives are welcomed, actions resolved upon are widely accepted, and the move to implementation is embraced wholeheartedly.  Throughout, the aim is to develop a shared understanding of the problem(s) and to mobilize the school to respond wisely and vigorously.    

Collaborative problem solving is enhanced by several conditions. Finding adequate time is obviously a major issue.  Human relations are critical--teachers who trust each other, norms that support constructive criticism, and methods for joining and resolving disputes.  Structures need to be in place that create forums for the work of problem sensing and decision making, such as regular team meetings among teachers at the same grade level or department meetings within high schools and middle schools   Often useful are school connections to inside and outside sources of expertise and scrutiny coupled to a willingness to learn from such sources.  As well, schools work to secure the authority to proceed with actions that might violate existing policies and practices; in so doing they master the micro-politics of their districts and their communities.

In schools where conditions to support collaborative problem solving are not in place, leaders must skillfully manage two agendas simultaneously—establishing the supportive conditions while engaging in the problem solving process, “building the bus while driving it.”  The imperative of raising student performance does not allow for “time-outs.” If schools are to meet the challenge of continuous improvement, engagement with both the KEYS-CSI process and the conditions that support it will be necessary. 

To learn more about collaboration, CLICK HERE. [link 5a] 

Communities of Caring and Civility

Shared values, dispositions and beliefs, chiefly concerning commitments to high goals for all students and ensuring the well-being of all, together with social resources such as interpersonal trust and caring relationships among educators and among educators and students facilitate collaborative improvement processes. But, the importance of these conditions goes beyond problem solving. They promote learning and engagement of staff and students as well as a sense that one is safe physically, socially and emotionally. When schools are places in which one feels cared for, the are likely to be places that are cared about.

To learn more, CLICK HERE. [link 5b]
Step 5.1: Problem Framing 

A first step in problem solving involves the “framing” of the problem. Framing simply means that the school must come to an agreement on the nature of the problem.  For example, if a school uncovers evidence that achievement growth stalls for minority students as they proceed through the grades, how shall such a problem be interpreted?   What is the “theory” of the problem?  Does the school invoke inadequate parent support?  Is the “safety net” of second and third chance learning opportunities insufficient?  Is there a cultural fit between the curriculum and certain students?  Are there deficiencies in the instruction teachers are providing?  Are resources to support student learning adequate?  Critical to the problem solving process is the conduct of inquiry and deliberation in response to problems, in which various “theories” may be considered and tested, even including the gathering of additional information that might inform decisions.

Problem framing is important to ensuring that a range of options are considered. It does not, in itself, lead directly to proposals for action.  Once the options are narrowed, and interrelationships between the frames are identified, the frames provide context for developing specific improvement strategies.

There are many ways to frame problems.  An approach that directly engages alternative policies and practices assumes that school improvement occurs against a backdrop of a number of broad beliefs about the reasons why many schools are not more effective. Taken together, these possible explanations illustrate the kinds of starting points that school communities may consider as they confront discrepancies between their goals for students and evidence of student learning. Two of these frames have already been introduced when preconditions for problems solving were identified—the extent to which schools are capable of collaborative problem solving and whether they are places characterized by caring and civility. Without these conditions, existing programs and practices are likely to less effective than they could be. Others include:

Alignment of Instructional Guidance
Coherence and Focus 
Instructional Effectiveness
Cognitive Demand

Resource Adequacy and Mobilization
Social Capital 

Alignment of Instructional Guidance 

One account of  the fundamental problems confronting schools reckons that many schools lack a system of instructional guidance that aligns standards for learning, curriculum content, assessment, instructional practice, second chance learning (e.g., summer and after school programs), teacher learning opportunities, and performance sanctions and incentives. Technical aspects of improvement seek to establish better coordination among these factors. To learn more, CLICK HERE [Link 5c]
Coherence and Focus  

A second, related account emphasizes not only technical alignment but programmatic coherence and a tight focus on just those programs and initiatives that advance core mission and priority goals.  This account reckons that many schools have adopted too many disparate initiatives that fail to “hang together” in support of the basic academic mission, necessitating choices not only about what will be emphasized but also about what will be de-emphasized.  In this account, reform occurs not only by addition but also by subtraction or reduction, as the school focuses, relentlessly in some cases, on its primary priorities in ways that are consistent across grades and subjects. To learn more, CLICK HERE [ Link 5d]
Instructional Effectiveness

Teaching is the core technology of schools.  Teacher expertise affects the impact of virtually every other improvement strategy. Step 6 of the KEYS-CSI process deals extensively with professional development strategies. Here the question is whether improving teacher expertise, in itself, absent any other changes in programs or practices, would significantly improve student achievement. As we note in Step 6, almost any new initiative would need to involve professional development.

Instructional effectiveness can be thought of as having two basic aspects. The first is the ability to teach the curriculum, i.e., content pedagogy.  The second, which may not get as much attention, is the ability to relate to students in ways that engage them in learning. See resources related to developing a caring and civil school community earlier in this step to learn more about the second aspect of teaching. 

These two aspects of teaching are related and reinforcing.  Hence, the National Commission on Teaching and America’s Future talks about “competent and caring” teachers as the foundation of school effectiveness. 

To learn more about instructional effectiveness, CLICK HERE [LINK 5e] 
Cognitive Demand  

A fourth general explanation for student learning has to do with the delivered curriculum. What students are taught obviously influences the opportunities they have to learn and these opportunities may differ substantially in their content and rigor. The curriculum itself may ask too little of students. Or, even when the curriculum is rigorous, teacher expectations for student performance may be too low. For example, the low performance of students in lower achieving groups within schools or inside classrooms is often associated with low “cognitive demand.” In particular, tracking and inflexible “ability” grouping of students typically creates unequal access to opportunities to learn. To learn more, CLICK HERE. [Link 5f]
Resource Adequacy and Mobilization

A fifth account draws attention to the adequacy and allocation of resources of various kinds. According to this perspective, resource inadequacies and inequities often plague low-performing schools. Among school resources that enjoy a reliable relationship with outcomes are small class sizes in early grades and, especially, as noted above, caring and highly competent teachers. Time for learning is another such resource, harking back to an earlier generation of research that emphasized the importance of “engaged time” and “time on task.”  Issues of resource availability, allocation, and use draw attention to how school leadership effectively mobilizes as well as acquires resources of various kinds. To learn more, CLICK HERE. [Link 5g]

Social Capital 

Finally, many have argued that the influences on students’ learning in families and communities are so powerful that improvements within schools are inevitably limited in their effects. This account asserts that what is needed are more effective social policies—including those affecting housing, health, income maintenance and social disorganization.  For their part, schools need to build partnerships with families and community organizations that reflect a holistic approach to the facilitation of student learning. To learn more, CLICK HERE [Link 5h]

Considering Alternative Explanations

Such a multi-faceted consideration of the challenges facing improvement is daunting, but these accounts help to “frame” the range of possibilities that schools may examine. Any given school often finds that it needs to address more than one of these possible explanations for student under-performance.  Notice also that some such problems can pose serious threats to the social relationships in the school, because the discipline of evidence-based continuous improvement opens teaching to public scrutiny, and this surely represents a threat should teachers and valued programs not be producing expected results.  

In consequence, the process of problem framing must be direct, fearless, and deliberate.  Schools might naturally gravitate to external explanations that avoid the hard questions.  Typical examples include lack of parental support, inadequate resources, and stifling regulations; but these are at best partial explanations.  Schools must look directly to curriculum and instruction for both problems and solutions. The task of inquiry is to determine what factors in this practice might be impeding learning, then to consider what might be done in response.  Such possibilities might trace to the instruction that is provided by some or all of the teachers; cultural aspects of the school, including how well adults work with each other and with students; structural aspects of the school, including how various special programs are integrated with the regular program; personnel issues including the stability of students and staff; or aspects of parental and community relationships.  

Focusing on the Needs of Underperforming Students
The “gap analysis” undertaken in Step 4 will likely draw attention to underperformance by students who are placed at risk by reason of their socioeconomic condition, family and community disorganization, language facility, or disability. Many of these students will be students of color whose learning is challenged by discrimination and stereotyping they experience in and out of school. Most of the ways schools can address the needs of underperforming students are, of course, encompassed by the frames above.  However, it seems useful to organize resources for improvement in a separate cross-cutting category of improvement initiatives. Much of the literature on school improvement, especially, that literature that emphasizes classroom-level strategies, cover more than one of the frames for problem identification discussed above.

To learn more, CLICK HERE. [Link 5i] 
Step 5.2: Identifying “Promising” Practices and Programs

Once the school community has examined the evidence and reflected together on how to frame one or more problems, then the task is to identify practices, principles, and programs for the school to adopt and implement. The search for solutions to problems is difficult because schools are flooded with ideas—some good, others less useful, and some counterproductive.  How then might leaders search effectively?  The starting point is a firm grasp of the problem(s) that the school has framed together. 

The choices schools make to address particular challenges are shaped by their conclusions about priority problems, values, past experiences, knowledge of and beliefs about effective practices, external pressures, perceptions of available resources, and the levels of confidence they have in their own capacity. That is a lot to take into account.

Of course, external demands for particular actions may reduce choices but the best defense against pressure to adopt unpromising programs and practices is evidence of better options and the rationality of the process by which decisions are made by the school community.

While choices about ways to solve enhance student learning and development need to take into account feasibility, initial deliberations should focus on optimal solutions. Estimates of difficulties are the enemy of new initiatives and are often wrong at first consideration. And, needed resources not available might be secured, especially when the new direction holds exceptional promise.  In any event, before a school decides what it cannot do, it is useful to know what it should do, if possible.

A first exercise here is to become familiar with programs and practices that have been developed and validated by research in a manner similar to adoption of innovations in other fields.  School leaders, however, cannot simply consult a menu of “promising practices,” match the right one to the particular problem(s) that the school has framed, then move smoothly into adoption and use. Rather they must use judgment in working out the “fit” of practices, programs, and principles to their particular schools and the students they serve. One of the challenges here is to know how much faith to place in claims that a given improvement strategy is “research-based”. Indeed, it is hard to find a  program that is not “research-based” according to its advocates.  To learn more about how to assess whether an intervention is backed by solid evidence CLICK HERE [Link

5i-2]

The phrase “promising practices” often refers to professional consensus among experts in the field, based on such criteria as best-evidence syntheses, which take into account the weight and character of evidence on a wide range of important matters related to the problems to be solved.  Such knowledge may not be fully validated according to strict scientific principles, but it still serves as valuable guidance. Educators must become familiar with the character of evidence that undergirds particular programs in order to assess merit in relation to their schools’ needs.

Problem solvers search for solutions not only in research but through networks of expert colleagues, professional organizations and publications, district leaders, authoritative websites, research centers and local universities, and the experiences and practices of successful schools.  Search is wide initially, then deep around those ideas that appear most promising.  As well, search generates a set of alternatives that pose contrasts so that schools can weigh the relative value of alternatives.  Contrast cases have the benefit of bringing out features of reforms that might otherwise remain submerged from view.  For example, Connected Math or Everyday Math?  Open Court or Success for All?  Choices of these kinds must be appraised carefully by administrators, teachers and families.

Some resources for examining the potential effects of different strategies for addressing priority needs for improvement that are encompassed by the frames discussed above are provided in the resources for “learning more” in Step 5.1. 
Step 5.3: Assessing the Feasibility of Adopting and Implementing Promising Programs and Practices

Next, school leaders engage the whole school community in the process of selecting the strategy or practice they wish to adopt. While search for alternative solutions might be delegated in order to conserve organizational energy, selection is inclusive, participatory and deliberative because for adoption decisions have serious consequences for all members of the school community. To decide, the school community considers the questions dealing with evidence and fit to the problem, the context of implementation, and the resources available.  Here are some examples of these questions:

Evidence and fit—

--What is the evidence that the reform produces intended results?  How well does the

       evidence apply to our particular school?

--Have other schools like ours experienced success with the program or practice?

       What do we know about such other experiences?

--How well does the reform address the problem(s) that have been framed?

Cultural and political context—

       --Does the school culture (e.g., shared values, levels of trust, etc.) support the

       particulars of the proposed program or practice?

        --Are improvements in collaboration needed?
  --How well does the reform fit with our core values and commitments?

        --Does the school have the authority to act?  If not, is district support sufficient?

  --How stable and enduring is the support for this reform likely to be within the

               school and its larger community (including the district)?

       --Will this practice require organizational restructuring and, if so, will that bring

 on resistance or require different relationships among faculty, staff and

 students?

        --Do families support the initiative?

Resources--


--What professional development needs to be undertaken?

--Are the time and money needed available (can these resources be reallocated)?

--Can additional financial resources be acquired?

--Are learning materials and technology (if relevant) adequate?

--Is expert technical assistance needed and, if so, is it available?

--Does the reform include practical tools and materials that supply guidance to

        teachers in implementation?

To learn more about resources and tools for decision making, CLICK HERE [link  5j]

Step 5.4: Selecting Courses of Action Strategically

It may be that the analyses of resources will lead to modification of the decisions to pursue particular strategies thus returning the problem solving process to Step 5.2. This may involve minor changes to decisions made or more substantial reformulation of ways to address particular shortcomings in student performance. However, before altering desired courses of improvement, the possibility that resources can be secured that would remedy particular inadequacies should be explored.

From a school’s perspective, “promising practices” are grounded in relative, not absolute considerations—relative to a school’s values, the problems and challenges it seeks to address, the burdens it must bear in putting the reform into practice, and the resources needed to implement the practice.  

If answers to questions about evidence and feasibility such as those posed above in Step 5.3 are negative, considerations turn to whether these potential difficulties can be addressed and how serious the challenges are to effective implementation.  The school then must decide whether resources or conditions needed can be secured and how long that would take. This inquiry leads to a decision to go forward, to modify the practice, or to search for other more feasible solutions to the problem(s) that have been identified.  

Step 5.5: Preparing an Action Plan

A school committed to continuous improvement will attend to the challenge of implementing the program in its unique setting before implementation begins, taking up questions of how to adapt the program wisely to the particular characteristics of the school.  In this process, the school also will consider how to supplement the “promise” of the program with local knowledge in order to produce the best result.  So conceived, the process is more nearly one of “adaptation” than simple “adoption,” particularly if the practice or program is complex.

To examine some simple tools for action planning, CLICK HERE [Link 5k]

___________________________________________________________________

Links

Link 5a 

Open Communication and Collaborative Problem Solving

Schools in which the administration and faculty communicate and work together to plan for improvement and solve problems have higher student achievement and higher teacher morale. Moving collectively on school-wide priorities fosters innovation and increases the school's capacity to engage in and sustain whole-school improvement efforts. Given the increased focus on evidence-based practice in the federal No Child Left Behind legislation, collaborative problem solving is increasingly important to school effectiveness. High performing schools tend to promote collaborative cultures, support professional communities and exchanges among all staff and cultivate strong ties among the school, families and community organizations.
KEYS Survey Data

Teachers who have the opportunity to meet regularly with other teachers to share ideas and solve problems, especially when they focus their collaboration on student performance, are more likely to implement research-based instructional strategies. Collaborative structures and cultures enable teachers to focus inquiry, provide resources, build linkages, reinforce positive change, and enable teachers to move from a focus on obstacles to change to strategies to overcome the barriers. Even the level of disorder in a school is related to collaboration. 

Indicators in  Key 2—Open Communication and Collaborative Problem Solving--focus on how the critical curricular, pedagogical and organizational decisions that enhance the quality of teaching and learning in the school are made, and who is involved in making those decisions. Several indicators that make up Key 2 can be grouped into three related themes:

· Interactions among teachers and administrators related to

school-wide policies and practices.

· Professional relationships among teachers.

· Family and Community Engagement

Theme 1: Interactions among Teachers and Administrators Related to School-wide Policies and Practices.

There are three Indicators with this theme.

2.1 Shared Decisions: In a Climate of Non-threatening, Two-way Communication, School Administrators and Staff Collaborate in Problem Solving

This indicator, perhaps more than any other, provides insight to the extent to which the culture of the school supports collaborative action focused on improving student learning.  Recent research indicates that such a culture is critical to a school’s capacity for continuous improvement. Most of the items that make up this indicator focus on the character of the interaction between teachers and the school administration in making decisions. The indicator documents the level of communication and encouragement to participate in creating a climate of openness that addresses concerns related to instructional practices, curriculum, discipline, and decisions for school improvement. While the term “trust” does not appear explicitly in the questions that comprise the indicator, it seems clear that teachers and administrators in schools that score high on this indicator would have to trust and respect one another.

Two items in this indicator deal directly with student discipline (5G & 7A).  Analyses of survey data from several schools suggest that response to these questions are correlated with school effectiveness.  That is not to say that schools that focus on maintaining discipline are necessarily effective but that social consensus about the definition and administration of strategies to maintain discipline is related to a focus on student learning.  Separate analyses of these questions may be productive.

2.6 Involved Learning: Teachers are Involved in Decisions about Student Learning

This indicator measures the extent to which teachers participate in making decisions about instructional materials, books and the curricula. The indicator also looks into whether teachers have influence on how student progress is measured and if teachers shape the content for their own professional development activities. While engaging teachers in the design of professional development activities is important, the focus of professional development should be based on analyses of student learning and what teachers need to know and be able to do to strengthen student opportunities to learn (see discussion of Key Four). Some items in Indicator 2.1 also deal directly with teachers’ involvement in school-wide decision making so one would expect a school’s response to these two Indicators to be similar.  

The issue addressed by this Indicator (and the related items in Indicator 2.1) is not whether a few teachers usefully serve on school improvement teams or are otherwise represented formally in decision making.  The payoff for school improvement comes from a ubiquitous engagement of teachers, administrators and other staff in on-going, every-day, problem solving focused on the analysis of ways to improve student learning. 

2.7 Involved Operations: Teachers are Involved in Decisions about School Operations

This indicator measures the extent to which teachers have influence in hiring school administrators. While such involvement is arguably desirable, there is no research on whether this affects school effectiveness. The indicator also looks at whether teachers have influence over hiring other teachers, professional staff and how discretionary funds could be used.  Thus, these indicators deal with some of the most important decisions made in the school.  Involving teachers in routine administrative and “operational” decisions is probably not productive and can divert teacher time and interest away from more important matters.

Research

· K. D. Peterson (2002). Culture: Positive or Negative. Journal of Staff Development 23(3), 10-13. Available at http://www.nsdc.org.

· K. Leithwood, et al., (2004) (PDF)  How Leadership Influences Student Learning, Leithwood and his colleagues summarize the basics of successful leadership including the sharing of responsibilities forleadership.

· M. Knapp, et al., (2003) (PDF)  Leading for Learning: Reflective Tools for School and District Leaders. This report identifies several things that school leaders, principals or teachers, can do to foster the development of shared responsibility for student learning

· North Central Regional Educational Laboratory  Finding Time for Professional Development.  Available at http://www.ncrel.org/sdrs/areas/issues/educatrs/profdevl/pd300.htm.  This website provides  several examples of ways to restructure time in schools. Note that many of these reports were prepared in the 1990's. These are, in other words, not new ideas. Why are so few of these proposals put into practice?

· J. Richardson, Shared Culture. Available at http://www.nsdc.org/library/publications/jsd/peterson233.cfm.  This article discusses the role of principals in developing shared understandings.
Video Commentary[image: image1.wmf]
· Pedro Reyes: Professor of Education, University of Texas, Austin. Pedro Reyes discusses how KEYS contributes to common efforts that lead to high performance in a high poverty school.

· Kenneth Leithwood University of Toronto. Kenneth Leithwood defines "collaborative culture". 
· Sam Stringfield, Professor of Education, University of Louisville. Sam Stringfield discusses obstacles to collaborative problem solving identified in case studies of KEYS schools. He points out that KEYS can foster communication across “silos” of isolated groups and make people aware the usefulness of school-wide communication.

· Mark Smylie, Professor of Education, University of Illinois, Chicago, talks about the importance of shared responsibility and how KEYS facilitates collaborative improvement.

Theme 2: Professional Relationships among Teachers.

Three indicators make up this theme.

2.3 Teachers Staff: Teachers and Staff Collaborate to Remove Barriers to Student Learning

This indicator measures the extent of cooperation among teachers across grade levels and course content to solve problems affecting student learning. This indicator also measures if teachers feel prepared to address individual student differences and use faculty meetings to collectively solve problems. It does not address issues of collaboration among teachers and other staff in the school and issue. That issue might be examined by looking at whether staff and faculty agree on key survey items.

Note that one of the items in this indicator does not deal directly with collaboration. Question 6F asks whether teachers are prepared to deal with individual student differences.  Responses to this question might well be examined when looking at responses of Indicators dealing with Curriculum and Instruction (6.5 & 6.6) and those dealing with shared goals (especially, 1.4).  Teachers (and everyone else) understandably avoid commitments to tasks they do not feel they can do well and this may affect their willingness to work with others on such concerns.

2.5 Teachers Discuss: Teachers Discuss Standards and Approaches for Curriculum and Instruction

The indicator documents whether discussion occurs among teachers (defined here generally as “school staff”) related to changes in curricula and developing new curricula. The indicator also measures how often teachers and staff discuss student the implementation of standards dealing with assessment, curriculum, and student performance.

It would be difficult to know what to make of responses to these items without knowing whether the discussions involved focused on grievances (which might well be justified) or ways to enhance student learning.  Indicators 2.3 and 2.9 maintain the focus on collaboration related to student learning. 

2.9 Teachers Communicate: Teachers Communicate Regularly with Each Other about Effective Teaching and Learning Strategies

The indicator documents how frequently teachers communicate with each other about teaching and what helps students learn best. The indicator also measures whether instruction is the focus of discussions in the teacher’s lounge and faculty meetings. Research is clear that the level of teacher discourse about how teaching might be improved and how otherwise to reach students is highly related to school effectiveness.

As noted in earlier Steps, meaningful collaboration requires that teachers have regularly scheduled time to learn from and work with one another. Indicator 4.6 addresses this issue. It is not only that teachers must have time to work and learn together, the time they have must be extensive enough to engage in serious work (a class period is better than nothing but probably inadequate given logistics) and must be used well.  Easier said than done, of course. There are numerous ways that time can be found in each week and throughout the school year to facilitate collaboration but these invariably involve tradeoffs and, some times, challenges by parents.  To justify the allocation of this time for collaborative teacher learning and action, it is useful to be able to show that specific actions that can improve student performance are the product of such common action. 

Research and Commentary
Current research suggests that a set of skills and conditions is necessary to develop and sustain collaborative dispositions, norms and processes in a school. These include: 

· A system of inquiry or problem solving structures 

· Shared values related to priority outcomes for students 

· Good communication skills, especially how to listen to one another 

· Effective use of structures such as teams and committees

· A climate of trust 

· Time to collaborate on teaching and learning 

Sometimes, teachers and administrators confuse congeniality with collaboration.  “Getting along”, even enjoying social interactions on and off the job, does not necessarily lead to evidence-based collaborative problem solving.  The latter can be stressful and time-consuming and collective problem solving may, in fact, be unproductive if concerns about social relationships cause teachers and administrators to avoid tough decisions.
It also seems useful to distinguish between cooperation and collaboration.  Cooperation involves agreements to coordinate or to avoid conflict and can be accomplished by setting guidelines, formal or informal, about who is to do what, when and how to accomplish a shared goal.  Collaboration is more demanding and involves working together and sharing responsibility for the same tasks. Cooperation is a necessary but insufficient condition to foster productive professional learning communities.

· J.W.Little, Professional Communication and Collaboration, (2007). This reading is Chapter 4 in The Keys to Effective Schools book. In this chapter, Professor Little identifies some of the challenges —formal and informal — that confront efforts to foster more collegial and collaborative teacher behavior in schools. Other chapters in The Keys to Effective School book deal with conditions that support collaborative decision making, including those by Frank Newmann and Kenneth Liethwood. 

· P. Grossman, S. Wineburg, & S. Woolworth (2000, December).  What Makes Teacher Community Different from a Gathering of Teachers? Available at whatmakesteachercommuntiy.pdf.  This paper distinguishes between professional collaboration focused on student learning and less demanding forms of teacher interaction suggesting the characteristics of the former.

· Learning Communities and Team Skills.  Available at http://www.nsdc.org/library/communities.cfm
· For ideas about team building and collaboration look at two brief articles by R. DuFour at http://www.nsdc.org/library/authors/dufour.cfm. Summer 2004 and Fall 2003. See other helpful information on collaboration from the national staff Development Council at http://www.nsdc.org/library/communities/teamwork.cfm
· School cultures have a significant impact on professional learning.  See K. Peterson, Culture-Positive or Negative, Journal of Staff Development, Summer 2002. www.nsdc.org/library/publications/jsd/peterson233.cfm.

· Building a collaborative culture is one of the fundamental roles of school leaders.  On the importance of this role see K. Leithwood, K. Seashore, S. Anderson & K. Wahlstrom, (PDF) How Leadership Influences Student Learning .  The Executive Summary and the full report are available at www.wallacefoundation.org.  On the first page of the site, click on Education Leadership and go to the report issued in September 2004.

If collaboration were easy, there would be more of it.  On the challenges involved see, WCER Research Highlights, Power, Conflict and Community in a High School Interdisciplinary Team. Fall 2003. At http://www.wcer.wisc.edu/Publications/highlights/v15n3.swf
For several examples of ways to restructure time in schools, go to the website of NCREL (North Central Regional Educational Laboratory) (www.ncrel.org/pd/time.htm) and K. Cushman (1995), Using Time Well:  Schedules in Essential Schools.  http://www.essentialschools.org/cs/resources/view/ces_res/15
Video Commentary

Lorna Earl: Professor of Education, University of Toronto.  Lorna Earl shares her perspective on finding new ways to use time. She is not suggesting that time does not need to be restructured in most schools but that a culture of collaboration can lead to continuing search for ways to improve student performance. 

Theme Three: Family and Community Engagement

KEYS Survey Data

There are three Indicators that deal with family and community engagement.  One measures parental support for the school (2.2), one deals with whether the school works with parents to foster student learning (2.4), and a third deals with perceptions of influence on school goals.  Research on parental—or family—engagement in schools is clear that such engagement leads to higher student achievement when schools help families help their students to learn those things that are the focus of the curriculum.  It might be noted that there is only one item (9A) in any of the indicators deals directly with whether efforts are made to engage parents in the education of their own children so examining this particular item may be productive.  In general, one would  expect high scores on Indicator 2.4 to be a better predictor of school effectiveness than responses to the other two Indicators.  

Indicator 2.2: Parents are Involved in Improving Education

This indicator documents the number of parents that support the school. The focus is to understand the level of participation among parents in special events, fund raising and volunteerism. This indicator also measures parent contact with the school in terms of parent-teacher conferences, and the provisions for home environments that support learning.  It might be difficult for many teachers to know what the how environment of their students really is (see question 33F). Participation by parents—or families—in the school activities identified in this indicator may indicate parent interest in their children’s success but research holds that parental engagement in direct support of their children’s learning in the home is the most productive form of parental involvement.

Indicator 2.4: Teachers Work Closely with Parents to Help Students Learn and to Improve Education

This indicator measures the level of effort school staff make toward building trust with parents. The indicator looks into the working relationship between teachers and parents in understanding and meeting the needs of students. This indicator also measures if regular communication between the school and parents exists related to helping their children learn.  There are two items not included in this indicator that it would seem useful to examine when studying the survey responses  Question 9B deals with openness to parental and community feedback on curriculum and instruction in the school.  Question 9F assesses whether parents and teachers work together to promote school improvement.

2.8 Parents, Community, and Staff Other Than Teachers are Involved in Decisions about School Goals

This indicator measures the level to which business and community organizations, staff (not teachers in this case), parents and students participate in decisions about school goals.

Research, Commentary and Guidelines

Richard Rothstein (2004). Class and Classroom. National School Boards Association. Available at http://www.msba.org/site/doc.asp?TRACKID=&DID=34723&CID=1234

There are numerous useful and accessible resources on family on community engagement. They are divided here into three categories: general information, engagement of families with limited English proficiency, and community involvement.

General Information

· J.P. Comer , “Schools that Develop Children”, The American Prospect

12:7 (April 23, 2001) 8pp. Note:  this is available on line at the School Development Program website or at www.prospect.org/print/V12/7/comer-j.html.  

· The National Network of Partnership Schools http://csos.jhu.edu/p2000/. At this site read the brief summary of research identified in the homepage. Also, examine Research Briefs found in the homepage. 

· The Knowledge Loom (http://knowledgeloom.org). Go to Spotlight, then School, Family and Community Partnerships, then Resources. Scroll down to Critical Issue: Creating the School Climate and Structures to Support Family and Community Involvement. While examining this material, pay attention here to the six types of parental involvement identified by Joyce Epstein. 

· The Public Education Network (www.publiceducation.org). This site holds the Executive Summary of an important study by Milbrey McLaughlin and her colleagues on the effects of student involvement in community organizations that has significant implications for school practices. 

· The Harvard Family Research Project (http://www.gse.harvard.edu/hfrp/). This site is particularly good on issues related to early childhood programs and provides helpful information about family engagement. 

· For a review of research on the effects of parent and community engagement see, Henderson, A & Mapp, K. (2002). A New Wave of Evidence: The Impact of School, Family, & Community Connections on Student Achievement.  National Center for Family and Community Connections to Schools. Southwest Educational Development Laboraory.  www.sedl.org

· Salinas, K.C. (2004). The Tech Connection: Seven Ways to Use Technology to Involve Families in Children’s Education.  Available at TechConnection.pdf
Engagement of Families with Limited English Proficiency
· Center for Research on Education, Diversity and Excellence (www.crede.ucsc.edu). Material on this site is especially useful for ideas about how best to meet the needs of English Language Learners. See for example, S. Fitzsimmons, Building Partnerships with Latino Immigrant Parents.  Practitioner Brief #6, CREDE July, 2003. 2pp. 

· R. Duran, et al., “The Immigrant Parents’ Literacy Project: A Strategies Guide to Implementation”, Educational Practice Report 10  (CREDE) 2004.

· J. Chang, Scaffold for School-Home Collaboration: Enhancing Reading and Language Development, Research Brief #9, April 2001, 2pp.  

· R. Rodriguez & A. Villarreal, “Development Through Engagement: Valuing the

      ‘At-Promise’ Community”, IDRA Newsletter V27:7 (August, 2000) 5pp.


Available at http://www.idra.org/IDRA_Newsletters/August_2000%3A_Educational_Pipeline/Development_Through_Engagement/
· M. Zepeda & A. Morales, “Supporting Parents through Parent Education” Policy

Brief #16, UCLA Center for Healthier Children, Families and Communities, Center for Policy Research, University of California. n.d. 4pp. Available at http://healthychild.ucla.edu/
Partnering with Community Organizations

· www.ncrel.org/sdrs/areas/pa0cont.htm.  Under “Critical Issues in Family

 
and Community”, the first four sections are particularly useful.

· C.T. Alger & J. Locke, Broadening the Base: School/Community Partnerships

Serving Language Minority Students at Risk, CREDE, Research Brief #6 January 2000. 2pp.  Available at http://crede.ucsc.edu/products/print/eprs/epr6.shtml
· J. Eccles & J. A.  Goodman, eds., Community Programs to Promote Youth

 Development: Executive Summary.  Washington, DC: National Academy

 Press, 2002, pp. 1-12.

· Coalition for Community Schools, 2002. Strengthening and Sustaining Relationships between Schools and Youth Development Organizations. Available at helpingyoungpeople.pdf
· M. McLaughlin, Community Counts: How Youth Organizations Matter for Youth


Development-Executive Summary, Washington, DC: Public Education Network, 2000. 3 pp. Available on line at www.PublicEducation.org
Video Commentary

· Ruben Cedeño: Senior Policy Analyst - National Education Association. Ruben Cedeño talks about how KEYS can be used to foster communities of learning.
· Pedro Reyes, Professor of Education, University of Texas, Austin, discusses how KEYS can foster shared responsibility within schools, as well as outreach to the community. This video is in KI challenge 3.
_____________________________________________________________

Link 5b

Caring and Civil School Communities

KEYS Survey Data

In effective schools, the academic focus of education is central, but not to the neglect of students' social and emotional needs. While the KEYS survey does not deal directly with this matter, Indicator 1.3 (Curriculum is Student-centered) deals with whether students' interests and learning needs are considered in developing and implementing a curriculum that offers legitimate intellectual substance at all grades to all students and includes opportunities for in-depth understanding and application of critical thinking and problem solving skills. 

Many researchers believe that students’ academic performance is influenced by their social and emotional learning and by their sense that teachers and other school staff care about them and want them to learn. Note that Question 1E, which is part of Indicator 1.1, also deals broadly with the schools’ focus on student interests.

To say that the curriculum—or teaching--is student centered does not mean that student interests determine what or how they learn but that instruction engages students and makes use of their interests and prior learning to enhance their achievement.

Indicator 6.6 (Students Are Provided with Personal Instruction and Feedback) and several of the questions that make up Indicator 1.4 (School Operates Under the Assumption that All Students Can Learn) may also provide some clues on the extent to which the school environment is nurturing and responsive to the needs of individual students.

Effective schools provide learning environments that are safe from crime and violence. Indicator 5.4 (School Provides a Safe Learning Environment) deals with this issue.
Two of the questions that comprise this Indicator deal directly with school violence and safety 1G & 41D. The third item in this indicator (41E), however, focuses on the quality of library services.  It seems sensible to disregard the response to 41G in looking at issues of safety and violence. There is no item in this indicator that deals with discipline issues that do not involve safety and violence, though responses to questions 2G & 3F would provide evidence of the degree to which maintaining order in classrooms and in the school was seen as a problem. 

Research, Tools and Commentary
Issues of student motivation to learn—or engagement, have received increasing attention and researcher are finding that teachers and school contexts have significant influence on whether students believe that doing well in school is important.  This is not about building student self-esteem independent of their performance in school but recognizing that when students believe that they are expected to do well and that they will receive the help they need from caring adults they are likely to develop both the capabilities and the confidence to succeed. 

· National Research Council and Institute of Medicine (2004). Engaging Schools: Fostering High School Students’ Motivation to Learn.  Can be read on line at http://www.nap.edu This extensive and authoritative review of research on student motivation applies to students of any age although the focus is on adolescents. A central thesis is that when students feel that teachers and the school are committed to their learning, they are more likely to learn.

· M. J. Elias (2003). (PDF) Academic and Social-emotional Learning.

· National Education Association, 2005. Culture, Abilities, Resistance, Effort: Strategies for Closing the Achievement Gap. 
Research is clear that issues of discipline and safety are best dealt with by developing positive social norms and caring environments rather than depending solely on policies and practices to control and punish unacceptable behavior.

· The Learning First Alliance. (2001) Every Child Learning: Safe and Supportive Schools.pdf. 



· NCREL (1996). Critical Issue: Developing and Maintaining Safe Schools. Available at http://www.ncrel.org/sdrs/areas/issues/envrnmnt/drugfree/sa200.htm
________________________________________________________

Link 5c

Alignment
KEYS Survey Data

One of the most common findings of why students in a given school do not perform well on tests for which they or members of the school staff are held accountable is that these assessments are not aligned to state or district standards.  Sometimes, this is because the standards and the assessments required by the state and the district do not align with the standards they are supposed to represent.  

Note that the responses to these questions are related to the responses to some of the questions that make up Indicator 4.1.  Note too that three of the four questions that make up this indicator deal with different types of standards.  Teachers may feel well prepared to deal with some types of standards but not others, so looking at the responses to specific questions may be useful if the score on the indicator is not high or if their appears to be substantial variation in the responses within the school (as measured by the length of the bar on the report of the survey results).

The questions that make up Indicator 4.1 deal with two sub-themes—the usefulness of PD in facilitating teaching strategies (40H-K) and the fit of PD to the alignment of teachers’ practices with standards of various kinds (40G, F, L).  Accordingly, it may be worth looking at the questions that make up the indicator in addition to looking at he overall indicator.

Indicator 4.3--Teachers are prepared to use state or district standards.  

Most states have already or are currently implementing standards for assessment and performance. This indicator examines whether your school's professional development program prepares staff to implement state standards. Specifically this indicator measures how well the professional development program prepares teachers to use assessment, use new methods, and implement standards.

One of the most common findings of why students in a given school do not perform well on tests for which they or members of the school staff are held accountable is that these assessments are not aligned to state or district standards.  Sometimes, this is because the standards and the assessments required by the state and the district do not align with the standards they are supposed to represent.  

Note that the responses to these questions are related to the responses to some of the questions that make up Indicator 4.1.  Note too that three of the four questions that make up this indicator deal with different types of standards.  Teachers may feel well prepared to deal with some types of standards but not others, so looking at the responses to specific questions may be useful if the score on the indicator is not high or if there appears to be substantial variation in the responses within the school (as measured by the length of the bar on the report of the survey results).

Research and Commentary
· On the importance of aligning the “delivered” curriculum, teaching strategies, assessment and standards, see: R. Lake, P. Hill, L. O’Toole, M.Celio, Making Standards Work: Active Voices, focused learning.  Click to view  MakingStandardsWork.pdf.

American Educational Research Association, (2003) Standards and Tests: Keeping Them Aligned, Research Points.  This brief report summarized the research on the topic.  Available at Standards and Tests, PDF.

___________________________________________________________

Link 5d

Coherence and Focus

KEYS Survey Data

Indicator 3.5 (School Programs Are Consistent and Coherent) documents to what extent the school’s educational programs are seen as being connected. It also documents the frequency that educational programs change in a school.  Research on effective schools identifies program coherence across subjects and grade levels as one of the best predictors of student learning.  In theory, assessment should lead to program coherence but this is an empirical question and no doubt depends on the sophistication of the assessment system in the school and district.  The implementation of deep changes requires testing and modification of practice over time.  This means that school effectiveness can be undermined when new programs are introduced on a piecemeal basis and discarded if they do not work in the short run (or if they do not fit the agenda of a new principal or superintendent).  

Research
Two chapters in the Keys to Effective Schools book speak to this issue; “Organizational Conditions that Enhance Teaching and Learning”, by Kenneth Leithwood, and “Local Districts and Instructional Improvement”, by Richard Elmore.
______________________________________________________________

Link 5e

Effective Instructional Strategies: Student-centered Teaching
KEYS Survey Data

Four of the Indicators that comprise KEY 6-Curriculum and Instruction--(6.1, 6.2, 6.3 & 6.6) might be thought of as a mega-indicator, “Student-centered Teaching”. Together, these Indicators describe the extent to which teachers use a broad repertoire of student-centered instructional strategies that are grounded on research on how students learn. Resources for learning about research  that supports these approaches to teaching are combined following a brief discussion of each Indicator.  

Student-centered Teaching Indicators

6.1 Learn To Learn: Curriculum Includes "Learning To Learn" Activities

The knowledge explosion makes it impossible to teach everything worth knowing. As a result, teachers must be selective in their choice of learning activities (given the constraints imposed by standardized tests and state and district guidelines and standards). This indicator measures the extent to which teachers focus on "learning how to learn" activities that require thoughtful analysis, understanding of disciplinary concepts and effective communications such as: projects that require the use of library resources and in-depth study; the development of models, maps or charts; and opportunities to brainstorm and debate ideas. One item (29K) focuses on the use of peer tutoring, which research indicates is often very effective.

6.2 Engage Collaborate: Varied, Engaging and Collaborative Strategies Are Used in Instruction

Cognitive researchers have demonstrated that students, like adults, learn best when they are meaningfully engaged in their own learning by exploring and manipulating information, synthesizing and explaining ideas, generating and testing hypotheses and arriving at new understandings. This indicator examines the type of instruction that facilitates "higher order thinking", such as learning for understanding which can occur in collaborative contexts including such practices as substantive discussions with instructors or peers where students must explain their reasoning, challenging small group work, and hands on projects.

6.3 In Depth: Curriculum Provides Opportunities to Study Topics in Depth

This Indicator mirrors others in this theme of student-centered teaching but focuses on the curriculum itself, rather than on teaching directly.  Elements of the curriculum measured here deal with its meaningfulness to individual students, its demands on in-depth analysis and understanding, and the development and use of knowledge to produce original work.

6.6 Personal Instruction: Students Are Provided with Personal Instruction and Feedback

Feedback or knowledge of performance and results is essential for learning. Feedback may serve two functions: (a) it could be motivating, as when an educator makes an encouraging remark to a student, and (b) it could provide meaningful information to the student regarding the accuracy and precision of his or her performance. While both functions are essential, feedback that fails to communicate useful performance-related information, or is not provided in a timely manner, may hinder rather than facilitate learning. Only one of the three items (29M) in this Indicator deals with the characteristics of feedback explicitly. The others deal with the extent of individualized instruction (28H) and how often teachers lecture in class (29E), the implication being that these instructional contexts affect the amount of useful feedback students receive. 

Research and Commentary

Clarifying beliefs about how students learn is important to the facilitation of common action and collaborative professional development.

While there is, and will continue to be, debates about the learning process and its implications for teaching, the research cited below represents the views most widely held by those who study cognition. This research does not dictate particular teaching strategies--good teachers have a repertoire of techniques to meet diverse student needs. But this research does undermine approaches to teaching that rely almost exclusively on the idea that "teaching is telling" and argues strongly for teaching that actively engages students and takes into account the prior learning and personal experiences of students.

· Murphy, K. P., & Alexander, P. A. (2007). The learner-centered principles: Their value for teachers and teaching. In The Keys to Effective Schools book, Chapter 2. This chapter focuses on five themes (the knowledge base; motivation or affect; strategic processing or executive control; development and individual differences; and situation or context) contained in the APA's learner-centered principles. The authors consider key findings from the educational research and discuss implications for teaching and schools.

· Bransford, J., Brown, A, & Cocking, R., (Eds.) How People Learn, Washington, DC. 2000, pp. 3-27. The book is the product of a distinguished panel of scholars and educators convened by the National Research Council. It may be the most authoritative syntheses of research on learning available. This document is the basis for teacher friendly publications in 2005 about how to improve teaching in mathematics, history and biology: http://www.nap.edu. The How People Learn book is available to read on-line at http://newton.nap.edu/catalog/9863.html 

· J. Bruner's Constructivist Theory: A brief introduction to J. Bruner's Constructivist Theory. This website also has concise introductions to research and theory on a broad range of topics related to learning. Available on-line at http://tip.psychology.org/bruner.html
· Alibali, M. (Spring 2005) Concepts and Procedures Reinforce Each Other, available at Concepts and Procedures Reinforce Each Other. PDF (page 3-4). The increased focus on high stakes testing may lead some schools to focus first on basic skills as a prerequisite for developing conceptual knowledge and "higher-order" thinking capabilities. This brief article reflects on consensus among researchers; procedural and conceptual learning build on one another. Emphasizing only one aspect of learning will, in the long run, undermine the students’ capabilities in that aspect of learning, as well, and fail to develop the other capacity. 

· Situated Cognition and the Culture of Learning by John Seely Brown, Allan Collins and Paul Duguid,  Educational Researcher; v18 n1, pp. 32-42, Jan-Feb 1989. Available at http://www.exploratorium.edu/IFI/resources/museumeducation/situated.html
Expert Commentary

· Michael Young, University of Connecticut, defines learner-centered teaching as putting students in the center of the interaction between teacher intentions and the intentions of students. Click here.  THE VIDEO HERE BELONGS IN KEY 3 AS NOTED THERE.  THIS VIDEO FOR HERE IS IN THE KI FOR CHALLENGE 5.
· Patricia Alexander, University of Maryland, describes the “learner-centered principles and tells why they are important to effective teaching. Click here.

___________________________________________________________________

Link 5f

Cognitive Demand

KEYS Survey Data

Responses to questions 51a, 51b and 51c in Indicator 1.4 will provide some evidence of whether teachers hold high academic expectations for all students.

_________________________________________________________________  

Link 5g

Resource Adequacy and Mobilization

KEYS Survey Data

For effective teaching and learning, teachers and education support personnel need  adequate and appropriate resources. In Key 5: Resources to Support Teaching and Learning, the concept of resources is defined broadly to include: (1) physical resources such as space requirements, (2) textbook and other curricular materials and computer hardware and software; (3) a safe learning environment, free from crime, violence or bullying; and (4) health, social and psychological services, including recreational opportunities.

Indicator 5.1: Computer Hardware and Software Supplies Are Adequate for Students and Teachers

This indicator examines whether your school is equipped with the computer hardware and software required in instructional activities. It focuses on both student and teacher needs. There do not appear to be any research-based standards against which to judge the adequacy of educational technology resources. How well prepared teachers are to use technology seems to be the most important determinate of the effects of technology on student achievement.

Indicator 5.2: Support Services Are Adequate

This indicator examines whether your school provides adequate counseling/guidance, psychological/social work, extracurricular activities, and health-related services to students,  copying support  to teachers, and custodial services. The adequacy of most of these resources obviously depends on student needs so comparisons with schools in general is not meaningful.  

Indicator 5.3: Space for Instructional Activities Is Adequate

This indicator of school effectiveness examines whether the space requirements for instructional activities in your school are adequately met. It focuses on the space requirements of "regular" classroom activities, as well as the space requirements of "special" activities. 

There do not appear to be research-based standards by which to define the adequacy of space for instruction

Indicator 5.5: Academic Resources Are Adequate

This indicator examines whether the workbooks and textbooks used in your school are seen as adequate to meet the schools’ goals for student learning. Adequacy depends on content of the curriculum (is the content up to date and accurate?) and whether students have access to the needed materials.

Commentary Related to the Use of Technology and the Selection of Instructional Materials

· NCREL, Technology: A catalyst for teaching and learning in the classroom. Available at http://www.ncrel.org/sdrs/areas/issues/methods/technlgy/te600.htm
· N. White, C. Ringstaff & L. Kelley, (2002) Getting the Most from Technology in Schools. Available at http://www.wested.org/cs/we/view/rs/665.
· The CEO Forum: School Technology and Readiness. Provides an instrument ofr assessing your school’s technological readiness. Available at www.cepforum.org
Guidelines for Selecting Learning Materials

For guidelines for the selection of instructional materials CLICK HERE [Link is to p. 87, of the Action Guide.
__________________________________________________________________
Link 5h

Social Capital
Note that issues directly related to family and community engagement also relate to collaborative problem solving.

KEYS Survey Data

There are three Indicators that deal with family and community engagement.  One measures parental support for the school (2.2), one deals with whether the school works with parents to foster student learning (2.4), and a third deals with perceptions of influence on school goals.  Research on parental—or family—engagement in schools is clear that such engagement leads to higher student achievement when schools help families help their students to learn those things that are the focus of the curriculum.  It might be noted that there is only one item (9A) in any of the indicators deals directly with whether efforts are made to engage parents in the education of their own children so examining this particular item may be productive.  In general, one would  expect high scores on Indicator 2.4 to be a better predictor of school effectiveness than responses to the other two Indicators.  

Indicator 2.2: Parents are Involved in Improving Education

This indicator documents the number of parents that support the school. The focus is to understand the level of participation among parents in special events, fund raising and volunteerism. This indicator also measures parent contact with the school in terms of parent-teacher conferences, and the provisions for home environments that support learning.  It might be difficult for many teachers to know what the how environment of their students really is (see question 33F. Participation by parents—or families—in the school activities identified in this indicator may indicate parent interest in their children’s success but research holds that parental engagement in direct support of their children’s learning in the home is the most productive form of parental involvement.

Indicator 2.4: Teachers Work Closely with Parents to Help Students Learn and to Improve Education

This indicator measures the level of effort school staff make toward building trust with parents. The indicator looks into the working relationship between teachers and parents in understanding and meeting the needs of students. This indicator also measures if regular communication between the school and parents exists related to helping their children learn.  There are two items not included in this indicator that it would seem useful to examine when studying the survey responses  Question 9B deals with openness to parental and community feedback on curriculum and instruction in the school.  Question 9F assesses whether parents and teachers work together to promote school improvement.

Indicator 2.8 Parents, Community, and Staff Other Than Teachers are Involved in Decisions about School Goals

This indicator measures the level to which business and community organizations, staff (not teachers in this case), parents and students participate in decisions about school goals.

Research, Commentary and Guidelines

Richard Rothstein (2004). Class and Classroom. National School Boards Association. Available at http://www.msba.org/site/doc.asp?TRACKID=&DID=34723&CID=1234

This essay argues that social and economic conditions experienced by some students significantly undermine their performance in school.

There are numerous useful and accessible resources on family on community engagement. They are divided here into three categories: general information, engagement of families with limited English proficiency, and community involvement.

General Information

· J.P. Comer , “Schools that Develop Children”, The American Prospect

12:7 (April 23, 2001) 8pp. Note:  this is available on line at the School Development Program website or at www.prospect.org/print/V12/7/comer-j.html.  

· The National Network of Partnership Schools http://csos.jhu.edu/p2000/. At this site read the brief summary of research identified in the homepage. Also, examine Research Briefs found in the homepage. 

· The Knowledge Loom (http://knowledgeloom.org). Go to Spotlight, then School, Family and Community Partnerships, then Resources. Scroll down to Critical Issue: Creating the School Climate and Structures to Support Family and Community Involvement. While examining this material, pay attention here to the six types of parental involvement identified by Joyce Epstein. 

· The Public Education Network (www.publiceducation.org). This site holds the Executive Summary of an important study by Milbrey McLaughlin and her colleagues on the effects of student involvement in community organizations that has significant implications for school practices. 

· The Harvard Family Research Project (http://www.gse.harvard.edu/hfrp/). This site is particularly good on issues related to early childhood programs and provides helpful information about family engagement. 

· For a review of research on the effects of parent and community engagement see, Henderson, A & Mapp, K. (2002). A New Wave of Evidence: The Impact of School, Family, & Community Connections on Student Achievement.  National Center for Family and Community Connections to Schools. Southwest Educational Development Laboraory.  www.sedl.org

· Salinas, K.C. (2004). The Tech Connection: Seven Ways to Use Technology to

 Involve Families in Children’s Education.  Available at TechConnection.pdf
Engagement of Families with Limited English Proficiency

Center for Research on Education, Diversity and Excellence (www.crede.ucsc.edu). Material on this site is especially useful for ideas about how best to meet the needs of English Language Learners. See for example, S. Fitzsimmons, Building Partnerships with Latino Immigrant Parents.  Practitioner Brief #6, CREDE July, 2003. 2pp. 

R. Duran, et al., “The Immigrant Parents’ Literacy Project: A Strategies Guide to Implementation”, Educational Practice Report 10  (CREDE) 2004.

J. Chang, Scaffold for School-Home Collaboration: Enhancing Reading and Language Development, Research Brief #9, April 2001, 2pp.  

· R. Rodriguez & A. Villarreal, “Development Through Engagement: Valuing the

      ‘At-Promise’ Community”, IDRA Newsletter V27:7 (August, 2000) 5pp.


Available at http://www.idra.org/IDRA_Newsletters/August_2000%3A_Educational_Pipeline/Development_Through_Engagement/
· M. Zepeda & A. Morales, “Supporting Parents through Parent Education” Policy

Brief #16, UCLA Center for Healthier Children, Families and Communities, Center for Policy Research, University of California. n.d. 4pp. Available at http://healthychild.ucla.edu/
Partnering with Community Organizations

· www.ncrel.org/sdrs/areas/pa0cont.htm.  Under “Critical Issues in Family

 
and Community”, the first four sections are particularly useful.

· C.T. Alger & J. Locke, Broadening the Base: School/Community Partnerships

Serving Language Minority Students at Risk, CREDE, Research Brief #6 January 2000. 2pp.  Available at http://crede.ucsc.edu/products/print/eprs/epr6.shtml
· J. Eccles & J. A.  Goodman, eds., Community Programs to Promote Youth

 Development: Executive Summary.  Washington, DC: National Academy

 Press, 2002, pp. 1-12.

· Coalition for Community Schools, 2002. Strengthening and Sustaining Relationships between Schools and Youth Development Organizations. Available at helpingyoungpeople.pdf
· M. McLaughlin, Community Counts: How Youth Organizations Matter for Youth


Development-Executive Summary, Washington, DC: Public Education Network, 2000. 3 pp. Available on line at www.PublicEducation.org
Video Commentary[image: image2.wmf]
· Ruben Cedeño: Senior Policy Analyst - National Education Association. Ruben Cedeño talks about how KEYS can be used to foster communities of learning.
· Pedro Reyes, Professor of Education, University of Texas, Austin, discusses how KEYS can foster shared responsibility within schools, as well as outreach to the community. This video is in KI challenge 3.
________________________________________________________________

Link 5i

Focusing on the Needs of Underperforming Students

KEYS Survey Data

Students come to school with differing needs, motivations and skills for learning. When students are not progressing as expected, rather than attributing the lack of success to external conditions, teachers and other school staff in high performing schools work together to find and apply alternative teaching strategies to help these students succeed.

Indicator 4.5 (Teachers are Prepared to Address the Needs of Students with Diverse Learning Needs and Backgrounds) examines whether the professional staff feels it is prepared to teach students who have different cultural experiences, limited English proficiency, and learning disabilities that may impede their learning. The individual questions that make up this Indicator deal with the challenges of meeting the needs of students with disabilities, English language learners, and students with diverse cultural and socioeconomic backgrounds.  One might look not only at the score for the school on this Indicator, but at the degree to which there is agreement on this indicator (by examining the length of the bar showing the standard deviation on the report on the school’s average response to this measure).  The greater the disagreement on this Indicator (as indicated by the length of the bar, the more likely one or both of two things are indicated.   First, some teachers may feel quite prepared while others feel they have a lot to learn.  Second, teachers may feel competent in teaching some students with special needs but not students with other needs.  Examining the school’s response to specific questions (Questions 20A-D) may be useful. 

Note that if teachers in the school had rather low scores on Indicator 1.4 (School Operates Under the Assumption that All Students Can Learn), it may be that this reflects an absence of confidence in the knowledge and skills to teach students with special needs. This could be explored by comparing the scores on the two indicators (1.4 and 4.5).

Two Indicators are particularly relevant to assessing the degree to which priority is given to addressing the needs of students who are underperforming in your school:

· Indicator 6.5: Instruction Includes Interventions for Students Who Are Not Succeeding
· Indicator 4.1: School Operates Under the Assumption that All Children Can Learn. See, especially, responses to questions 51b and 51g.
Research

Research on learning supports the proposition that good teaching is a powerful influence on student learning, regardless of student background and need. Indeed, good teaching almost certainly makes a bigger difference in the learning of students placed at risk by reason of economic condition, family and community disorganization, disability or limited facility with English than it does for other students.

· J. Borman, (2005) Beating the Odds Against Academic Success. Available at http://www.wcer.wisc.edu/news/coverStories/beating_the_odds_against_academic_success.php.  This is summary of research on the characteristics of effective schools that serve students placed at risk.

· Research documents the fact that effective teaching is the most significant school-based determinant of student learning.  See J.K. Rice (2003), Teacher Quality. Available at www.epinet.org

One of the most challenging aspects of teaching diverse students is  meeting the needs of all students simultaneously in the same classroom.  Instructional strategies such as cooperative learning, peer tutoring and complex instruction have proven successful.

· For an overview of differentiated instructional strategies see C. Tomlinson, Fulfilling the Promise of  the Differentiated Classroom: Strategies and Tools for Responsive Teaching. The core chapter of this book can be read on line at http://www.ascd.org/portal/site/ascd/template.book/menuitem.b71d101a2f7c208cdeb3ffdb62108a0c/?bookMgmtId=7d3386b18fcaff00VgnVCM1000003d01a8c0RCRD
· Useful information about teaching students with disabilities can be found in online courses listed on the website of the Council for Exceptional Children www.spec.org.

· Very useful material on meeting the needs of students with disabilities, including those who are English language learners can be found at the federally sponsored resource center http://iris.peabody.vanderbilt.edu/info_briefs/instruction.html
· A useful source of information about how best to meet the needs of English language learners can be found at www.tesl-ej.org.

.

Some of the nation’s regional education laboratories provide useful and research-based assistance in teaching students with special needs:

· www.knowledgeloom.org/crt/index.jsp on culturally responsive teaching.

· www.crede.org identifies five standards for effective pedagogy of particularly relevant to teaching students with diverse needs and provides tools for implementing these standards. For a focus on meeting the needs of English language learners, go to Research Findings, then Language Learning, then Academic Achievement.

· www.ncrel.org/sdrs/areas/issues/students/atrisk/at800.htm provides useful information about how to reach struggling students under the title, Beyond social promotion and retention: Five strategies to help students succeed.

Link 5i-2

Evaluating Whether a Program is Backed by Rigorous Research
The U.S. Department of Education has developed a “Checklist to use in evaluating whether and intervention is backed by rigorous research”. Available at www.ed.gov/rschstat/research/pubs/rigorousevid/index.html.

Two nationally funded centers undertake careful reviews of research on a broad range of topics: The Center for Data-Driven Reform in Education at The Johns Hopkins University (www.cddre.org) and the What Works Clearinghouse at Mathematica (http//:whatworks.ed.gov). 

The National Research Council involves prominent researchers and educators in careful syntheses of research on education and child development. These studies can be viewed at www.nap.edu.

It is usually unwise to base judgments a single study.  Thus, careful syntheses of research are useful.  But how to decide whether these are reliable?  “Peer reviewed” may not be enough of a test.  Generally speaking the research reviews published in the most selective research journals have been reviewed by experts on the subject. For example, the journals published by the American Educational Research Association are rigorously reviewed and publish only a small number of the articles submitted.  The Review of Educational Research is particularly useful, assuming the topics of reviews are relevant to the needs of your school.

______________________________________________________________________

Link 5j

Assessing Feasibility

Tools

Some tools to facilitate decision making, particularly the weighing of options, can be found in D. Vincenzo & F. Ricci (1999). Group Decision Making: A Tool Kit for Schools. National Education Association, pp. 57-76, and 83-84. Force Field Analysis is particularly useful in comparing positive and negative influence affecting the adoption of  a given strategy (see pp. 73-74). For another brief discussion of Force Field Analysis, CLICK HERE.  [Link to p. 26 in the Facilitator’s Guide].
NOTE: Since NEA owns the copyright on this and the next link it would be good if the user could click and be taken to the relevant tools. 

________________________________________________________________________

Link 5k

Action Planning

Tools

For tools to facilitate action planning see, D. Vincenzo & F. Ricci (1999). Group Decision Making: A Tool Kit for Schools. National Education Association,  pp.91-92, and 105-106

