Step 3: Identify Priority Goals for Student Learning. 

Overview

Bringing about significant improvement in schools is, as Richard Elmore and Milbrey McLaughlin have observed, "steady work". It takes lots of energy over time and can be stressful and frustrating--as well as rewarding. To sustain improvement, it is important to keep the collective eyes of the school on the prize of student learning at high levels. Getting agreement on what that means, and how you know it when you see it, especially in schools with very diverse students, is challenging. Student learning is not the only goal of improvement. Collegiality, shared responsibility, and opportunities for professional learning are also important. But these "process goals" are sometimes easier to achieve than developing and sustaining a focus on high achievement for all students and these "means" or processes can become ends in themselves. 

In high performing schools, all stakeholders--including teachers, education support personnel, administrators, parents and community representatives--have a shared understanding and commitment to high level outcomes for all students. The learning goals for students in high performing schools are clear and specific, help to establish high expectations for all students, and guide all actions that support high levels of student learning. The staff's collective commitment to the achievement of the goals also means they assume responsibility for the success of all the school's students, not just the students they teach.

Clear and ambitious goals for students are essential if schools are to engage in continuous improvement because the collaborative analysis of any gaps between goals and actual student performance provide direction for almost all important decision making at the school and classroom level. 

It is also important to develop consensus about how student outcomes will be assessed. Of course, some measures of student performance are prescribed by state or district policy.  But even in those subjects where tests are mandated, it teachers are likely to feel that the required tests do not deal adequately with the goals they have for student learning and development. The process of identifying ways of knowing whether goals have been reached often sharpens and clarifies the goals themselves because people may agree on a goal but hold different beliefs about what that goal involves.

A brief overview of the continuous school improvement process is provided in Step 2 of the KEYS-CSI process.

There are three parts of Step 3. These deal with goal setting, developing agreements about assessments, and guides to a preliminary analysis of the KEYS survey data.  The preliminary analysis of the KEYS data serves two purposes. First, once the survey has been completed staff will want to know the results and to get an overview of the results. Second, while this is not the place in the improvement process to engage in in-depth study of the school conditions identified in the survey, some aspects of the survey are particularly helpful in setting goals and agreeing on ways to measure the attainment of those goals. So, it may be useful to examine the brief descriptions of goal setting and consensus development related to assessment before the preliminary analysis of the survey data. Then, after the survey results have been discussed, return to these core tasks in the improvement process. 

Step 3A--Deciding on Priority Goals for Student Learning

The “logical” starting point for school improvement is to determine the goals of learning and to achieve a workable consensus around them.  As a first order of business, schools engage continuously in the process of clarifying their core values—those matters that call forth their deepest passions, commitments, and caring responses.  Values come first and foremost, even before their technical representation in learning goals, standards, and assessments. Achieving value clarity and consensus, however, is a great accomplishment in a school because value conflicts and ambiguity are the norm.  Ambiguity over core values is often useful in submerging conflicts and keeping the peace.  But the cost is correspondingly high. Without value clarity and consensus, organizations have lost one important basis for productive action.  

A second crucial matter concerns focus.  More effective schools avoid the trap of trying to include too many learning goals, spreading effort too thinly across too many things.  Particularly in schools serving poor and minority students, schools must concentrate learning very tightly around a core set of objectives.  This does not mean basic skills alone.  In fact, the idea is that all students should be engaged with broad and deep learning goals including, for example, reading comprehension as well as decoding, conceptual as well as procedural knowledge of mathematics, and inquiry oriented approaches to science.  So in achieving focus, consensus is needed on a core set of challenging academic goals that schools can reach with their students 

A third issue concerns the meaning of “consensus.”  Does this mean that all teachers must agree all the time?  Such a standard sets the bar too high.  Yet consensus does include substantial numbers of teachers and other stakeholders (e.g., parents) in a school.  At the same time, a school cannot allow a resistant minority to impede progress, holding the majority hostage.  Leaders work to build a viable consensus within the school community, bringing along those who dissent or encouraging them to leave the community.  Further, leaders take care not to create a false consensus that papers over fundamental disagreements; or impose a hasty “consensus” on a faculty, engendering passive resistance and resentment.   Genuine consensus requires that real disagreements among faculty are surfaced and discussed.  Tensions between the need for genuine dialogue and debate on the one hand and timely consent as the basis for collective action on the other—are managed skillfully throughout the continuous improvement cycle.

Priority goals for student learning should be based on state and district mandates as well as any additional goals that are highly valued by the school community. These goals for student learning, behavior and engagement can be compared with results of the KEYS survey related to shared values and beliefs about teaching and learning to deepen discussion of the goals and assumptions about the feasibility of attaining them. School-specific goals that are important to some members of the school community, but not most, should be marked for additional consideration. Benchmarks, i.e., specific targets for assessing progress toward meeting priority goals for student learning should be identified.

To learn more about goal setting, CLICK HERE. [links 3a1, 3a2, ] However, examining the resources available on this point may be more productive after a preliminary analysis of the KEYS survey data.

To learn more about consensus building and developing effective teams, CLICK HERE [link 3a3]

To learn more about improving communication in meetings, CLICK HERE. [Link 3a4]

To learn about dealing with conflict in group decision making situations, CLICK HERE [link 3a5]

Step 3B--Developing Consensus on Ways to Know Whether Goals are Being Achieved

At the same time that schools seek to identify common goals for students—and this is crucial—successful schools also develop agreement on what counts as learning and how this is to be assessed.  Here, the complexities come in several varieties.  One concern is just how specific and detailed must be the learning objectives.  The standard today generally has pushed toward greater specification among learning objectives as coordinated across grade levels. For example, third grade teachers need to know what to expect from  second grade teachers and in turn what they must accomplish for the fourth grade teacher.  

Goals that are not anchored in evidence of accomplishment cannot serve to guide improvement.  So schools must reach agreement on the characteristics of such evidence, with how to use it in public ways.  Each of these qualifications requires further description.

Today, schools are held accountable to external assessments of various kinds.  Taken alone, however, such assessments do not provide a solid base of evidence around which to develop instructional improvements.  The timing of the assessments, the feedback provided, and the lack of information on untested aspects of the curriculum call for schools to supplement such evidence with additional assessments that supply formative feedback, that are “curriculum-embedded,” and that complement quantitative evidence with qualitative information.  Schools then face the crucial task of developing such complementary forms of assessment even as they attend to external, mandated testing.  In effect, then, the new standard is that schools have worked out a proper balance between external, high stakes accountability and the internal assessments useful to improved teaching and learning.

While teachers have always developed their own practical means for gauging student learning within their own classrooms, the new requirement is that such assessments become part of the public, objective, and collective practice of the school rather than being private, subjective, and idiosyncratic.  In effect, this commitment makes good on the aphorism that, “it takes a school to educate a child,” meaning that each student’s progress through school is not simply the serial responsibility of first this teacher, then that one, but rather of the collective.  This requires a new social and technical practice in the school.  The technical aspect concerns the assessment methods that are adopted—how student work is judged according to rubrics, for example.  The social aspect concerns how teachers come together to work out common assessment practice, then to engage in assessment in public forums, where teachers display student work and other evidence of learning for their colleagues to consider and to evaluate.  In successful schools, leaders effectively manage the transition from private, individual assessment to public, collective assessment, and this is a significant aspect of school re-culturing for it alters some of the most basic norms that typically regulate the practice of teaching. 

Agreement on goals and assessments must be accompanied by a shared instructional vision that includes guidance on the evidence that the school will routinely collect and use in efforts to make a range of improvements.  Such evidence must supply a well rounded picture of how the school is doing.  Consequently, the school community must consider carefully what this evidence consists of, from among a potentially large set of indicators.  For example, in many schools relevant evidence might include such matters as daily attendance figures; rates of student mobility; course-taking patterns of students, including advanced placement and honors courses; graduation rates; rates of grade retention; and evidence of non-academic outcomes concerning the general health and well-being of students.  

To learn more about modes of assessing goals for student learning and development, CLICK HERE.[link 3z]

Step 3C--Conduct Preliminary Analysis of KEYS Survey Data to Facilitate Goal Setting and the Assessment of Student Performance  

An initial analysis of KEYS survey data should focus on issues that would confront reaching consensus on goals and collaborative problem solving. The goal at this stage is not, foe example, to initiate programmatic efforts to address the development of shared values or capabilities and commitments related to collaborative problem solving. Rather, the purpose of using the KEYS data at this point in the school improvement process is to increase awareness of potential difficulties in reaching consensus on priority goals  and undertaking data analysis.

The preliminary analysis of the KEYS survey data can facilitate reaching consensus on school goals and modes of student assessments in two important purposes. First, it alerts everyone to issues that may arise in setting goals for student learning and development.  For example, perceptions about the absence of collaboration may affect the ability to work together and should caution leaders about the readiness of the school community to genuinely agree on priorities. While the process of improvement that begins with assessing any gaps between student performance and goals for student learning cannot wait on the development of a collaborative school culture, recognizing that the collaborative skills and dispositions in the school are not what they could be is a caution that goal setting may require more effort than previously thought and that apparent consensus might be illusory. 

Second, preliminary analysis will identify issues that need to be worked on as the school improvement process proceeds if priority goals are to be met. For example, a team of teachers might begin to develop a plan for enhancing collaborative dispositions, skills and opportunities. Even if the KEYS survey suggests that the school is relatively strong with respect to collaboration, it may be useful to have a group work on how collaboration can be further facilitated because collaboration is essential to every part of the improvement process.  For example, the team working on improving collaboration might look at whether more time be found for the school staff to engage in collaborative problem solving on a continuing basis, 

Some KEYS Survey Data with Particular Relevance to Goal Setting

School conditions that can be identified by the KEYS survey that would be particularly useful in anticipating challenges in the setting of high goals for student achievement include those related to: 

· confidence that significant improvement in student learning is possible (e.g., 1.4 and 4.3).  For additional information, CLICK HERE.  [link3b]
· a sense that progress toward priority goals is taken seriously and will be rewarded (e.g., 1.1, 1.2, 1.5, 3.1. and 3.3). For additional information, CLICK HERE.[link3c]
· beliefs that the views and judgments of all members of the school community are considered and valued (e.g., 2.6 and 2.8). 

· capacity for collaborative decision making (e.g.,  2.1, 2.3, and 2.9). For additional information, CLICK HERE. [link 3d] 
· a perception of shared responsibility for student learning (e.g., 1.2, 2.5 and 2.6). For additional information, CLICK HERE. [link 3e]
· support for state or district performance standards (e.g., 4.4). 

Some KEYS Survey Data with Particular Relevance to Agreeing on Assessment Strategies

Accurately assessing student learning is invariably difficult.  When assessments serve multiple purposes and are of interest to multiple stakeholders, the danger is that single and simpler measures of student achievement will dominate decision making in the allocation of resources and the definitions of school effectiveness.  Thus, schools are challenged to maintain a repertoire of assessment strategies that serve different purposes but that fundamentally inform instructional practice for both individuals and for the school community.

Indicators and responses to specific questions in the KEYS survey that may help is gaining agreement on ways to assess whether students are achieving priority goals, in addition to those noted above related to collaboration, include: 

3.2 Academic Assess: Academic Programs Are Assessed Regularly

Two of the three questions that comprise this Indicator document the extent to which the effectiveness of educational programs is evaluated. Question 13F deals with the clarity of the standards against which programs are evaluated.  One could imagine that standards could be clear but programs not consistently evaluated and vice versa.  One would expect the clarity of goals in Key 1 to be reflected in the clarity of program standards.

3.3 Consequence Assess: Assessment Results Have Consequences for Students and Staff

Three of the items that make up this Indicator document the consequences for teachers, school administrators and students resulting from the interpretation of student performance data. Question 14A deals with whether teachers have the resources they need to interpret assessment results, a very different issue than consequences.  Studies of data-based decision making often find that teachers—and administrators—need help in working with data.  The issue here is not only what the data mean but what evidence can be brought to bear on the development of ways to improve student learning.

3.4 Variety Assess: A Variety of Assessment Techniques Are Used

This indicator measures the extent to which multiple ways are used to assess student performance.  It may be useful to look at the individual questions that make up this Indicator.  It would be surprising if most respondents did not identify teacher-made test and standardized tests as being used often in their schools.  But student demonstrations and exhibitions of their work, and student self assessments may be less common in some schools.  Teachers may feel that they want to use these types of assessments but that external pressures to show student progress on standardized tests make this difficult.  If so, learning how other schools have kept a rich array of assessment strategies may be useful.

Analyzing and Interpreting KEYS Survey Data: A Primer
A caution—as the KEYS data are examined, there may be interest in dealing immediately with perceived weaknesses in school conditions identified by the KEYS survey at the expense of developing clear goals and productive assessments and doing the detailed analysis of student learning that will help to focus energy on efforts to improve specific deficits in student achievement. School leaders need to keep the focus on how well priority goals for student achievement are being met.

If your school team needs assistance in analyzing the KEYS survey data, it will find that a primer provided here can help in exploring how you can use quality tools to analyze data. You will see how doing this can help your school improvement team determine the meaning behind information gathered from the KEYS 2.0 survey. Data analysis is an essential skill you need to acquire because data in and of itself has no meaning. It’s only through the process of reflection and analysis that information can be useful for making effective decisions. To use this source of assistance CLICK HERE [link 3f]

____________________________________________________________________

Links

Link 3A

Setting Priority Goals

Research and Commentary
F. Newmann,(2007) Achieving High-Level Outcomes for All Students: The Meaning of Staff-shared Understanding and Commitment, Chapter 3 in The Keys for Effective Schools book. Newmann identifies why shared values and high expectation for students are essential to school effectiveness.

J. D. Bamburg, (1994), Raising Expectations to Improve Student Learning, available at http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/le0bam.htm
W.D. Hawley & G. Sykes (2007) Continuous School Improvement, Chapter 10 in The Keys to Effective Schools book.  This essay argues that clear goals and a relentless focus on student performance are essential to and drive continuous improvement in student learning.

K. Leithwood, et al., (2004) (PDF)  How Leadership Influences Student Learning, Leithwood and his colleagues summarize the basics of successful leadership including working with staff to set a clear vision of priorities and ways of reaching those goals.

B. Portin, et al. (2003) (PDF) Making Sense of Leading Schools: A Study of the School Principalship. This study identifies the core tasks of effective principals, including their role in fostering shared commitments to high standards of student achievement.

Video Commentary

· Mark Smylie, Professor of Education at the University of Illinois, Chicago, describes the characteristics of schools that were able to improve in Chicago emphasizing the importance of professional collaboration and shared responsibility.
· Sam Stringfield, Professor of Education, University of Louisville, describes how data enrichment around clear goals facilitates communication and the setting of priorities.  

· Don Rollie, the National Education Association, talks about the role KEYS can play facilitating communication across goals, and even schools, to create information and a readiness fro school improvement planning. Video from Challenge 1.
Tools for Goal Setting
Link 3a2 is p. 1.8, Part 2, Facilitators’ Guide

____________________________________________________________________

Link 3a3 includes p. 114 of the Action Guide, p.111 of the AG, pp. 3.3-3-14 of the FG, Part 2, 

and J. Vincenzo & F. Ricci, (1999), Group Decision Making: A Tool Kit for Schools, Washington, DC: National Education Association, pp. 95-96

____________________________________________________________________

Link 3a4 

pp. 5.2-5.3, Part Two of the FG

__________________________________________________________________of the Link 3a5

pp. 5.4-5.23, Part Two of  the FG

___________________________________________________________________
Link 3B

KEYS Survey Data

In successful schools, the school staff believes that they can make a significant difference in how much students can and will learn, especially students who are struggling to keep up or arrive in their classrooms well behind other students . The KEYS indicator (1.4- School Operates Under the Assumption that All Students Can Learn) focuses on this belief. 

It is certainly true that some students are much less ready to learn than others because of their experiences outside of school. The issue is whether teachers and administrators believe that this destines students to low achievement.  Many schools “beat the odds” through commitment to student success, excellent teaching, and outreach to families and communities, among other practices.  Question 2I and other items in Indicator 1.2 are worth examining here—do teachers “assume most of the responsibility when students fail”, as well as Indicators related to family engagement (e.g., Indicators 2.2, 2.4 and 2.8). Indicator 4.5 deals with teachers’ perception that they are prepared to meet the needs of all students.  Indicator 6.5 seems to be a good measure of whether teachers believe that all students can learn because it focuses on whether teachers believe that they can make a difference, through instructional interventions, in accelerating the achievement of  students who have not been succeeding.

Research and Commentary

P. E. Barton (2003). (PDF) Parsing the Achievement Gap: Baselines for Tracking Progress. This report identifies various reasons for the achievement gap to put what schools can do in context. This report implicitly suggests direction for partnerships between schools and other sources of influence on student learning.

NEA, Making Low-performing Schools a Priority: An Association Resource Guide
Center for the Future of Arizona & Morrison Institute for Public Policy (2006) Why Some schools with Latino Children Beat the Odds…and Others Don’t. See especially pp. 22-43.  While this report focuses on Latino students, the recommendations are applicable to all students.  Additional information available at: http://www.arizonafuture.org/latinoEd/index.html
Educational Research Service (2001). What Can Schools Do to Reduce the Achievement Gap. Available at  http://www.ers.org/otsp/otsp3.htm. This report summarizes what schools have done to meet the needs of diverse student populations.

D. M. Ogle (1997). Critical issue: Rethinking Learning for Students at Risk.  Available at 

www.ncrel.org/sdrs/areas/issues/students/atrisk/at700.htm. This report reviews research on strategies for accelerating the learning of students who are struggling in school.

J. Langer, et al. (2000). (PDF) Guidelines for Teaching Middle and High School Student to Read and Right Well: Six Features of Effective Instruction.  The title of the report describes its content well.

NEA (2005) Culture, Abilities, Resilience, Effort: Strategies for Closing the Achievement Gaps. NEA, Washington, DC.  The materials embodied in NEA’s C.A.R.E initiative discuss the importance of strategies for setting and meeting high goals for students of diverse races and ethnicities. 

________________________________________________________________________

Link 3C

KEYS Survey Data

Indicator 1.5 (School District Administrators Support Staff Efforts and Monitor Progress Toward Achievement of Goals) does not deal directly with whether district administrators support staff efforts to achieve high goals for students but there are two items in this indicator that are relevant to goal setting—one deals with whether the district influences decision-making at school sites; the second deals with whether the district closely monitors student progress over time. It would be surprising if both of these items were not agreed to by most teachers in a school.  Whether the district supports improvement efforts is covered by Question 2A (and perhaps 2B).
Research

R. Elmore, Local Districts and Instructional Improvement (2007), chapter 12 in The Keys to Effective Schools book.  In this chapter, Elmore argues that districts need to focus on teaching and learning at the school level.

M. Knapp, et al., (2003) Leading for Learning: Reflective Tools for School and District Leaders. This report identifies several things that district leaders can do to support improvements in teaching and learning.

____________________________________________________________________

Link 3D

KEYS Survey Data

Indicator 2.1 (School Administrators and Staff Collaborate in Problem Solving in a Climate of Non-threatening, Two-way Communication), 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 has indicated that such a culture is critical to a school’s capacity for continuous improvement. Most of the items focus is 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.

Indicator 2.3 measures the extent of cooperation among teachers across grade levels, subject matter and school 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 can be examined by looking at whether staff and faculty agree on key survey items.

Question 6F asks whether teachers believe they 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.

Research
· 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.

· Wisconsin Center for Educational Research (2003). Power, Conflict and Community in a High School Interdisciplinary Team. Available at www.wcer.wisc.edu/publications/WCER_Highlights/Vol.15_No.3_Fall2003/WCERnews_Vol15_3revised.pdf.  This research describes difficulties involved in collaboration and suggests ways of dealing with them.

· P. Grossman, S. Wineburg, & S. Woolworth (2000, December).  What Makes Teacher Community Different from a Gathering of Teachers? Available at www.depts.washington.edu/ctpmail/PDFs/Community-GWW-01-2001.pdf.  This paper distinguishes between professional collaboration focused on student learning and less demanding forms of teacher interaction suggesting the characteristics of the former.

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

· Pedro Reyes:Professor of Education, University of Texas, Austin. Pedro Reyes discusses how KEYS contributes to common efforts that leads 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.

· 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. 

_______________________________________________________________

Link 3 E

Keys Survey Data

Survey Indicator 1.2 (Teachers, Administrators and Other School Employees Take Responsibility for the Achievement of Challenging Standards for All Students)
deals with teachers’ commitment to setting high standards for student achievement (Questions 3A & 3B). It also focuses on whether teachers take collective responsibility for assisting students in their classrooms and in the school as a whole (Questions 3E-F & 2I) and whether teachers are implementing state and national standards for curriculum, assessments and performance (Questions 3C-D). 

Research clearly shows that effective schools are characterized by a culture of shared responsibility for ensuring that all students meet high standards.  All of the questions in this indicator relate to that general condition.  However, it may be that teachers are collectively committed to student learning but skeptical about state and district standards. So, examining whether responses to Questions 3C-D differ from responses to other items that make up the indicator may be worthwhile.

Research

Laura Logerfo (2006) (PDF) “Climb Every Mountain”. Teachers who believe that they must and can make a difference in student learning are more successful than those with lower expectations for themselves and their students.

K. Leithwood, (2007) Organizational Conditions to Support Teaching and Learning, Chapter 9 in The Keys to Effective Schools book.  Leithwood emphasizes the importance of shared responsibility for student achievement.

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

_________________________________________________________________________

Link 3F

A Primer on Analyzing KEYS Survey Data

Think of this as having two parts. The first part describes how the survey data are reported and makes suggestions about how to analyze the data. The second builds on the suggestions in the first part with some general guidelines for organizing and using the survey data.

Part One

Understanding Your KEYS 2.0 School Data

Insert text from pp.3.3-3.9 and 3.18 from Part Three of the FG
Part Two

Guidelines

GUIDELINE #1 - Design A Systematic Approach

Design a systematic approach for analyzing your data. This process will develop in a logical way as you become more comfortable with what’s being learned.

Need example?
GUIDELINE #2 - Let Data Influence What You Are Learning

As you delve deeper into your analysis, let the data being analyzed influence what you’re learning.

Need example?
GUIDELINE #3 - Look For Emerging Themes & Patterns

Look for emerging themes and patterns – watching for unique ideas you hadn’t considered, but ones that may influence your thinking.

GUIDELINE #4 - Organize Your Data In Terms Of What You’re Learning

Organize your data in terms of what you’re actually learning from them -- not on assumptions you might be bringing to your analysis.

Need example?
GUIDELINE #5 - Do Not Censor Data

Don’t censor the data, even if you don’t like what you’re learning. This means including data that don't necessarily reflect change or growth. All of this is part of the learning experience and can very informative.

GUIDELINE #6 - Review Data Several Times

Review your data several times since new ideas can occur to you, providing a fresh perspective.

GUIDELINE #7 - Consider Creating Visual Images

Consider creating visual images of what you’re learning. For instance, they could take the form of a grid … an idea map … a chart … or some visual metaphor. All of these possibilities can help make sense of the data -- and bring your ideas to life visually.

GUIDELINE #8 - Write Notes To Yourself

As you’re sorting data, write notes to yourself. Doing that can help you step back and get a look at the big picture. Small, stick-on notes work great for this.

GUIDELINE #9 - Share Your Findings

It’s a great idea to share your findings with a group of colleagues to see if new questions emerge.

GUIDELINE #10 - Write Down What Actions Could Be Taken

As a result of the data’s interpretations, write down what conditions that could influence goals setting and the analysis of evidence related to student performance.

When undertaking the KEYS approach to continuous school improvement, sometimes you’ll be collecting and analyzing data simultaneously. But if you don’t approach these tasks in an orderly fashion, your efforts may at times seem more like a three-ring circus. So it’s important to understand these processes – and to be open to new ways of thinking, as you learn more from your data.

Here are several suggestions to help you do examine and organize what you are learning from your data:

Review all of the information you’ve collected,

making notes as you go.

Be sure to look for the big picture in the form of overall patterns and themes you see in the information.

Key words and phrases can trigger themes. These can be determined by scanning your data. But don’t do that using preconceived ideas of what you think the categories are.

It can be very helpful to narrow the data down to make it more manageable. For instance, focus on three to five of your most compelling and interesting themes. Remember your focus here is on conditions that could influence goals setting and collaborative problem finding.

Go through all of your data to code or label information according to the themes. Doing that can help you organize ideas.

Some ideas may fit into more than one theme, so create sub-groups under each one.

Write continuously, jotting down what you’re seeing … what questions are emerging … and what you’re learning. Keep notes on those new ideas which are unanticipated. These may be findings or surprises which you had not planned.

Review your information after it’s coded and labeled. Do this to see if there’s a frequency of certain items.

You may be able to spot powerful, interesting, and unusual comments or behaviors that may be of interest. This could give you new insight about something very important.

Identify main points that appear most frequently and are the most powerful.

You can be sure that it’ll be difficult to let go of some information. But it’s essential that you sift through it carefully.

Write down major points that come out of your data. You can do this according to theme … chronologically … or in the different modes you used for collecting the information.

Lastly, draw your data together to include evidence that supports each of your themes. Do it so that conclusions can be drawn, based on the evidence being presented.

After you’ve analyzed the collected data, a number of questions need to be asked – and answered.

Guiding Questions

Questions/Items to be tracked:

* Was the school or School Improvement Team trained   in how to read and interpret the data report and the data points?

    * Who were the participants?

    * Who conducted the training?

    * What was covered in the training?

    * Was the school staff informed about its KEYS results?

    * Who provided technical assistance if needed?

    * Were the results and decisions shared with the larger school community?

Link 3Z

To Learn More

· Baker, E. L. (2007). Teacher use of formal assessment in the classroom. In W. D. Hawley and D. L. Rollie (Eds.), The Keys to Effective Schools book (pp. 67-84) Thousand Oaks, CA: Corwin Press. Eva Baker discusses how teachers could use formal, standards-based performance assessments in their classrooms.

· Earl, L. (2007). "Assessment as Learning" in The Keys to Effective Schools book, pp. 85-98. Dr. Earl outlines her views on classroom-based, student assessment arguing that the consideration of student work should be ubiquitous and focus less on judging and more on the facilitation of student learning.
· Stiggins, R. J. (1999.  Classroom Assessment for Student Success. NEA: Washington, D.C. The contents of this 57 page book prepared for the NEA is nicely summarized by some of the chapter headings: relating assessment to effective schools, assessment and student motivation, achieving excellence in assessment, and developing assessment literacy.

Video Commentary

· Pedro Reyes, University of Texas, Austin, discusses how self-assessment of conditions affecting teaching and learning helps schools stay focused on students even in the context of high stakes accountability.

· Peter Afflerbach, University of Maryland, discusses the need for a balanced approach to assessment and focuses on how assessment can be used to directly to enhance teacher effectiveness and student learning.

· Michael Young, University of Connecticut. Michael Young shares his views on assessment to facilitate learner-centered instruction.

· Lorna Earl, University of Toronto, discusses how we tend to use and how we should use assessments for student learning.

Tools

In a brief book commissioned and published by the NEA (Assessing Learning in the Classroom: 2000), Jay McTique and Steven Ferrara provide ways of organizing and analyzing alternative ways of assessing student performance that serve different purposes.

