Step 6: Teacher Learning and Continuous School Improvement 

Overview
Research clearly shows that teacher expertise is the most significant school-based influence on student learning. Therefore, one would think that investments in enhancing teacher expertise would be a major focus of school improvement efforts.  However, while virtually all school improvement proposals assert that professional development is important, the level of investment in teacher learning is seldom substantial.  Moreover, much of the investment in professional development does not result in significant changes in teacher expertise and is not accompanied by changes in conditions in schools that would support the use of newly acquired expertise. In the literature on professional development, one sees an increasing attention to embedding teacher learning opportunities in the day-to-day work of schools and spending less time in formal, instructor-centered situations and more time developing expertise in the context of collaborative problem solving that characterizes professional learning communities.

School improvement almost always calls for enhancing the knowledge, skills, and dispositions of teachers (and supporting staff). Whatever course of action a school adopts, success usually hinges on providing support and resources for teachers to strengthen existing expertise or to learn new practices.  Teacher knowledge and skills are at stake as well as their beliefs and attitudes, their motivations, their willingness to commit, and their capacity to apply new knowledge to their particular school and classrooms. 

It may be that the school staff has the expertise it needs to implement the strategies that have been decided upon. This, however, is unlikely.  Almost always, taking on new responsibilities means that school personnel will need to develop new capabilities or strengthen existing ones. Moreover, professional development and implementation usually should not be separate steps in the process of change.  While initial readiness may require intensive professional development, the process of implementation will uncover additional needs for learning new skills and dealing with doubts about the efficacy of the improvement initiative.

Developing and Implementing Strategies and Conditions for Enhancing Teacher Expertise

Continuing  professional development is essential to continuous improvement whether new initiatives are being implemented or school staffs are seeking to enhance the effectiveness of programs already in place. Each of the previous Steps in the KEYS-CSI process provides opportunities for teacher learning. In the continuous improvement process, professional development is driven by the analysis of student needs, is targeted  on specific skills needed by individuals and groups of teachers, and is on-going and integral to the implementation process. Conditions influencing teacher learning are established within the school to support continuous improvement, including attention to such matters as schedules, teacher assignments, use of meetings, resource development, cultivation of shared leadership, formation of teams, and related matters.  

Developing and implementing strategies and conditions for enhancing teacher expertise involves the following processes:

Creating conditions that support on-going collaborative professional learning.

Determining what the content of the professional develop experiences should be.

Designing targeted professional development programs and practices.

Identifying what resources are needed and where they can be secured.

Integrating professional development with the comprehensive plan for school improvement.

Implementing and evaluating the effectiveness of the professional development strategies.

These six processes are discussed in more detail below.

Creating Conditions that Support On-going Collaborative Professional Learning

Each of the five processes discussed below create a context for teacher learning that is on-going and embedded in  the day to day work of the school.  Such learning is typically not defined as professional development but it may be the most powerful source of enhanced teacher expertise over time.  Two conditions are essential to the development of professional learning communities:

Shared responsibility for improving the learning opportunities and outcomes for all students in the school. To learn more, CLICK HERE [link 6a]

A commitment, matched by related interpersonal capabilities, to engage in collaborative problem solving. Research shows that professional development is more likely to result in school improvement when teachers engage in collaborative learning and problem solving. These skills and dispositions include:

· Listening skills

· Non-judgmental communication

· Perspective taking

· Openness to new ideas
To learn more, CLICK HERE [Link 6b]

Determining the Content of Professional Development

Focus on Student Performance

Research on training suggests that most people are not very good at knowing what they need to know. The more expert, the better one is at assessing what more one could do.  But for most of us, what we think we need to know more about with respect to our everyday responsibilities is guess work. So, on what criteria is the content of  professional development programs determined?  One obvious answer is that the introduction of new curricular or instructional programs define new needs for learning—at least for most.  But in the context of continuing improvement, the other most instructive source of information about the content of professional development is analyses of student performance—the gap analysis discussed in Step 4 that identifies the priorities for improvement.  Thus, the first design principle for designing professional development:

Professional development should be based on collaborative analyses of the differences between (a) actual student performance and (b) goals and standards for student learning. 
This principle is one of ten research- based design principles to be discussed in this KEYS-CSI Step (7). To see a list of these CLICK HERE [link 6d]

Most states have already or are currently implementing standards for assessment and performance and these will drive the content of professional development. Indicator 4.3 (Teachers are prepared to use state or district standards) examines the extent that 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.

Increasing attention is being paid to whether teachers “know their subjects”. To learn more about this, CLICK HERE. [link 6e]

Engage School Staff

While individual teachers, as is the case for most professionals, may be better at knowing what they want to learn than they are at knowing what they need to learn, it would be foolish to design processes for enhancing teacher expertise without involving those who are to learn new things in shaping  their learning experiences. This yields a second principle for designing the content of professional development:

Professional development should involve teachers in the identification of what they need to learn and in the development of the learning experiences in which they will be involved. 
Use Research on Promising Practices in Selecting Content
A third principle for designing professional development is:
The content of professional development should reflect the best research on the given topic (e.g., how to enhance the literacy of adolescents).
While this is rather obvious, it is not so easy to determine the reliability of “research-based” claims made for particular practices and programs. Almost every source of professional development content claims to be research-based.  And, to be sure, one can probably find some research to support almost any proposition about how to improve student learning. As noted in Step 5, a careful evaluation of the evidence in support of the improvement initiative for which professional development is essential and how one might do this was discussed there.  But this point bears repeating, in part because professional development is not always part of a new improvement initiative. Indeed, professional development is part of the ongoing process of continuous school improvement and it should happen, formally and informally, at every stage Step in the KEYS-CSI process. To learn more about how much faith one can place in particular programs and practices, CLICK HERE [Link 6f]

Target on Student Learning Challenges
Too often, professional development aimed at improving instruction is poorly targeted at what teachers need most to know.  This, of course, varies in any given context.  But it is not uncommon for the content of professional development to be too general and to fail to connect with specific instructional strategies that meet the needs of particular students. For example, refreshing teachers’ knowledge of subject matter or teaching about research on particular instructional strategies is usually insufficient. Hence a fourth professional development design principle:

The content of professional development should focus on what students are to learn and how to address the different problems students may have in learning that material.

When teachers are asked about the instructional challenges they feel they need to be better prepared to meet, many teachers say they want to know more about how better to teach students with “special needs”.

To learn more, CLICK HERE [Link 6g]

Designing Particular Professional Development Programs and Practices

The collaborative decision making and learning that occurs in every step of the KEYS-CSI process provides opportunities for professional development.  The discussion here identifies programs and practices that are more formal though many of the characteristics of effective professional development identified here apply to less structured opportunities to learn where the activity is not usually defined as professional development. For example, most professional development should be based on the analysis of student performance and such analysis, when done collaboratively, can provide opportunities for increasing expertise.

Structuring professional development activities involves three sets of considerations:

· For whom should professional development be designed?

· What does research suggest are the best processes and practices for structuring professional development activities?  

· What resources will be needed, including resources to deal with potential difficulties might undermine the implementation of those practices? 

Who Should be Involved in Particular Professional Development Experiences?

People will have different levels of knowledge and some will need to learn more than others.  There is some value in having all those involved in the implementation of the improvement practice participate to develop common understandings and to promote peer learning. But this is a matter of judgment. Requiring staff to learn things they already know can misuse resources and undermine motivation in furthering expertise.

It is important that professional development be tightly focused on the capabilities to address particular challenges involved in implementing the new improvement strategy.  This, of course, may mean that different staff members may need different opportunities to enhance their expertise. If new initiatives do not require that everyone involved learn new skills, how can some teachers and staff be involved but not others?  This is tricky, of course, but the guideline for this is straightforward. The first design principle for professional development noted above is:  professional development should be based on collaborative analyses of the differences between (a) actual student performance and (b) goals and standards for student learning. Such analysis defines teacher needs for learning.
One of the most important foci of professional development is the mentoring of new teachers and teachers who are struggling.  To learn more about mentoring programs for beginning teachers, CLICK HERE [link 6h]

Structuring Professional Development Activities

There are three principles that speak directly to the way professional development activities should be organized whenever feasible:


· Professional development should provide experiential opportunities to gain an understanding of and reflect on the research and theory underlying the knowledge and skills being learned. 

· The way teacher learning is facilitated should mirror the instructional approaches they are expected to master and allow teachers to experience the consequences of newly learned capabilities.

· Professional development should be continuous and on-going, involving follow-up and support for further learning, including support from sources external to the school that can provide necessary resources and new perspectives. 


To learn more about the characteristics of effective professional development activities, CLICK HERE [link 6i]

Identifying and Developing Needed Resources 
Designing effective PD strategies involves anticipating and preparing for influences that may undermine efforts to implement strategies consistent with the design principles discussed in this step in the KEYS-CSI process.  Possible obstacles to effective PD, many of which are shaped by local conditions, include the inability to secure all of the resources needed to maximize the effectiveness of the PD plan, such as the need for more time,  expertise, money, staff motivation, and administrative support. 
Time for Collaborative Learning

Good PD requires that teachers have opportunities to learn together over time. There are a number of ways to find time within the school day, week or year. These include:

· Double existing planning time in alternate days

· Schedule common planning time around non teaching time

· Combine classes to create larger classes to free up some teachers, e.g., for physical education

· Combine classes on an ad hoc basis to free up a teacher to visit  or otherwise bring back knowledge to the team or school

· Create learning activities that do not require the presence of certified teachers

· Early release days once a week or twice a month
To learn more about alternative ways to find time for professional learning, CLICK HERE. [link 6j] 
Expertise  
Does the school have access to the expertise it needs to develop new knowledge and skills?  It desirable to find needed expertise in one’s own school or district so that the support needed for continuing learning will be available over time.  Some schools and districts invest in the development of selected individuals’ expertise on particular topics so that they can serve as learning resources.  Specially trained coaches and National Board certified teachers can be important in-house resources.

As with the content of professional development, it is not always easy to know if university faculty or professional trainers who are being considered as providers of the learning opportunities that make up professional development are really knowledgeable.  Too often, style trumps content expertise…have personality and group process skills, will travel. Some questions that can be asked are:

· What evidence is there that the trainer knows material in depth?

· What do people who have worked with the provider say about what they were able to put in place as a result of the experience?

· Is there any continuing support for implementing what has been learned?

Money

The most common needs for money have to do with the three needs above—making time for learning by hiring substitutes or paying teachers extra for extra time, learning resources and equipment, and paying consultants.  The quest for money to support PD usually starts with the pursuit of district funding or grants from local foundations and organizations.  While this makes sense, looking for possibilities to reallocate funds now being used for less essential professional development activities and for other purposes may be productive.


Motivation of Participants in Professional Development

When there are very different levels of commitment to the new direction among those who are responsible for its success, this will show up in the level of effort invested in professional development. Some of the reasons why members of a school staff may not be motivated to participate enthusiastically in planned professional development activities include:  

· Lack of agreement that new approaches are needed (“the problem, if there is one, is rooted elsewhere….”).
· Beliefs that support for implementing new strategies will not be adequate. 
· Conflicting demands on teachers time.
· Concern about the capacity to be successful with the new skills to be learned (“I was never good at….”).

· Past experience with “time-wasting” professional development.
Some studies find that teachers are, overall, skeptical about the usefulness of much of the professional development they have experienced.  If this is the case in your school, it could undermine motivation to invest in new professional development activities. Indicator 4.1 (Professional development directly improves teaching in this school) examines beliefs about the impact of your school's professional development program on the knowledge, skills, abilities, and attitudes of teachers and other staff. Specifically, this indicator assesses beliefs about how well your school's professional development has helped teachers to deepen understanding of subjects taught, make changes, understand students, and align teaching with accepted standards.
Leadership Support

Securing needed resources and dealing with possible difficulties in maximizing the effectiveness of professional development is where leadership—from administrators but also from teacher leaders--comes in.  School leaders can work with recalcitrant or doubtful staff members, district support can be generated and potential conflicts with district policies may not be those in which district leaders are invested, and new resources can be added or current allocations of funds and time commitments can be changed.  The point is that making the resolution of difficulties in implementing the professional development plan and securing needed resources as part of the planning process is important to ensuring the effectiveness of both professional development and the proposed school improvements. If potential difficulties in effectively implementing the original design for professional development cannot be dealt with, the initial plan may need to be revised. 

To learn more, CLICK HERE [link 6L]
Integrating Professional Development with the Comprehensive Plan for School Improvement

Too often, professional development is episodic response to an immediate problem or an opportunity driven by external funding and deals with only part of the problem teachers confront when trying to improve student achievement.  If professional development is to be effective, it must deal with authentic problems and needs to do so over time. Moreover, unless PD is carried out in the context of a plan for school improvement, it is unlikely that teachers will have the resources and support they need to fully utilize what they have learned.  Thus, our ninth principle for designing professional development:

Professional development should be connected to a comprehensive change process focused on specific goals for improving student learning.
Saying that PD should be consistent and continuous does not mean that PD should be scheduled over a year or semester but that it should be developmental in nature and responsive to teachers’ needs to learn more as they try and evaluate newly learned practices.

Indicator 4.9 of the KEYS survey (Staff development is consistent, comprehensive and related to practices in the school) examines whether your school's professional development program is perceived as being consistent with its school improvement plan or restructuring efforts, and whether it is sustained and coherently focused. It also examines whether professional development activities afford opportunities for collegiality, and whether the professional development activities include sufficient time to evaluate their impact on subsequent schooling processes (e.g., school improvement, student outcomes).

Implementing and Evaluating Professional Development Activities

It should be recognized that people are not always good at assessing what they have learned or its usefulness.  Many studies show that teachers (and administrators) sometimes evaluate specific professional development experiences positively but do not change their practices.  One reason for this is that there is seldom an evaluation of a professional development experiences that focuses on changes in student learning.  Nonetheless, knowing how useful the professional development program has been or is in a school will help improvement teams anticipate the readiness of teachers to pursue new directions and the priority that might be placed on such initiatives.  Thus, the final design principle for professional development deals with the evaluation.

Evaluation of professional development should incorporate multiple sources of information on (a) outcomes for students and (b) the instruction and other processes that are involved in implementing the lessons learned. 
One can think of the typical PD plan as have two parts.  The first part involves the preparation needed to acquire the new skills and knowledge needed to enact the improvements scheduled for implementation.  This may involve workshops, intensive sessions and other activities prior to initiating the new practice.  But, it is certain that this will not be sufficient.  Even when teachers feel that they have sufficient expertise to move forward, actual experiences will often surface things not well understood or that need adaptation.  Moreover, when the initial professional development leads to improvements in student  learning, teachers will want to know how to take their success to a higher level. Thus, the second part of the professional development plan anticipates on-going support for professional learning in the context of collaborative problem solving and encompasses three distinct but interrelated activities—action, assessment, and additional learning. These processes go on continuously as the program that is the focus of professional development is implemented. In other words, professional development becomes an integral part of program implementation providing new opportunities for teachers to learn as they assess, formally and informally, the effect of the new program on student learning. 
If efforts to improve teacher expertise do not result in improved student learning , the professional development program being implemented may need to be revised. This may call for a less intensive version of the professional development cycle described in this Step of the KEYS-CSI process. 

If modifications in teacher learning lead to enhanced expertise but do not lead to  improvement in student learning, changes in the target program may be necessary. Of course, improvements in student learning set the stage for further improvements; this is the expected condition.  Continuous school improvement involves both the continuous improvement of professional expertise and the evolution of programs and practices. 
If program revision is needed, the collaborative problem solving phase (Step Five) of the KEYS-CSI process is engaged.  Often this leads to small changes that modify common practice and require no change in policy. In fewer cases, more substantial changes are required.
To learn more about evaluating professional development, CLICK HERE [link 6m]

________________________________________________________________________

LINKS
Link 6a

A Sense of Shared Responsibility for Student Learning

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 6b

Collaborative Problem Solving

KEYS Survey Data

Given the importance of collaborative learning among members of the school staff in shaping the effects of professional development on student learning, the survey responses captured by Key 2—Open Communication and Collaborative Problem Solving (especially 2.1, 2.5 and 2.9)--should be examined in considering the opportunities and challenges involved in improving professional development (PD) in your school..

To Learn More

· 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
______________________________________________________________
Link 6c

No Link 6c

___________________________________________________________________________

Link 6d

Design Principles for Learner-Centered Professional Development

Principle 1.  Professional development should be based on collaborative analyses of the differences between (a) actual student performance and (b) goals and standards for student learning. 
Principle 2: Professional development should be primarily school-based and built into the day-to-day work of teaching. 
 Principle 3: Professional development should involve teachers in the identification of what they need to learn and in the development of the learning experiences in which they will be involved. 


Principle 4: The content should reflect the best research on the given topic (e.g., how to enhance the literacy of adolescents). 

Principle 5. The content of professional development should focus on what students are to learn and how to address the different problems students may have in learning that material. 


Principle 6:  Professional development should provide experiential opportunities to gain an understanding of and reflect on the research and theory underlying the knowledge and skills being learned. 

Principle 7: The way teacher learning is facilitated should mirror the instructional approaches they are expected to master and allow teachers to experience the consequences of newly learned capabilities.

Principle 8: Professional development should be continuous and on-going, involving follow-up and support for further learning, including support from sources external to the school that can provide necessary resources and new perspectives. 



Principle 9: Professional development should be connected to a comprehensive change process focused on specific goals for improving student learning. 

Principle 10: Evaluation of professional development should incorporate multiple sources of information on (a) outcomes for students and (b) the instruction and other processes that are involved in implementing the lessons learned. 
Link 6e

Teachers’ Knowledge of Instructional Content

KEYS Survey Data

The intellectual focus of education is largely driven by the existing knowledge base of a school's workforce. Indicator 4.11 (Teachers have strong knowledge of their subject matter) examines the extent to which teachers feel they have mastered the subject matter they teach. 

Clearly, teachers should have in-depth knowledge of the subjects they teach.  But researchers differ about what “in-depth” means.  In any event, it is also clear that knowledge of subject matter is a necessary but not sufficient condition for effective teaching.  Teachers must also know how best to teach particular topics or “content pedagogy”.  

Research

· On the probability that content courses in themselves are inadequate to enhance teacher effectiveness, see W. Hawley & L. Valli (2007), Learner-Centered Professional Development (Principle # 4) in The Keys to Effective Schools: Second Edition,
· See also, Wisconsin Center for Educational Research (2001), More Content Courses? Maybe Not.  At (PDF)  WCER. More Content Courses?
For a primer on learning theory that applies to teachers’ professional development that provides an understanding of the complexities of teaching (and why subject matter expertise is not sufficient), see the chapter on teacher learning in the 2000 report on learning research prepared by the National Research Council (How People Learn) at  http://newton.nap.edu/html/howpeople1/
______________________________________________________________________________

Link 6f

Is the Content of Professional Development Research-based?
Commentary and Tools

Reports of research findings are not always clear and some sources of information about research are more authoritative than others.  It is almost always problematic simply to use “the latest” study or to rely on a single expert.  

The search costs for acquiring reliable knowledge about best practice can be reduced significantly by relying on syntheses of research that  involve a national panel of experts, are explicit about selection criteria, are peer reviewed, and prevent funders and those with conflicts of interest from determining conclusions.  Among the sources that fit these characteristics are the National Research Council (for a list of studies see www.nap.edu), and the What Works Clearinghouse (www.w-w-c.org).  Syntheses of research found in two journals of the American Educational Research Association--Review of Educational Research and Review of Research in Education--are not the work of panels but otherwise meet the tests above. Of course, experts from within the school system and elsewhere should be consulted but it may be difficult to know whether these experts are up to date and open to ideas that are different from those in which they have become invested. 

Involving teachers in identifying the best thinking on a topic—for example, through teacher study groups--is often productive because it builds  expertise within the school that can be called on when issues arise in developing or implementing a particular approach.   An overview of the essentials of action research by teachers is available as Appendix 1 of the KEYS-CSI process.  CLICK HERE to examine that resource. 
[Appendix 1 is pp. 2.5-2.16 of the Facilitators Guide]
___________________________________________________________________________

Link 6g
Focusing Attention on the Learning of Students with Special Needs

KEYS Survey Data

Indicator 4.5 (Teachers are prepared to address the needs of students with diverse learning needs and backgrounds) examines how well the professional staff 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 (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.

Research

There is an enormous literature on how best to meet the needs of children with disabilities, English language learners and students from different cultural backgrounds.

There is also a lot of well-meaning misinformation on these subjects.  

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/menuitem.b71d101a2f7c208cdeb3ffdb62108a0c/template.book?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 have provided useful and research-based assistance in teaching students with special needs:

· www.knowledgeloom.org/crt/index.jsp on culturally responsive teaching. This very useful site has not, however, been updated since 2002.

· 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 6h

Mentoring

KEYS Survey Data

Indicator 4.10 (Opportunities are Available for Mentoring) examines opportunities for mentoring in your school. It examines the complementary situations of mentoring teachers and/or being mentored by teachers in your school.

Research on Mentoring for Novice Teachers

Research shows that mentoring, when carried out effectively, can be important to professional development and can stem attrition, especially among novice teachers.  However, few schools have what experts define as effective mentoring programs.  When mentors lack expertise in the content of those they mentor or lack the skills to facilitate the learning of colleagues, mentoring can be ineffective and even  counterproductive.  The idea of expert coaches to facilitate learning across schools in particular subjects has gained in popularity and can be thought of as a form of mentoring.

· For a brief summary of the characteristics of effective mentoring programs, see W. Hawley (2000), Quality Induction is Crucial.  At the website of the Education Commission of the States, http://www.ecs.org/clearinghouse/11/87/1187.htm#Quality
· Valuable resources for strengthening mentoring for novice teachers see the website of The New Teacher Center at the University of California. Santa Cruz, http://www.newteachercenter.org. For the results of a recent study of the strengths and weaknesses of mentoring programs see, http://www.newteachercenter.org/nyc_policy_paper.php

· The National Commission on Teaching and America’s Future has issued a report on the characteristics of effective induction, how induction can reduce attrition, and support continuous professional growth. See http://www.nctaf.org    (PDF) NCTAF Induction Paper 2005
___________________________________________________________

Link 6i

Characteristics of Effective Professional Development

Research
Note that most of the items below deal broadly with the characteristics of effective professional development.

· Essential elements of effective professional development are summarized by an expert panel in,  American Educational Research Association, Teaching Teachers: Professional Development to Improve Student Achievement.  Research Points, Summer 2005.  Available at www.AERA.net.  Click on Publications. Research Points.

· W. Hawley & L. Valli (2007) review of relevant research and summarize perspectives of professional organizations and research relating to the essential characteristics of productive professional development. See Chapter 8, The Keys to Effective Schools.

· A. Lieberman and L. Miller (2007), Transforming Profession al Development: Understanding and Organizing Learning Communities. The Keys to Effective Schools, Ch. 7. This chapter focuses on building professional relationships within schools and beyond that support teacher learning in targeted ways.

· Judy Salpeter, “Professional Development: 21st Models,” Technology and Learning (2003), pp 34-50. The author uses evidence about best practice in professional development to suggest several way that technology can increase teachers' learning opportunities. Mindful of the barriers to effective technology use, she suggests practical ways to move forward in the face of these constraints. Available: http://www.techlearning.com/showArticle.jhtml?articleID=13000492

· The web site for the National Staff Development Council (www.nsdc.org) identifies standards for professional development on the first page. There is other information you may want to examine. See the test of your professional development IQ on the second page at http://www.nsdc.org/library/publications/tools/tools8-03pdiq.cfm which you may want to take and “Different Ways to Design Staff Development” http://www.nsdc.org/library/strategies.cfm
· The website managed by the Lab at Brown (University) is called The Knowledge Loom. Go there and click on professional development, "Investigate this Spotlight", for research, expert views, and examples of effective practice. (http://www.knowledgeloom.org/pd/index.jsp).

· Hilda Borko, in her presidential address to the American Educational Research Association, reviews significant research on teacher learning to identify priorities for future research on professional development. See, Professional Development and Teacher Learning: Mapping the Terrain, Educational Researcher,  Nov 2004.  At www.aera.net/publications/?id=339

______________________________________________________

Link 6j
Finding Time

KEYS Survey Data

As with most professions, the most useful professional development activities can be face to face professional relationships with colleagues. Indicator 4.6 (Teachers have regularly scheduled time to learn from one another) examines the quality and quantity of teacher to teacher professional development in your school, including administrative meetings and planning periods.

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 to in each week and throughout the school year to facilitate collaboration but these invariably involve tradeoffs and, often, 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 Examples
· To find 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). You can search ways to restructure time in schools. 
· On how to reschedule instructional time, see K. Cushman (1995), Using Time Well:  Schedules in Essential Schools.  http://www.essentialschools.org/cs/resources/view/ces_res/15
_________________________________________________________

Link 6k

There is no link 6k

______________________________________________________________
Link 6L

Leadership Support

KEYS Survey Data

There is no question that PD is most likely to result in school improvement when it is integral to collaborative problem solving based on the analysis of various ways of assessing student performance in light of clear and shared goals. Indicator 4.2 (School administrators and staff work together to provide relevant professional development) 

measures the level of collaboration and cooperation within your school related to producing a meaningful staff development process. Specifically, this indicator assesses how teachers and administrators work together to plan, develop and share professional development activities in your school.

Indicator 4.2 can be thought of as being comprised of two sets of questions.  Questions 39E-G deal with administrator support for collaborative learning; questions 39D and H and 6C focus on interactions among teachers. In most cases, these two sets of actions will be highly related but it is possible that teacher collaboration would occur without the active support of the principal (but probably not if the principal impeded collaboration).

Given the importance of collaborative learning among members of the school staff in shaping the effects of professional development on student learning, the survey responses captured by Key 2—Open Communication and Collaborative Problem Solving (especially 2.1, 2.5 and 2.9)--should be examined in considering the opportunities and challenges involved in improving professional development (PD) in your school..

Research and Commentary
· 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
___________________________________________________________________

Link 6m

Evaluating Professional Development

KEYS Survey Data

Perhaps ineffective professional development has persisted in too many cases because we have not taken seriously the importance of assessing its impact on teacher practice and student learning. Too frequently, professional development evaluations have merely asked participants about their levels of satisfaction with the experiences they had.

One way to evaluate professional development is to look at its impact on teacher s’ instructional behaviors and student outcomes. This is difficult because factors other than teacher expertise account for student learning and performance overtime needs to be analyzed.  In school district where value-added data on student learning is collected, more useful evaluation is possible. But this is still complex and is a good candidate for action research by teacher study groups (for information about action research see resources below).

Of course, the effective evaluation of professional development depends on the existence of a solid program for assessing teacher performance.  Indicator 4.4—Classroom observations and constructive feedback from teachers and administrators are included in professional development) examines the frequency and usefulness of staff feedback that is an ongoing part of the professional development process. Specifically, this indicator assesses how often in the last 12 months observations and feedback between teachers and between teachers and administrators has taken place.
A system of monitoring and feedback that is used among members of the entire school community is one of the most meaningful types of professional development.

While there is no question that feedback is an important resource for further learning, providing feedback that is accurate and authoritative and that can be heard and acted upon by the person receiving feedback is very difficult.  Not surprisingly, feedback teacher get within their schools is general and “never is heard a discouraging word”.  The constructive exchange of evaluative observations depends not only on how these exchanges feel to those involved but on there being a culture of trust and professionalism in the school.
A second professional development evaluation strategy is to compare the characteristics of a school’s professional development program with the characteristics research has identified as effective.

Research

The article below identifies the elements of a comprehensive plan for professional development. Does the professional development plan in your school incorporate these elements?

· C. Rasmussen, S. Hopkins, & M. Fitzpatrick, Good professional development is like a perfect curve ball- its all in the commitment, planning, effort and practice. This article appeared in the Journal of Staff Development, Winter 2004. http://www.nsdc.org/library/publications/jsd/rasmussen251.cfm 

· As noted, professional development activities might be evaluated against the design principles for professional development identified by Hawley & Valli (2007) in Chapter 8 of The Keys to Effective Schools book. For a list of those principles, which have been discussed throughout this Step in the KEYS-CSI, CLICK HERE

[link 7d]

To Learn More
· L. Andrejko (1998). The Case for Teacher Portfolios. Available at http://www.nsdc.org/library/publications/jsd/andrejko194.cfm
· T. Greene (2004). Literature Review for School-based Staff Developers and Coaches.  Available at http://www.nsdc.org/library/schoolbasedlitreview.pdf
· R.DuFour & T. Berkey (1998). The Principal as Staff Developer.  Available at http://www.nsdc.org/library/publications/jsd/jsddufour.cfm
· WCER (2005) Teacher Evaluation and Professional Development. Available at http://www.wcer.wisc.edu/publications/highlights/v17n2.swf
· An overview of the essentials of action research by teachers prepared by the NEA is available as Appendix 1 of the KEYS-CSI process.  CLICK HERE to examine that resource. 
[Appendix 1 is pp. 2.5-2.16 of the Facilitators Guide]
