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

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

distinguishing one practice and its virtue from another.”

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

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

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

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

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

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

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

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

munity outside our own school's walls.”

— Beth Warren, former Teocher,

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

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

fessional development.

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

Collaborative professional learning addresses some

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



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

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

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

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

1. Articles to build foundation knowledge and

provide opportunities for deeper conversation;

OVERVIEW

2. Process maps to make implementation decisions;

3. Tools for team work.

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

New frontier for professional development
in New Jersey

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

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

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

Curriculum Content Standards (CCCS);

e Occurs over time;

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

e Involves educators in collaborative learning;

e Links to a teacher’s teaching assignment;

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

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

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

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

* Is intensive and rigorous;

*  Builds cultural competence; and

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

Reference

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

This tool kit is designed to assist the following audiences:

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

can ..

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

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

Supervisors * Facilitate collaborative professional learning teams;

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

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

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

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

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

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

Professional * Model collaborative professional leaming;

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

providers * Support schools in developing collaborative professional learing teams;

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

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

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



Chapter 1

A NEW

KIND OF
PROFESSIONAL
-VELOPMENT

TOOL

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

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

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

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Most teacher professional development occurs outside the school.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Most teacher professional development is designed by teachers for teachers.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

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



A new kind of professional development

CHAPTER 1

oday’s professional
development requires
a shift from its more

FROM ACTIVITY-DRIVEN

TRANSFORMING PROFESSIONAL DEVELOPMENT

TO RESULTS-DRIVEN

traditional form of

Consensus of opinions

Research-based standards

adult pull-out pro-

grams or after-school Pull-out

Daily job-embedded structures

and summer learning

Provider-driven

Teacher-driven

to a form that brings learning into the fore-

Individual learning

Team learning

front of what teachers experience each day

Generic pedagogy

Content-specific pedagogy

in school. If teacher learning continues to

Focus on adult work

Focus on student work

be separate from the work teachers do each

Process orientation

Results orientation

day, most will continue to view it as irrele-

vant, dissatisfying, and disconnected from

Professional development

Professional learning

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

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

Thousand Oaks, CA: Corwin.

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

This shift in professional learning can be character-

ized in the way shown in the box above.

Activity-driven to results-driven

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

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




A new kind of professional development

ences. The process becomes an exercise in futility rather

than a strategy to improve student learning.

Consensus of opinions vs. research-based
strategies

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

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

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

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

teacher and student learning.

Pull-out vs. daily job-embedded structures

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

Provider-driven vs. teacher-driven

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

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

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

Individual learning vs. team learning

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

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

improvement just makes more sense.

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

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

learning and/or advanced proficiency.

Focus on adult work vs. focus on student work

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

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

Process orientation vs. results orientation

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

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

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

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

Professional development vs. professional learning

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

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

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

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

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

Assessment of current reality
of professional development

* Part 4: Evabustion continucs

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

Iy et

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

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

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

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

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

Tool 1.2

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

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

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

* Institutionalization involves continuous evalua-
tion and improvement.

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

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

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

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

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

school's improvement.”
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TOOL 1.1

Assessment of current reality
of professional development

This tool is a four-part process.

e Part I: Individuals complete the rating scale.

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

small teams.

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

Protocol is used to discuss the schoolwide results.

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

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

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

embedded

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

Choose Column A or B.

OPTION A

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

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

schoolwide results.

OPTION B

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

*  Make general observations about the
distribution of responses.

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

e Identify discrepancies in responses.

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

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

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

PART 4

Repeat assessment in three months.

e Compare new distribution to previous one to
assess progress.

*  Repeat steps of analysis and planning,.

Repeat assessment in six months.

e Compare new distribution to previous one to
assess progress.

e Repeat steps of analysis and planning.

CHAPTER 1

PART 3

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

ANALYZE CURRENT REALITY PROTOCOL

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

*  What do we want professional learning to

produce in our school?

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

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

want to involve in this discussion?

e What are some steps we might take to move

in the direction we want to go?

e Who will be responsible for these actions?

Repeat assessment in one year.

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

Repeat assessment in two years.

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

ost schools and districts have created an artifi-

cial distinction berween working and learning,

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

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

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

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

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

Schools’ tradition of individual teacher autonomy has

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

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

worsened the traditional approach to staff development.

This approach is based on the premise thar schools will

improve if individual teachers are encouraged to pursue

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

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

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

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

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

In each issue of JSD, Rick

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

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

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

HE SAID

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

whether “it alters instructional behavior and practices in

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

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

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

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

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

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

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

CHAPTER 1

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

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

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

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

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

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

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

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

ALIGNING THE STANDARDS:

MAKING
THE CASE

TOOLS

Tool 2.1 New Jersey Professional Standards for Teachers. 1 page

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

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

Where are we?

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

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

Professional development in our school meets New Jersey’s standards for professional
development.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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ollaborative Professional Learning
in School and Beyond is designed
to facilitate the implementation of
New Jersey legislation and policy
regarding teacher professional
development, school leadership,
and student learning. School, dis-
trict, regional, or state agency personnel may find the
tool kit helpful to design collaborative professional
learning that meets state standards for professional
development and aligns with teacher, school leader, and
content standards. By aligning standards for students,
teachers, school leaders, and professional development,
New Jersey policy makers have established a coherent
system to support student learning.

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

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

CHAPTER 2

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

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

Standards for teachers and school leaders

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

Professional development standards

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

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

ROLE IN PROFESSIONAL DEVELOPMENT

Core curriculum
content standards

meet content standards.

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

Standards for
teachers and school

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

leaders

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

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

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

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

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

STANDARD 1: Subject matter knowledge

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

STANDARD 2: Human growth
and development

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

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

STANDARD 4: Instructional planning and
strategies

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

STANDARD 5: Assessment

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

opment of students.

New Jersey Professional Standards

TOOL 2.1

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

tion.

STANDARD 7: Special needs

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

STANDARD 8: Communication

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

STANDARD 9: Collaboration
and partnerships

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

STANDARD 10: Professional development

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

New Jersey Professional Standards
for School Leaders

e The new Professional Standards for School Leaders are comprehensive,

forward looking and focused on teaching and learning.

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

New Jersey.

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

instruction and creating a culture that promotes improved student

achievement.
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TOOL 2.2

School leaders standards

The Standards for School leaders are:

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

e Focused on student achievement; and

e Concerned with ensuring the success of all children.

STANDARD 1

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

STANDARD 2

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

STANDARD 3

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

STANDARD 4

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

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

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

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

Professional development standards
for teachers

PREAMBLE

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

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

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

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

grow from the experience.
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CHAPTER 2

PROFESSIONAL DEVELOPMENT STANDARDS FOR TEACHERS

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

1. Enhances knowledge of subject content

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

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

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

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

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

2.3. Assists educators to recognize students’
strengths and potential

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

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

2.6. Encourages the establishment of a learning

environment that enhances student learning
and critical thinking

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

student learning

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

Encourages educators to develop a variety of

classroom-based assessment skills

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

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

4.3. Assists educators to develop assessment

strategies linked to the CCCS
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PROFESSIONAL DEVELOPMENT STANDARDS FOR TEACHERS

5. Provides for integrating new learning into the

curriculum and the classroom

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

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

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

6. Is based on knowledge of adult learning and

development

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

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

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

6.4. Fosters confidence in educators abilities to
achieve success

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

training, inquiry, etc.

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

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

know and be able to do

8.2.

8.3.

8.4.

8.5.

8.6.

8.7.

8.8.

8.9.

8.10.

CHAPTER 2

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

Focuses on individual, collegial, school, and
district improvement

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

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

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

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

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

tors

9.1.

9.2.

9.3.

9.4.

9.5.

9.6.

9.7.

9.8.

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

Provides for ongoing and meaningful collab-
oration among educators

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

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

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

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

CHAPTER 2

PROFESSIONAL DEVELOPMENT STANDARDS FOR TEACHERS

10. Is supported by the intellectual and financial

11.

commitment which enables the achievement of

professional development plans

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

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

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

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

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

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

tive professional work and learning

Is supported by sufficient time during working

hours to engage in collegial consultation and

learning and to support professional develop-

ment

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

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

12. Empowers educators to work effectively with

parent and community partners

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

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

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

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

TOOLS

Tool 3.1 Team learning scenario task. 9 pages

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

Tool 3.4 Fears and hopes. I page

Tool 3.5 Possible staff meeting agenda. 1 page

Where are we?

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

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

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

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

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

sional development as their primary

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

learning. “Researchers point

s schools strive to improve their bottom

intervention. Yet, decades of practice

CHAPTER 3

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

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

programs, and school

to an ‘emerging consensus’

structures took priority

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

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

material teachers must use,

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

together over fime to improve teaching and

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

opment will not improve

takes place in their own

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

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

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

TOOL 3.1
Team learning scenario task

NSDC's Standards
for Staff Development

TOOL 3.2

Set goals for learning
with a sense of urgency

Tool 3.1 Tool 3.2

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

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

e Creating support for teams of teachers;

*  Working together over time;

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

e Improving teaching and learning.

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

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

Tool 3.3

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

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

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

students. In short, professional community within the
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CHAPTER 3

teaching staff sharpens the educational
Jocus and enhances the technical and

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

Fans

Possible staff meeting agenda
TOOL 3.4

[T wea Mo

successful” (Newmann and Wehlage,

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

Hows

ded, results-driven, and standards-

ket ety e svdestmcing o Pon wsbny. o cpbeboroas

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

and

7 ok b ompia e b b by 2 e bl

-

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

Development (2001) advocates for

professional learning that organizes teachers in learning

communities whose goals are aligned with those of the

school and district. Tool 3.2 includes the rationale for

NSDC’s Learning Communities Standard. This ration-

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

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

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

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

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

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

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

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

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

Tool 3.5

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

Collaborative professional learning is:

e Frequent/ongoing;

e Done during contract time;

*  Done with teaching colleagues;

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

*  Designed by teachers;

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

*  Supported and monitored by school administra-
tors; and

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

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

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

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

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

Oor course areas.

Adlai Stevenson High School's
late-start schedule

Period Time

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

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

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

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

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

CHAPTER 3

Video resources

These help educators “see” collaborative

professional learning in action.

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

www.annenberginstitute.org.

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

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

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

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

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

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

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

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

Team learning scenario task

TASKS

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

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

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

Compare your notes with those of a colleague.

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

DEFINITION
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SCENARIO 1

SCHOOL-BASED COLLABORATIVE
LEARNING: Fremont Elementary

School 4th-grade teachers

he school year starts on a very different note at

Fremont Elementary School. Instead of the

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

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

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

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

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

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

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

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

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

SCHOOL-BASED COLLABORATIVE
LEARNING: Peterson High School
science department

he curriculum coach at Peterson High School

meets with science teachers to talk about ways

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

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

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

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

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

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

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

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

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

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

SCHOOL-BASED TEAM LEARNING:

Martin Middle School

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

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

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

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

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

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

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

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

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

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

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

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

CROSS-SCHOOL TEAM SCENARIO:
West Grove Township School
District

eachers had mixed reactions when the West

Grove superintendent began talking about

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

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

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

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

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

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

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

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

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

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

CHAPTER 3

48



CHAPTER 3

TOOL 3.2

NSDC’s Standards

for Staff Development
LEARNING COMMUNITIES

Directions:

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

Time: Six minutes for reading.

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

THE STANDARD:

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

The rationale

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

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

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

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

tive responsibility for the learning of all students repre-

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

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

Dennis Sparks is

executive director
of the National Staff
Development Council

Most schools can

make progress

in creating

high-quality

professional

learning in a

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

he welfare of young people and the

future of our nation requires that al/

students have quality teaching and

supportive relationships with peers

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

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

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

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

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

PAGE 2 m RESULTS, MAY 2004

teams in which they are mutually accountable for
student learning.

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

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

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

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

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

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

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

NATIONAL STAFF DEVELOPMENT COUNCIL
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TOOL 3.4
Fears and hopes

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

when you think about implementing collaborative learning in your school.

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

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

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

Time: 5 minutes.

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

you think about implementing collaborative learning in your school.

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

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

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

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

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

* Develop an understanding about the leaders

attributes of collaborative professional

learning.

* Consider how collaborative

professional learning might add value to

our school's professional development.

* Understand the staff's fears and hopes

regarding collaborative professional

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

leaders

20 Rationale for collaborative professional Principal /
minutes | leaming teacher

o Ask the sfaff to meet in pairs according | leaders

fo the different selections they have read

and to offer a two-minute summary of their

readings to each other.

(5 minutes)

* Revisit definitions written earlier in the

Team Learning Scenario Task (Tool 3.1)

and add any other ideas stimulated by

the rafionale.

(3 minutes)

NOTE: Divide the staff into two groups.

Have one half read the rationale for

NSDC's learning Communities stfandard

(Tool 3.2). Have the other half read the

May 2004 article by Dennis Sparks (Tool

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

leaders

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

school. leaders
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[ TING
STARTED

TOOL

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

Where are we?

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

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

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

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

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 54



Cetfing started

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

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

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

around content, assessment, content-specific pedagogy,

CHAPTER 4

and student learning,.

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

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

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

collaborative professional learning.
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Collaborative professional learning: Theory of change
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This theory of change is based
on several assumptions:

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

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

e Teachers’ content knowledge
impacts their ability to design

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

e more directly.

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

instruction to meet rigorous
core curriculum content stan-

dards.

*  Teachers use data about student learning to design

Tool 4.1

and deliver instruction to students with varied abil-

ities.

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

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

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

e Steps 1-3 are the preparatory steps.

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

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

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

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

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

A story told by

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

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

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

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

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

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

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

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

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

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

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

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

school improvement was begun.

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

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

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

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

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

community outside our own school's walls.

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

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

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

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

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

how we would ensure his or her success.

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

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

and achievements.

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

Wright: This will be my last year as principal of
this school. Looking back, I realize how much I have
grown as a leader. At a recent faculty meeting, the staff
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reflected on our accomplishments. All agreed that their
active participation in our professional learning commu-
nity played a key role in our success. I explained that
many things in the school had changed, but most
importantly they had changed. The ability to continue
the journey belonged to them.

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

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

improvement.
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Chapter 5

UPPORTIVE

CONDITIONS

-OR COLLABORATIVE
PROFESSIONAL LEARNING

TOOLS:

Tool 5.1 School culture survey. I page

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

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

Tool 5.4 What does your community know and believe about teacher learning? A survey. 2 pages
Tool 5.5 Frequently asked questions about professional development. 7 page

Tool 5.6 Central office IC on Learning Communities. 2 pages

Where are we?

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

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

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

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

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

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

Conditions to support collaborative learning

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

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

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

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

*  Schedule that provides time;

*  Structures for learning;

*  Feedback systems;

*  Reporting systems;

*  Clear expectations;

e Coordination systems to share learning across
teams; and

e Accountability systems to produce results.

School culture

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

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

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

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

ASPECTS OF SCHOOL CULTURE | VISIBLE EVIDENCE

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

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

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

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

behavior fo how certain groups or people are treated.

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

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

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

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

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

conducted; how new students and new parents are welcomed.

homecoming, prom, efc.

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

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

more implicit sense, school culture manifests itself in

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

ture’s “artifacts” (Stoll, 1999).

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

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

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

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

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

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

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

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

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

e Embed, ongoing informal learning into the school
culture;

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

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

School culture survey

e e e

(WestEd, 2000, p. 12).

An audit

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

of the culture
starts with

two handy tools

simple and quick survey. The instru-

ments in 5.2 are more thorough and

extensive. The first tool, Self-

Assessment: School Culture Triage, is

a survey to gather perceptions of

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

assessment of school culture involv-

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

al school years, a school will have evi-

I cnecconnme |

Tool 5.2

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

CONTEXT
conducted a formal cul-

dence of the change in school culture

that occurs over time. When baseline

ture audit before, using

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

graphs and engage the staff in conver-

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

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

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

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

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

Community support

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

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

What does your community know and believe abeut teacher learning!

CHAPTER 5

Frequently asked questions

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

about teacher learning.

W cmrccomnms

Central Office
Staff Members

District support
Another critical dimension of

Tool 5.5

side a school, central
corrent office staff may have a

FACEL

role in forming cross-
CONTEXT

creating a web of support for collabo-

school or cross-district

rative professional learning is district

teams. In most schools,

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

e The degree to which the district

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

administrative staff permit

schools to make decisions about Tool 5.6
professional learning;

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

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

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

office staff regarding the Learning Communities stan-

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

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

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

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

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

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

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

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

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

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

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

CHAPTER 5

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

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

Is For Schools

COMMENTS TO
FACILITATOR

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

The facilitator should

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

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

'May 2001

School culture survey

NATIONAL STAFF DEVELOPMENT COUNCIL

School culture survey

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

Strongly Disagree Disagree Neutral \gree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

This school has high expectations for teachers and administrators.

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

This school culture values caring, celebration, and humor.

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

Strongly Disagree Disagree Neutral Agree Strongly Agree

Honest, open communications exist among staff members.

Strongly Disagree Disagree Neutral Agree Strongly Agree

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

By CHRISTOPHER WAGNER
and PENELOPE MASDEN-COPAS

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

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

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

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

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

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

L]

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

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

t Council
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QUESTIONS FOR SCHOOL LEADERS:

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

issues (monitor the current condition)?

@ Does the school need an in-depth

analysis for the extensive development of a

strong and healthy school culture (critical

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

those questions.

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

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

JSD Summer 2002

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

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

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

@ Staff stability and common goals
permeate the school.

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

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

@ Stakeholders are recognized in
schoolwide celebrations.

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

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

@ The Center for Improving School
Culture

www.schoolculture.net

® The National School Improvement
Project

www.garyphillips.com

36(1), 22-26.
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SELF-ASSESSMENT: SCHOOL CULTURE TRIAGE

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

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

Never Rarely |Sometimes | Often Always or
almost
always

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

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

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

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

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

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

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

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

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

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

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

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

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

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

Source: Penelope Masden-Copas

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

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

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

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

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

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

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

selves as victims of a large and uncaring bureaucracy?

Each audit has five steps:

1. Interviews

2. Observations
3. Survey

4. Evaluation

5. Presentation

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

Directions

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

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

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

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

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

Source: Christopher Wagner

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 73



Tool 5.2  Audif of the culture sfarts with two handy tools

STEP ONE: INTERVIEWS

Directions to the facilitators

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

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

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

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

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

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

+  What factors caused you to feel that way?

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

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

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

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

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

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

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

Get to the heart of attitudes about differentiated instruction/

student achievement with a question and a follow-up.

Typical responses to the first question detail the lack of

study habits and poor parenting.

*  How have students changed over the past few years?

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

Other questions might include:

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

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

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

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

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

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

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

Directions to the facilitators

2.

3.

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

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

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

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

Examples:

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

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

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

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

Source: Christopher Wagner

* Note: Informal observations are not formal supervisory observations.
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HARACTERISTICS
Collegiality. The way adults treat each other, i.e.,
respect and harmony vs. disrespect and discord.
Efficacy. Feeling of ownership or capacity to
influence decisions; i.e., do people tend to live with
or solve problems?

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

Experimentation and entrepreneurship. New
ideas abound and invention occurs.

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

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

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

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

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

. Shared vision. Participants understand what’s

important and avoid trivial tasks.

. Traditions. The school has identifiable celebrations

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

. Open and honest communication. Information

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

. Metaphors and stories. There is evidence of

behavior being communicated and influenced by
internal imagery.
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(OBSERVATIONS

CHAPTER 5

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

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

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

acknowledged: improvement is celebrated, supported, and
shared.

and avoid trivial tasks.

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

. Traditions. The school has identifiable celebrations and

rituals that are important to the school community.

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

. Open and honest communication. Information flows

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

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

. Metaphors and stories. There is evidence of behavior

being communicated and influenced by internal imagery.

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

Source: Chiristopher Wagner
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STEP THREE: SURVEY

Directions to the facilitators

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

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

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

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

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

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

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

questions.

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

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

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

divided by 24 (people) equals 7.9.

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

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

CHAPTER 5

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

*  How people treat and feel about each other;

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

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

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

Parent
Bus driver

Custodian
Teacher

1. Democratic and participatory decision making.
1 23 4 56 7 89 10
23 45678910

Not present Always present

Not important | Extremely important

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

Not present 1 23 45 67 8 9 10

7 8 9 10

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

1 23 4567 8910
I 23 45678910

Not present Always present

Not important Extremely important

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

Not present 1 23 4567 8 9 10

Not important 1 23 4567 8 9 10

Always present

Extremely important

5. Schoolwide selected and agreed-upon staff development.
23 456780910
789 10

Not present | Always present

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

Not present 1 23 45 67 8 9 10
1 23 4567 8 9 10

Always present

Not important Extremely important

Other

7. Schoolwide recognition of success for students and staff.
Not present 78 9 10
Notimportant 1 2 3 4 5 6 7 8 9 10

1 23 456

Always present

Extremely important

8.  An effort to maximize active learning in academic areas.
Not present I 23 45678910
456 7 89 10

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

4 56 7 89 10
78 9 10

Not present 1 2 3 Always present

Notimportant | 2 3 4 5 6 Extremely important

10. Collaborative instructional planning and collegial relationships.

I 23 456
I 23 456

7 8 9 10
7 8 9 10

Not present Always present

Not important Extremely important
11. Sense of community, family, and team.
1 23 4567 8 910
Notimportant 1 2 3 4 5 6 7 8 9 10

Not present Always present

Extremely important

12. Clear goals and high expectations for students and staff.
Not present 1 23 45 678910
456789 10

Always present

Notimportant | 2 3 Extremely important

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

Not present I 23 456

1 23 435 6

7 8 9 10
7 8 9 10

Always present

Not important Extremely important

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

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

Trustees Publishing.
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StEP FOUR: EVALUATION

Directions to the facilitators

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

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

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

Which responses indicate the presence or lack of efficacy?

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

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

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

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

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

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

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

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

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

Source: Christopher Wagner
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STEP FIVE: PRESENTATION

Directions to the facilitators

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

Keep the presentation to an hour or less.

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

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

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

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

Facilitate a discussion among stakeholders about the findings. Addressing the

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

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

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

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

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

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

Source: Christopher Wagner

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

CHAPTER 5

PRESENTATION TIPS

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

always something good to say.

A typical statement might be:

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

“Based on the data collected,
one of the facilitator's recommen-
dations for strengthening profes-
sional collaboration would involve
planning time for several volun-
teers to develop a pilot thematic
unit. Once the unit has been
taught, the teachers involved could
report their experiences to the
entire faculty.”
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Tools For Schools December/January 2005

What does your community know and believe about teacher learning?

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

Preparation:

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

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

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

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

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

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

SCORING GUIDE

Indicate the number of responses in each category.

Strongly Agree Agree Not Sure Disagree Strongly Disagree

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

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

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

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

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

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

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

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

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

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

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

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

how to more effectively teach all children.

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

their classrooms during the school day.

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

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

without making any special effort.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
NATIOMAL STAFF DEVELOPMENT COUNCIL PAGE 3
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Frequently asked questions about professional development

CHAPTER 5

Frequently asked questions

December/January 2005

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

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

long as NSDC is credited in this way:

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

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

What is staff development anyway?

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

TOOLS

Tool 6.2 Building effective teams. 2 pages

Tool 6.3 Transform your group into a team. 3 pages

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

Tool 6.5 Team agreement template. I page

Tool 6.6 Becoming a productive team. I page

Where are we?

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

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Teachers are more comfortable working independently in our school.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

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

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

productive.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE
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Facilitating collaborative teams

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

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

e Identifying roles and responsibilities;

*  Establishing agreements;

e Sharing leadership;

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

Identifying roles and responsibilities

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

CHAPTER 6

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

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

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

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

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

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

Establishing agreements

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

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

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

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

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

*  Maximize the team’s emotional intelligence;

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

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

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

Time:

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

CHAPTER 6

Location:

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

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

Communication:

e Team members will listen with respect to all ideas.

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

e All members will participate.

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

Decision making:

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

all views have been aired.

Creating and maintaining a sense of team

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

Creating a sense of team.

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

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

Maintenance of a sense of team

Once agreements are set and an initial sense of
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ToOoL 8.1

Protocol for developing agr

Building effective teams

TOOL 6.2

Tools

FOR SCHOOLS

~=TEAM

Tool 6.1 Tool 6.2

Tool 6.3

team is built, another important part

ur team in?

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

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

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

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

that are dissonant or uncomfortable”

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

development

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

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

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

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

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

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

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

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

team’s present stage of development,

Team agreement template

they can focus on developing their
team. Tool 6.5

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

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

Successful teams are those that make a commit-
ment to their own development. When team members
invest energy and time into developing and maintaining
a sense of team, they will be more satisfied with their

CHAPTER 6
TOOL 6.5 Becoming a productive team
Tool 6.6

work and produce better work. In 7he Wisdom of
Crowds, author James Surowiecki asserts that teams are
more successful than individuals in making decisions.
“Groups work well under certain conditions, and less
well under others. Groups generally need rules to main-
tain order and coherence, and when they’re missing or
malfunctioning, the result is trouble” (p. xix).
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TOOL 6.1

Protocol for developing agreements

Step 1. Individually identify recommendations for agreements by reflecting
about each member’s needs to feel comfortable as a team member.

Step 2. Share publicly individual recommendations. Eliminate duplicates.

Step 3. Clarify abstract agreements by asking what each looks like and sounds
like.

Step 4. Consider what might be missing. Review the sample agreements for

ideas.

Step 5. Ask for all members to express agreement or disagreement with the
proposed agreements.

Step 6. Seck commitment to the agreements from all members.

Step 7. Commit to give feedback periodically about how well the team honors
its agreements to each other.

Step 8. Post agreements and review them frequently.
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Sample team agreements

CHAPTER 6

Example 1

Be open and honest — say what you think and feel during the meeting, not in the parking lot.

Individual comments are confidential.

Be aware of your level of participation. Allow equal air time for each member so the discussion is fair

share.

Treat each person as an equal.

Have fun.

Set vested interests aside.

Focus on being a change agent.

Assist each other to be productive team members.
Listen to understand others’ perspectives.

Respect others’ ideas and perspectives.

Speak directly to the appropriate person(s) when a need to confront, challenge, disagree, etc., occurs.

Example 2

| agree to place the interest of students at the forefront of all discussions and decisions.
| agree to share responsibility of making and supporting decisions.

To take responsibility for contributing time and effort necessary to reach the best decision.
To utilize a system ensuring that everyone gets a turn to talk.

To participate without dominating.

To be open and honest in a positive, constructive way.

To share rationale for my perspective and/or decisions.

I agree to listen, honor, and respect all perspectives.

To listen with respect, empathy, and an open mind.

To try to understand all sides of an issue.

To treat each other with dignity.

To avoid judgmental comments.

To honor the individuality of all community members.

To try to understand and appreciate all the different roles in the school.
To treat all staff members as equals.

I agree to handle conflicts as they arise in a responsible way.

To find out what each member involved needs.
To be willing to brainstorm different options or solutions.

To set aside vested interests that interfere with solving the problem constructively and mutually.

| agree to be accountable for the decisions and assignments.

* To be accountable for and support the team’s decisions even if I do not agree with them.
* To follow through on agreed-upon assignments.
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TOOL 6.2

Building effective teams

Members of effective teams are committed to group goals above and
beyond their personal goals and understand how the team fits info the over-
all business of the organization. Team members frust each other to honor
commitments, maintain confidences, and support feam goals, and they feel a
sense of partnership with each other despite differences and disagreements.

On effective teams, everyone has a role and participates in achieving
consensus on action plans, and every effective team has a clear purpose,
established communication methods, agreed-upon ways of dealing with
problems, planning procedures, regular meefings, and meeting agendas
and minutes.

The following survey can help team members analyze strengths and
challenges, plan staff development to address critical issues and celebrate

the team’s progress in becoming more effective.

Reprinted from School Team Innovator. (Adapted from material prepared by the
South Carolina State Department of Education and presented at the 1995
NSDC School Team Conference by Ann Ishler and Deborah Childs-Bowen.)

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators 97



Tool 6.2  Building effective teams CHAPTER 6
We need |We're We have
help with | making |reasonsto
this. progress. | celebrate.

1. The team includes members with varied teaching styles, learning
styles, skills, and interests.
2. Members respect and trust each other.
3. Members agree on the feam’s mission.
4. Members consider the feam'’s mission as workable.
5. The team has an action plan.
6. The team has drawn up timelines describing project steps.
7. Team members understand what resources are available to help
meet team needs and goals.

8. The team meets regularly.

9. The team meets at times convenient for all members.

10. Team meeting places are convenient and comfortable.

11. Agendas are prepared and distributed before meetings.

12. Written minutes are distributed shortly after meefings.

13. The team has formally assigned roles.

14. Members understand which roles belong fo one person and which
roles are shared.

15. Each team member takes an active role in discussions.

16. Team members listen atffentively.

17. The team has procedures for resolving conflict and reaching
consensus.

18. The team has established ways to communicate with the entire

school community.
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Vol.9, No. 2
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Tools

FOR SCHOOLS
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Transform T
into a

BY JOAN RICHARDSON

professional learning commu-

nity craze is sweeping the

country.

School after school is setting

aside time for teachers to meet
in grade-level groups or subject area teams. PLC
time is noted on calendars that parents hang on
refrigerator doors. Students start school later or
leave school earlier so teachers have time to meet
with colleagues.

But, as many schools are learning, profes-
sional learning communities don’t just happen
because a principal sets aside time for teachers to
meet and slaps a new label on that meeting.
That's especially the case when teachers have
been accustomed to working in isolation.

Principals and teacher leaders must be very
intentional about helping groups of teachers
become communities of learners. And, some-
where between the naming and becoming highly
productive teams, many schools get lost. How do
you move from being a group of people with a
common characteristic — such as teaching the
same subject or grade level — to being a team or
a community with a common vision and focus?

Ann Delehant, who consults with many
school districts on team development issues, said
many teachers don’t immediately recognize that
professional learning communities is “the new
name for a team.”

A professional learning community is not a
new thing. It’s not a new fad. A PLC is what we
call a team with an intentional focus on learn-

Continued on p. 2
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WHAT'S
INSIDE

NSDC TOOLS

Developing
norms

This activity
will enable a
group to
develop a set of
operating norms
or ground rules.
Page 4

Which stage is
your team in?
Use this tool to
identify the
present stage of
the teamwork
model that your
team is presently
operating in.
Pages 5-7

Resources for
team
development
Page 8

National Staff
Development
Council

(800) 727-7288
www.nsdc.org
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COVER STORY

DEFINITION
OF TEAM

“Ateamisa
small number of
people with
complementary
skills who are
committed to a
common
purpose, set of
performance
goals, and
approach for
which they hold
themselves
mutually
accountable.”

Jon Katzenbach
and Douglas
Smith,“The
discipline of
teams,” Harvard
Business Review,

March/April 1993,

Transform your group info a team

CHAPTER 6

Transform your group into a team

Continued from p. 1
ing,” she said.

Although many educators understand the
need to devote time to group or team develop-
ment, they often neglect to spend time on the
basics when working on PLCs because they don’t
perceive PLCs to be teams that require the same
kind of support, she said.

Understanding the four stages of group
development is a good place to begin learning
how a PLC might evolve from being a group to
being a team. In 1965, psychologist Bruce
Tuckman reviewed the literature on group
functioning and described the four stages of
group development as forming, norming,
storming, and performing. (See illustration on
Page 3.)

In the initial stage — “forming” — group
members have high expectations and anxiety
about how they fit in. They are testing them-
selves and each other. At this early stage, they
depend on some authority or facilitator to create
a structure for them. During this period, group
members are likely to be polite but impersonal,
watchful, and guarded in their behaviors.

Conflict characterizes the second stage of
development — “storming.” Group members
rebel against each other and against authority.
Storming behaviors, he said, are each

individual's response to being influenced by the
group and by the work that is required to achieve
the assigned tasks. Group members may describe
themselves as feeling stuck. They may opt out of
the process or they may compete with other
group members for power and attention.

If groups successfully resolve their storming
issues, they arrive at the third stage —
“norming.” At this point, group members have
overcome their feelings of resistance and begin
to feel that they are a cohesive group. Harmony,
trust, and support develop. Participants develop a
sense of cohesiveness and “intimate, personal
opinions are expressed,” Tuckman wrote. At this
stage, the group is developing skills and agreeing
on procedures for doing the work. They are
confronting issues represented by their work, not
other individuals.

If group members persist, they reach the
fourth stage — “performing” — in which they
become a team rather than a group of disparate
individuals. They work collaboratively and
interdependently, share leadership, and perform
at high levels. They are flexible and resourceful,
close and supportive.

Groups may spend different amounts of time
at each stage and they may move through them in
a different sequence but each group will experi-

Continued on p. 3

NOT ALL GROUPS ARE TEAMS: HOW TO TELL THE DIFFERENCE

WORKING GROUPS TEAMS

Strong, clearly focused leader

Individual accountability

Shared leadership roles

Individual and mutual accountability

The group's purpose is the same as the broader
organizational mission

Specific team purpose that the team itself
delivers

Individual work products

Collective work products

Runs efficient meetings

Encourages open-ended discussion and active
problem-solving meetings

Measures its effectiveness indirectly by its
influence on others (e.g.student learning goals)

Measures performance directly by assessing
collective work products

Discusses, decides, delegates

Discusses, decides, does real work together

Source: “The discipline of teams,” by Jon Katzenbach and Douglas Smith, Harvard Business Review, March/April 1993,

2 National Staff Development Council « (800) 727-7288 » www.nsdc.org
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Continued from p. 2

ence each stage. You can use the survey on Pages
5-7 to help your groups determine which stage of
development they are currently in.

Instead of relying on Tuckman, Delehant
introduces school teams to M. Scott Peck’s
model of community development — pseudo-
community, chaos, trust building and listening,
and community. For some schools, this language
may be more successful than the traditional
language of Tuckman, she said.

In Peck’s “pseudo-community,” members are
afraid of differences and afraid of conflict. They
are trying to get along, often pretending that they
don’t have major differences.

“Pseudo-community is like early dating.
This is the stage where all women love football,”
Delehant said. Any time there is a new member
of the group, the group goes back to pseudo-
community and works its way back through the
stages, typically in a smoother fashion than their
initial foray, but not necessarily.

Peck’s second stage is the “chaos™ stage. In
this stage, there is struggle and often consider-
able conflict. Some members may feel that the
situation is out of control because everyone is
expressing different opinions. Some will try to
“heal” the situation and convert others. Many
want to return to the stage where everyone was
nice to each other, Delehant said.

In Peck’s third stage, which he calls “empti-
ness,” group members are consciously removing
their personal barriers to creating a community.
Members will confront their expectations,
prejudices, and ideologies and agree to suspend
these points of view in favor of considering ideas
presented by others. In a school situation, this
might mean teachers agree that they will listen to
ideas regarding the examination of data or they
may agree to try to design a common lesson or
assessment with other teachers.

The process of shedding these barriers is
essential before members can move into Peck’s
fourth stage which he labels “community.” At
this stage, the group has become a team in which
members trust and feel comfortable working with
each other. They feel safe about exposing their
vulnerabilities and resolve to work together on

NOVEMBER/DECEMBER 2005  Tools For Schools
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STAGE IV

PERFORMING
Mature closeness

FORMING
Testing

Resourceful | Polite
Flexible | Impersonal
Open | Watchful
Effective | Guarded

Close and supportive

Team Development Wheel

STAGE|

NORMING | STORMING
Getting organized | Infighting

Developing skills
Establishing procedures
Giving feedback
Confronting issues

Opting out
Difficulties

STAGE IlI

Controlling conflicts
Confronting people

Feeling stuck

STAGE II

common problems and issues.

Whichever approach to thinking about team
development is most appealing, Delehant urges
facilitators and principals to spend time on the
basics, including understanding the team
development process.

“Teams need to have conversations about
‘how to do the work™ instead of just plunging in
to do the work. They need to spend time building
trust and relationships with each other. If they
don’t do this in the beginning, teams will have to
stop and do this eventually,” she warns.

“Every group has the delusion of unigue-
ness. They think they ‘re special. They tend to
feel better when they know that there are
predictable stages that they will go through. It
makes them feel better to know that conflict is
natural,” she said.

“Teams need
to have
conversations
about'how to
do the work’
instead of
just plunging
in to do the
work. They
need to
spend time
building trust
and
relationships
with each
other.”

National Staff Development Council e (800) 727-7288 « www.nsdc.org
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Which stage is your team in?

OBJECTIVES

DIRECTIONS
This questionnaire contains statements about teamwork. Next to each question, indicate how
often your team displays each behavior by using the following scoring system:

1 = Almost never

2=Seldom

Questionnaire

1.

We try to have set procedures or
protocols to ensure that things are
orderly and run smoothly (e.g.
minimize interruptions, everyone
gets the opportunity to have their
say).

We are quick to get on with the task
at hand and do not spend too much
time in the planning stage.

Our team feels that we are all in it
together and shares responsibilities
for the team’s success or failure.

NOVEMBER/DECEMBER 2005 e Tools For Schools

3 = Occasionally

4 = Frequently

S\

To identify the present stage of the teamwork model that your team is presently operating in.

5 = Almost always

We have thorough procedures for
agreeing on our objectives and
planning the way we will perform
our tasks.

Team members are afraid or do not
like to ask others for help.

We take our team’s goals and
objectives literally, and assume a

shared understanding.

The team leader tries to keep order
and contributes to the task at hand.

Continued on p.6
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POWERFUL
WORDS

“Noone of us can
be effective asall
ofus.”

— Unknown

“Build with your
team afeeling of
oneness, of
dependenceon
oneanother,and
of strength
derived from
unityinthe
pursuit of your
objective.”

— Vince Lombardi

“Coming together
isabeginning;
keeping together
is progress; and
working
togetheris
success.”

Henry Ford

Mational Staff Development Council » (800) 727-7288 « www.nsdc.org 5
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SCORING
SYSTEM:

1 =Almost never

2=Seldom

3 =Occasionally

4 =Frequently

5 =Almost
always

Which stage is your team in?

10.

12.

13.

15.

16.

17.

18.

19.

We do not have fixed procedures, we
make them up as the task or project
progresses.

We generate lots of ideas, but we do
not use many because we fail to
listen to them and reject them
without fully understanding them.

Team members do not fully trust the

others members and closely monitor
others who are working on a specific
task.

The team leader ensures that we
follow the procedures, do not argue,
do not interrupt, and keep to the
point.

We enjoy working together; we have
a fun and productive time.

We have accepted each other as

members of the team.

The team leader is democratic and

collaborative.

We are trying to define the goal and
what tasks need to be accomplished.

Many of the team members have
their own ideas about the process and
personal agendas are rampant.

We fully accept each other’s
strengths and weakness.

We assign specific roles to team
members (team leader, facilitator,
time keeper, note taker, etc.).

We try to achieve harmony by
avoiding conflict.

6 National Staff Development Council « (800) 727-7288 « www.nsdc.org

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

CHAPTER 6

The tasks are very different from
what we imagined and seem very
difficult to accomplish.

There are many abstract discussions
of the concepts and issues, which
make some members impatient with
these discussions.

We are able to work through group
problems.

We argue a lot even though we agree
on the real issues.

The team is often tempted to go
above the original scope of the
project.

We express criticism of others
constructively

There is a close attachment to the
team.

It seems as if little is being accom-
plished with the project’s goals.

The goals we have established seem
unrealistic.

Although we are not fully sure of the
project’s goals and issues, we are
excited and proud to be on the team.

We often share personal problems
with each other.

There is a lot of resisting of the tasks
on hand and quality improvement

approaches.

We get a lot of work done.

NCOVEMBER/DECEMBER 2005 « Tools For Schools
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Which stage is your team in?

PART 2:SCORING

Next to each survey item number below, transfer the score that you give that item on the questionnaire.

For example, if you scored item one with a 3 (Occasionally), then enter a 3 next to item one below.
When you have entered all the scores for each question, total each of the four columns.

Item Score Item Score

Item Score Item Score

L 2. 4, 3
S 7. 6 8
e 9. 11 12
R 16. 13 14,
8. 20. 19. 17
21 23 24, 22
27 28. 25. 26
29. 31 30. 32
TOTAL TOTAL TOTAL___ TOTAL
FORMING STORMING NORMING PERFORMING
STAGE STAGE STAGE STAGE

This questionnaire is to help you assess
what stage your team normally operates in. It is
based on Tuckman’s model of Forming, Storm-
ing, Norming, and Performing. The lowest score
possible for a stage is 8 (Almost never) while the
highest score possible for a stage is 40 (Almost
always).

The highest of the four scores indicates
which stage your team normally operates in. If
your highest score is 32 or more, it is a strong
indicator of the stage your team is in.

The lowest of the three scores is an indicator
of the stage your team is least like. If your lowest
score is 16 or less, it is a strong indicator that
your team does not operate this way.

NOVEMBER/DECEMBER 2005 » Tools For Schools

Collaborative professional learning in school and beyond

If two of the scores are close to the same,
you are probably going through a transition
phase, except:

+  If you score high in Forming and Storming,
you are in the Storming stage.

*  Ifyouscore high in Norming and Perform-
ing, you are in the Performing stage.

If there is only a small difference between
three or four scores, then this indicates that you
have no clear perception of the way your team
operates, the team’s performance is highly
variable, or that you are in the Storming stage
(this stage can be extremely volatile with high
and low points).

CHAPTER 6
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Source: "What stage
is your team in?,"a
tool created by Don
Clark. Used with
permission. This
tool is available for
free download at
www.nwlink.com/
~donclark/leader/
leaderhtml

National Staff Development Council » (800) 727-7288 » www.nsdc.org 7
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TOOL 6.5

Team agreement template
TEAM

DATE

MEMBERS

TEAM AGREEMENTS

DATE TO REVISIT AGREEMENTS
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Becoming a productive team

CHAPTER 6

TOOL 6.6

If your Consider these strategies Notes

team is ...

Forming Use team building activities that encourage members to It is important that all members
share something about their personal and professional feel safe and valued.
interests beliefs; Use structures and processes to
Take time at each meeting for checking in with one another | eliminate dominance by any one
e.g. How are you? What's on your mind? What do you want| person or faction.
to share?

Suggest a social activity;

Highlight one member at each meeting and invite that
member to share with the team what he or she is interested
in, values, etc.

Storming Revisit norms; Teams that are progressing into
Establish new norms; high-performing teams will have
Use structures to hold difficult conversations; conflict. When conflict occurs,
Use conflict resolution strategies; acknowledge it and handle it
Engage in formal conflict resolution; productively and constructively
Teach members about conflict resolution; rather than ignore it. Provide a safe
Invite a neutral facilitator to help discuss issues; forum for disagreements to occur.
Use dialogue; Celebrate that conflict means
Suspend actions temporarily until all members can be heard;| progress and movement toward
Ensure all voices are given equal value; becoming a more effective team.
Conduct team assessments.

Norming Revisit the norms; Teams at the norming stage are
Create some new ones that are more focused on how people | ready to open up more, share their
interact with one another; feelings and beliefs, and are more
Keep the work in focus; comfortable with disagreeing. They
Celebrate successes; want to work well together and are
Take time out from the work to talk about how the team willing to talk about what will
works; make them more productive as a
Conduct team assessment; team.

Take on increasingly more challenging work;
Encourage individual members to reflect on their own
behaviors and contributions to the team;
Encourage team members to give feedback to one another
privately;
Use dialogue to address assumptions, values, and beliefs.
Performing Celebrate success; High-performing teams gain a

Periodically assess the team's work and its procedures;
Review norms;

Continue to focus on maintaining the productivity and
effectiveness of the team because it can wane.

tremendous personal as well as
professional benefit from working
together and they prefer to work
together than alone. They are also
very efficient and effective together.
They also enjoy one another.

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Chapter 7

MAKING

TIME

TOOLS

Tool 7.1 Time use flows from school culture. 5 pages

Tool 7.2 Analysis of current time usage with time use log. 2 pages

Tool 7.3 Think outside the clock. 7 pages

Tool 7.4 Time enough for teaching and learning. 11 pages

Tool 7.5 Making time for adult learning. 4 pages

Tool 7.6 Comparison of strategies for making time for collaborative professional learning. 1 page
Tool 7.7 Forming a recommendation. 3 pages

Where are we?

Professional development in this school includes time during teachers’ contract day for
teachers to work together in teams whose members share common goals (school, grade
level, department, team, etc.) for student learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Professional development in this school occurs after school hours.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Professional development in this school occurs in the summer.
STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

The leadership team (including principal and teacher leaders) in this school ensures that
time available for collaborative professional learning is used in a way that impacts teach-
ing and learning.

STRONGLY AGREE AGREE NOT SURE DISAGREE STRONGLY DISAGREE

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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he number one barrier educators
cite regarding implementation of
collaborative professional learning
is time. There is no doubt that
most schools have not yet adjusted
their schedules to accommodate
teacher collaborative learning;
however, more and more are doing so. The schools that
are making time usually do so in one of three ways.
One way is to use available time; another way is to buy
time; a third way is to create time. With each of these
options, advises Joan Richardson, director of publica-
tions for the National Staff Development Council, it is
necessary to be creative, to be willing to make trade-
offs, be clear about the connection between teacher
learning and student learning, and to be willing to
experiment with multiple approaches (2002). Perhaps
the biggest challenge is the perception of who owns
time within the school day and who has control over
what occurs during that time.

The National Staff Development Council advo-
cates that 25% of an educator’s work time is invested in
professional learning and about 10% of a school dis-
trict’s budget. While those numbers seem astronomical,
they are not, especially if the form of professional learn-
ing is the type of daily collaboration recommended in
this tool kit. Most people view professional develop-
ment as learning that occurs outside of the regular work
of schools when guest speakers or external consultants
come into the school or district, on days when students
are not present, or in the summer or after school hours.

In these cases, the costs that include substitutes, con-

CHAPTER 7

sultant fees, and travel, can be very high. To imagine
spending even more, up to 10% of a district’s budget,
on this form of professional development is inconceiv-
able. However, if the form of professional learning
involves collaborative teams meeting together during
the work day and the cost is the portion of teachers’
salaries devoted to that form of learning, the resources
they might want, and the portion of the principal’s time
devoted to supporting the team, these costs are not so
unreasonable.

The same is true for the recommendation regarding
time. If professional development is exclusively viewed
as occurring when students are not present in school,
after school hours, or in the summer, it is unlikely that
the recommendation of 25% of educators’ work time
would ever be reached. However, if we consider the
daily interactions that teachers have with colleagues in
collaborative professional learning teams during plan-
ning times and designated team time, then it is more
likely that the recommended level of time would be
possible. In fact, opportunities for learning occur virtu-
ally every minute. Experiences or incidents of the work
day can be transformed into learning when teachers
engage in reflective collaborative practice, sharing their
experiences with others, analyzing the results of their
actions, planning with their colleagues, and making
their practice transparent to themselves and others.

In districts and schools where teachers work in a
supportive culture, they meet in collaborative teams for
the purpose of professional learning about teaching and
student learning because they experience first-hand the
benefits. In districts and schools where relationships are
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Figure 7.1

Weighted criteria matrix

CHAPTER 7

Criteria Weight

Notes

less collegial and a culture of isolation and competition
exists, teachers may be unwilling to work collaboratively
during their planning time and might participate reluc-
tantly if additional time is provided. Past experience
with professional development, the school’s culture,
trust, and relationships influence teachers’ willingness to
work actively to make time for professional learning.
This chapter explores a variety of ways to arrange
time for teacher collaboration. It also raises some chal-
lenges about the basic assumptions held about time.
How willing a school staff is to find time for collabora-
tion is an indication of their commitment to collabora-

tive professional learning.

Form a task force

To address the issue of making time for collabora-
tive professional learning, schools might form a task
force to study the possibilities and generate recommen-
dations for others to review. Because some options for
time will affect students and parents, these task forces
might include parents and student representatives, as
appropriate. School task force members will also want
to examine district and state policy regarding the length
of the school day, district, and state policy about time
for professional development, and use of current profes-
sional development time.

When the principal charters the task force, it is
helpful for him or her to clarify the level of authority
and expectations. Will the task force make a single rec-
ommendation to the principal? Is the task force expect-
ed to bring multiple recommendations for the staff to
consider? Will the task force make the decision after
sharing its recommendations, gathering input, and
revising based on the input?

Explore current beliefs about time
A beginning point for the discussion about making
time is to consider how personal beliefs and culture

influence beliefs about time. One way to explore these
issues is to read Kent Peterson’s article, “Time use flows
from school culture.” The task force or the whole staff
can surface their assumptions about use of time within
their school. The article and discussion protocol are
included in Tool 7.1.

Analyze current time use

Tool 7.2 includes a protocol to use to examine how
time is currently used. One of the easiest ways to make
time for collaborative professional learning is to use
existing time differently. Once current time usage is
explored, the task force can form recommendations
about how to use current time differently for collabora-
tive professional learning. For example, remodeling fac-
ulty meetings is one way to make time for professional
collaboration. In some schools, one day is designated
for meetings — on that weekday, once a month princi-
pals hold faculty meetings, and in all the other weeks
that month teachers meet in their collaborative teams.
Another version of this model is to save faculty meeting
time and use the banked time in a longer block, either
bi-weekly or monthly.

Establish criteria

Making decisions about adjusting the schedule is a
significant one and it may have a broad impact.
Establishing criteria for the decision is helpful. Some
school staff agree to adjust their schedule if it means
instructional time for students is not reduced. Others
agree to a change in their schedule if they retain a mini-
mum amount of individual planning time. Others want
time during the school day or teachers’ contract day.
Whatever the criteria, it is essential to identify them
early. Sometimes not every criterion can be met so pri-
oritizing criteria is important as well. The task force
may decide to create a weighted criteria matrix to aid in
their decision making, such as the one in Figure 7.1.
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Time use flows from school culture

Tool 7.1

Study other schools’ and districts’
solutions

One way to determine how to
make time for additional collabora-
tion is to study what other schools

TOOL 7.2

Analysis of current time usage
with time use log

Think outside the clock
Creay tme for professional leaming
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Tool 7.2

Working Toward

EXCELLENCE :-"c......

Time Enough For Teaching
And Learning

Tool 7.3

whether each strategy meets the cri-
teria established by the task force.

Form recommendations
After studying possibilities, the

and districts have done. Three
resources are included to assist school
task forces to study possibilities for
time. Not all ideas suggested in the
three resources are feasible in every
school or without some adaptation,
however the ideas have been tested =D
FINDING el

and are currently in use in schools.

The resources are intended to offer

TIME [

task force forms recommendations
for the school. These recommenda-
tions can include short-term changes,
long-term changes, or both. For
example, some schools begin with
using existing time differently for a
year before moving to a schedule
change that permits more frequent

ideas and possibilities to help schools Tool 7.4
get started.

Tool 7.3 is an issue of Zools for
Schools, a newsletter of the National Staff Development
Council, that includes articles on how schools and dis-
tricts around the country have made time for profes-
sional development.

Tool 7.4 is another resource, Working Toward
Excellence, Spring 2001, a newsletter of the Alabama
Best Practices Center. This newsletter includes articles
about how schools across Alabama have created time for
professional learning.

A third resource, Tool 7.5, an article from the
Journal of Staff Development shows how schools and dis-
tricts built time into the daily schedule for teacher
learning. Tool 7.6 is a matrix to help readers summarize
how various schools and districts create time for profes-
sional learning, how much time they created, and

time for professional learning. Once
the recommendations are developed,
each is reviewed by the principal,
central office staff, teacher union
leaders, parent group leaders, community leaders, and
other key leaders to ensure that the recommendations
fall within regulations, contracts, etc. It is essential that
final recommendations presented to the staff and com-
munity for consideration meet most of the criteria the
task force established and comply with regulatory crite-
ria, or are permissible through variances. Tool 7.7 can
help a task force include the most essential information
in its recommendations to make time for professional

development.

Present recommendations for input

Once the recommendations have been reviewed,
they are presented to the school community at large.
The task force members take an active role in explain-
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Comparison of strategies
for making time for

TOOL 7.6
ToOL 7T

llab Forming a recommendation

professional learning e e e o e e

Tool 7.5 Tool 7.6

ing the recommendations. Task force members receive
feedback from staff and community members regarding
each recommendation. This feedback is captured and
taken back to the task force for consideration in the

refinement process.

Revise recommendations

The task force considers all the input received and
makes revisions to the recommendations. At this time,
some recommendations may be deleted, combined, sig-
nificantly revised, or moderately revised to reflect the
input received. The final recommendation(s) are pre-
pared for presentation to the entire school community.
The task force may want to archive all recommenda-
tions to revisit other options later. Depending on how
the task force was chartered, it may make a single rec-
ommendation to another body for approval, make the
decision, or present multiple recommendations for

approval by one or more persons.

Tool 7.7

Determine action

Using the appropriate process within the school or
district for making decisions such as this one, the final
recommendation(s) is (are) considered and accepted or
rejected. Depending on the outcome, the task force cre-
ates a plan of action to implement the decision.

Finding time is only part of the story. Once time is
made available for teacher collaborative learning, it is
necessary to help teachers make the best use of this
time. In some school districts across the country where
time was made available, school boards have rescinded
the time because it was not being used to improve
teaching and learning and no evidence was available
about its value. Chapters 6, 8, and 9 are designed to
help teachers determine the best use of their time for
collaborative professional learning.
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Time use flows from school culture

DISCUSSION QUESTIONS

What is the author’s key point about how time and school culture are

connected?

What evidence or arguments does Peterson provide to support his point?

What are your beliefs about the connection between time and school

culture?
How does the culture of our school influence how time is used here?
What evidence is available to demonstrate that connection?

What are some ways we might want to consider helping others in our school

and community understand how our school’s culture influences how we use

time?
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C TIME USE FLOWS FROM SCHOOL

By KENT D. PETERSON

HEN educators
think about
professional
development in
schools they
always worry about time. Where will it
come from? How much time will there
be? Will we have “enough” time? Will we

use our time well?

River of
values and
traditions
can nurture
or poison
staff

development

hours

Often, time for adult learning is viewed as a structural or

administrative issue: How will we get time? When will it be? How

much will we have? Who pays for it?

It’s true that time is a measurable, definable resource that

teachers, principals, and staff developers think about and use in
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concrete, systematic ways. But time is
also much more. As Schein (1992)
points out: “Time imposes a social order,
and how things are handled in time
conveys status and intention.

The pacing of events, the rhythms of
life, the sequence in which things are
done, and the duration of events all
become subject to symbolic interpreta-
tion” (pp. 114-115).

How educators think about time, and
how they use it, is woven into the cultures
of their schools. School leaders must
learn how to read a school’s culture, and
how to focus staff development on the
cultural issues that affect how people use
their time. Thus they can spend their time
building a culture that uses time well.

CULTURES THAT NURTURE,
CULTURES THAT WOUND

Culture is the underground stream of
norms, values, beliefs, traditions, and
rituals that builds up over time as people
work together. solve problems. and
confront challenges. This set of informal
expectations and values shapes how
people think, feel, and act in schools
(Deal and Peterson, 1998).

Educators have recently developed a
much deeper understanding of school
culture, and a deeper appreciation for its
importance in effective schools (Levine
and Lezotte, 1990). Culture plays a major
role in school restructuring (Newmann
and Associates, 1996) and school
improvement efforts (Fullan, 1998).
Culture influences the actions and the
spirit of school life. It shapes a school’s
motivation, commitment, effort, and
focus.

In some schools, the culture inspires
educators to learn and grow, to take risks,
and to work collegially. Teachers feel
supported when they want to assume

Kent Peterson is a professor of educational
administration at the University of
Wisconsin-Madison. He can be reached at
1025 W. Johnson St., Madison, W1 53706,
(608) 263-2720, fax (608) 265-3135, e-mail:
kpeterson@ mail.soemadison.wisc.edu.
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CHAPTER 7

CULTURE ZONE:
GANADO PRIMARY SCHOOL
GANADO, ARIZONA

Ganado Primary School is a prime
example of a school that uses time
to build a culture that uses time well.
At Ganado, students succeed despite
few economic resources, and social
problems that teachers in a toxic
school culture would probably call
insurmountable: About half the fami-
lies in the school district, which serves
a Navajo community, have no running
water in their homes, and a third of
them have no electricity.

The principal and teachers care-
fully recruit and hire people willing to
spend time on continuous adult
learning. New staff members under-
stand from the outset that in this school
culture, they’ll be expected to spend
time on adult learning.

Some examples of how staff
members at Ganado spend their time:
@ On many Tuesdays, the principal
meets with teachers from one of the
school’s four major “units.” They talk
about curriculum, discuss what
teachers are doing in their classrooms,

perhaps share a planned activity.

® Ganado has developed an extensive
professional development library,
because external resources are all but
nonexistent locally, and teachers regu-
larly watch training videos, read
professional literature and talk with
colleagues about improving teaching.
The school makes sure teachers get the
time they need for these activities. The
principal or a substitute may cover a
teacher’s class, freeing up that teacher
for meetings with colleagues, for
example.

@ Four times a year the school hosts a
“Once Upon a Time Breakfast.”
Students, parents, and staff members
bring their favorite books to school and
share them over food.

@ Every year, the school conducts an
“early childhood academy” for class-
room aides, a full week of training on
important concepts and techniques.
For more information, contact principal
Sigmund Boloz

Ganado Primary School

P.O. Box 1757

Ganado, AZ 865035

Phone: (520) 755-1020

Fax: (520) 755-1085

leadership roles, reflect on practice and do
other work to improve their teaching.
These nurturing school cultures are more
likely to invest in professional de velop-
ment, to spend time learning new skills
and knowledge, and to enthusiastically
engage in their own learning.

Other schools, however, are mired in
beliefs about time that inhibit adult
learning and student achievement. Staff
members see staff development, or any
effort to improve teaching, as a “waste of
time,” to be avoided if possible.

Negative attitudes and beliefs can
spring from many sources: Perhaps staff
development activities were poorly
conceived in the past and didn’t address

National Staff Development Council
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teacher needs. Or the school has struggled
academically for a long time and staff
members have given up, telling each other
that “nobody could teach these kids.”
Someone who feels their students can’t
learn would see no point investing time in
improving teaching practice.

Some schools develop “toxic”
cultures, which actively discourage efforts
to improve teaching or student achieve-
ment. In these schools the spirit and focus
is fractured and often hostile, the value of
serving students is replaced by the goal of
serving self, a sense of helplessness and
despair predominates, and professional
growth is not a prized activity (Deal and
Peterson, 1998). Staff members resist
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CHAPTER 7

What to listen for

These statements indicate positive and negative views of time. Which of these do you hear at your school?

NEGATIVE:

“Staff development takes time that I don’t have.”

“We're doing too much already.”

“I don’t want to waste my time in that session!
It won’t help me at all.”

“I need to get this week’s plans done.

I don’t have time to think about next year.”

“This didn’t work when they tried it
in 19__, and it won’t work today.”

“You're wasting your time.

POSITIVE:
“We use a lot of time for our own learning, but it’s important.”
“We can do a couple more sessions on this technique this semester.”

“Let’s try this out. I think it might help me a lot in the classroom.”

“If we fit this workshop in, it will help us for next year.”

“It didn’t work the last time they tried it, but times have changed

and we can learn from their mistakes.”
“This is important to the school’s improvement

It won't help these kids learn.”

“I'm already changing my curriculum/instruction/
assessment/etc. | don’t want one more thing to do.”

efforts. Let’s put our time into it.”

assessment | want to try.”

“This work will support the new curriculum/instruction/

reform, publicly ridiculing those who
want to try new things. A toxic culture
can destroy motivation, dampen commit-
ment, depress effort, and change the focus
of the school. It can decrease learning,
frustrate growth, stymie risk taking, and
foster radical individualism rather than
collegiality.

SHAPING SCHOOL CULTURE

To shape a more nurturing culture, a
school’s principal, staff developers, and
teacher leaders need to examine their
school with an eye for time issues.
Suggested steps include:

Read the school’s culture. Leaders
need to first understand the deeper norms,
values, and beliefs of the school. Compile
a history: Information sources could
include present and former staff members,
other district personnel, yearbooks, news-
paper clippings, parents, and community
leaders. Seek out the informal networks
that touch the school. Look at how the
school’s values have developed over time.
Examine the symbols and stories that
permeate the culture. Listen to how
people talk about time they spend in the

FOR FURTHER READING

@ The leadership paradox:
Balancing logic and artistry in
schools by Terrence Deal and Kent
Peterson. San Francisco: Jossey-
Bass, 1994.

@ “Student learning grows in
professional cultures,” by Joan
Richardson. Tools for Schools,
August/September, 1998. Oxford,
OH: National Staff Development
Council.

school. Look for rituals of time use.
Assess views of time. Does the
school’s culture include ideas about time
that support adult learning? For example,
do teachers want to spend time conferring
with colleagues and improving their
teaching? Do they feel that time spent on
staff development is worthwhile? What
common conceptions about time do staff
members share? Are there specific atti-
tudes about time that need to be changed

National Staff Development Council
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before teaching can improve?

Reinforce the positive. Through
symbolic actions and model behaviors,
leaders need to support positive and ener-
gizing views of the time spent learning
and growing. Some examples:

@ Look for teachers or activities in the
school that make good use of time and
single them out for public praise.

@ Make a point of being a model by
using time to do important work: If the
principal makes regular time for conversa-
tions with teachers about curriculum, for
example, that sends a powerful message
that curriculum development is important.
@ Provide positive examples. Make
contact with other schools that succeed
academically despite similar challenges,
so teachers can see for themselves that it
can be done.

@ Sclect staff members who share posi-
tive values of time, who will be assets to a
nurturing school culture.

At the same time, the school must
address any negative, pessimistic views of
time in the culture. Be candid and forth-
right: Toxic cultures are so unpleasant that

JSD Spring 1999
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Beliefs about time

Norms, values, and beliefs about time differ across schools.
Some important concepts to consider when examing your
school’s culture:

@ Amount of time: How much time is a lot of time? In some
schools, two days of inservice is considered too much, while in other
schools this is seen as a bare minimum for learning new ideas.

@ Time as investment: Is professional learning viewed as a waste of
time or an important investment in students?

@ Rate or speed of change over time (Schein, 1992): How fast
should new ideas and techniques be incorporated into the school?
Should the school focus on one reform approach during the next three
or four years, or should the school try to adopt two or more approaches
at once?

@ Time on/time off: When can staff members relax. disengage, or
rest? In some school cultures, professional development sessions are
time for a respite or breather, a time to doze — perhaps not physically,
but psychologically. In other schools, staff development time is a period
of heightened attention, energy, and focus.

® Sequence of events over time (Schein, 1992): What should be done
first, second, or never? In some schools, everything but professional
learning occurs first. Workshops, faculty study groups, discussions of
practice, etc.. take last place to other activities.

® Ownership of time: Whose time is this? In some schools, the culture
decrees that time is the sole property of individual teachers. In other
schools, time is understood as shared for the good of the whole organi-
zation.

no one wants to admit being in one. This analysis of research and practice. Madison,
reluctance can stall serious discussion of WI: National Center for Effective Schools
. Research and Development.
how negative values can be turned around.
REFERENCES Lortie, D. C. (1975). Schoolteacher.

Deal, T. E. and Peterson, K. D. (1998). Chicago: University of Chicago Press.
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Shaping school culture: The heart of
leadership. San Francisco: Jossey-Bass.
Fullan, M. (1998). Leadership for the 21st
century: Breaking the bonds of dependency.
Educational Leadership, 55(7), 6-10.
Levine, D. U. and Lezotte, L. W. (1990).
Unusually effective schools: A review and

Newmann, F.M. and Associates (1996).
Authentic achievement: Restructuring schools
Sfor intellectual quality. San Francisco:
Jossey-Bass.

Schein, E. H. (1992). Organizational culture
and leadership. (2nd ed.) San Francisco:
Jossey-Bass.
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TOOL 7.2

Analysis of current time usage
with time use log

1. How much time in minutes do staff members have for planning?

2. How much time in minutes are staff members expected to attend staff meet-
ings per week/month?

3. How many professional development days are planned into the current
school year? When do those days occur? Add the number of minutes avail-
able in professional development days. Remember to subtract lunchtime.

4. For one week, log how planning time is used using the Time Use Log on the
next page.

5. Asa team, graph how all members of the team or schoolwide used time col-
lectively by adding the total amount of time used in each category across all
members’ logs.

6. Identify how much of the available time was spent in school-based team
learning.

7. Complete the Time Use Log on the next page. Identify how much of the
total available time was invested in work related to the areas in the first col-
umn.

8. Use the graph and personal perceptions to consider the impact of various
ways time is used by considering these questions:

a.  What is the difference between the amounts of time spent in individual
work versus time spent in collaborative work?

b.  What kind of time usage is the most satisfying to you?

¢ What kind of time usage is the least satisfying to you?

d.  What type of time usage has the greatest impact on achievement of
your students?

e.  What kind of time usage has the greatest impact on your practice
as a teacher?

9. Identify the norms/agreements/expectations about time in the school.

10. Consider how to increase the kind of time usage that is most satisfying to

you and that has the greatest impact on achievement of your students.
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Time use log

Use the log to identify how non-instructional time is spent on various tasks and indicate if that time is spent
alone or in collaboration with one or more colleagues.

A = alone C = collaboration with one or more colleagues
MONDAY TUESDAY WEDNESDAY | THURSDAY FRIDAY
AREAS # |A/C| # |A/C| # |A/C| # | A/C| # | A/C | Totdl
min. min. min. min. min. min.

Management/clerical (attendance,
non-academic reports, business
transaction, copying, getting
supplies, etc.)

Assessment (analyzing student work,
grading student work, designing
assessments, etc.)

School-focused work (committee
work, etc.)

District-focused work (committee
work, etc.)

Non-school related (personal phone
calls, errands, etc.)

Other

Other

Other

Total daily time

Total alone

Total collaborative
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Think outside the clock

Create time for professional learning
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A bi-monthly
publication
supporting student
and staff learning
through school

im provement

eachers at Addison Elementary
School in Marietta, Ga., work in a
school district that provides substan-
tial opportunities for staff develop-
ment. But Addison teachers wanted
more: They wanted to work together in study
groups every week, an activity not covered by
the district staff development plan. Because
they were saddled with the traditional school
schedule, the study groups would have to meet
after school unless teachers had another plan.
Principal Carolyn Jurick and the Addison
staff approached the school’s PTA about sup-
porting cultural arts activities that would in-
volve students but not teachers for one hour
every other week. That worked fine for awhile
but parents soon tired of the substantial com-
mitmentrequired in that effort and Jurick moved
ontoPlanB.
InPlan B, Jurick hired subs to cover class-
rooms for an entire day every other week. The
subs worked all day but rotated from classroom
to classroom. A study group of six to eight
teachers could meet for one hour while subs
covered their classrooms.
“At first, teachers thought that was a god-

send. But that wore thin after awhile. Even
though they were out of their classrooms, they
still had to plan for the subs, and they still had
to worry about covering lunch,” Jurick said.

On to Plan C. In Plan C, Jurick and her staff
concocted a plan to have students begin school
10 minutes earlier than other elementary schools
and end 10 minutes later — in exchange for re-
leasing students from school at 1:30 p.m. every
Wednesday. Teachers would continue to work
until at least 3 p.m. and use that time to meet in
their study groups.

Four years later, this plan is still working.

“It costs us nothing, and we love it. But we
couldn’t have done this if we hadn’t been able
to show that the other ways wouldn’t work,”
Jurick said.

The Addison staff’s experience in trying to
find time for professional leaming offers sev-
eral significant lessons about the conundrum
facing virtually all schools that struggle with this
issue:

m  Teachers must be flexible and evencreative

in how they think about their schedules.

m  Teachers must be willing to make trade-offs
Continued on Page 2

Reprinted with permission of the National Staff Development Council, 2006. All rights reserved.
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Think outside the clock

Continued from Page One

in order to gain what they really want.

m  Teachers must be clear about the con-
nection between their own learning and
improvements in student learning.

m  Teachers must come prepared with
Plan B in case Plan A doesn’t work.

Although educators are increasingly
realizing the value of having teachers work
together every day and every week, schools
are still burdened with outdated ideas about
teachers’ and principals’ work day and
work year. And shaking up that status quo
impacts not only teachers but families that
have come to expect schools to operate at
certain times and in certain ways.

NSDC is clear inits beliefs about this:
25% of an educator’s work time should
be devoted to professional learning and
collaboration with colleagues. But a sur-
vey of members in 2000 revealed that no
districts had yet reached that level of com-
mitment. Excluding daily planning time,
81% of the respondents to that survey said
less than 5% of a teacher’s work week was
devoted to professional learning.

Even preparation time for teachers is
limited, according to Stanford University
professor Linda Darling-Hammond. She
estimates that most U.S. elementary teach-
ers have three or fewer hours for prepara-
tion each week (only 8.3 minutes for ev-
ery hour in the classroom) and that sec-
ondary teachers generally have five prep
periods per week (13 minutes per hour of
classroom instruction  (Darling-
Hammond, JSD Spring 1999, p. 33).

Acknowledging the difficulty of the
task, NSDC Executive Director Dennis

Sparks recommends that schools begin by
identifying three to four hours a week —
or about 10% of a teacher’s work time
for learning and working with peers on
improving instruction. “Then schoeols can
begin to experiment with ways to extend
that time over the next two or three years
to 25% of teachers’ work time,” he said.

James Madison University professor
Michael Rettig, who consults with numer-
ous school districts on scheduling issues,
said no district has ever invited him in
specifically to find more time for staff
development. Typically, districts contact
him because they want to find larger
blocks of instructional time. If that cre-
ates opportunities for staff development,
it’s a great side benefit, bul not the pri-
mary foeus, he said.

But Rettig said the challenge of find-
ing more time for professional learning is
the same as finding larger blocks of in-
structional time. “The problem is that
they're not willing to trade away some-
thing in order to get that,” Rettig said.

In elementary schools, for example,
he said finding common planning time for
all teachers in a grade-level is relatively
simple. “l can easily create a schedule that
would achieve that. Butit would mean that
teachers might have to lose their individual
planning periods on certain days. That’s a
trade-off that many teachers don’t want
to make,” he said.

When schools do find a schedule they
believe will work for them, Rettig urges
them to pilot the new plan for a year and,
if possible to pilot several different ideas
in the same district before committing.

“Once the time is there, teachers need guidance and

preparation for how to use it. If it just becomes time for them

to sit by themselves and grade papers, then an opportunity

for leamning has been lost,” says Mikii Bendotti, executive

director of the Arizona Teacher Advancement Program.
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Mikii Bendotti, who has worked with
several Arizona schools to find more pro-
fessional learning time, cautions that free-
ing teachers to work together is insufficient.
“Once the time is there, teachers need guid-
ance and preparation for how to use it. If it
just becomes time for them to sit by them-
selves and grade papers, then an opportu-
nity for learning has been lost,” said
Bendotti, executive director of the Arizona
Teacher Advancement Program, which is
funded by the Milken Foundation.

Teachers need preparation in how torun
a meeting, how to set norms for those meet-
ings, how to lead decision making and more.
In other words, teachers need staff develop-
ment in order to prepare for staff develop-
ment. “That's especially the case when
teachers have only experienced a sit-and-
get model of staff development,” she said.

Bendotti has also learned that it's bet-
ter to make sacrifices to carve out larger
chunks of time that occur less frequently
than to have short but more frequent meet-
ings. For example, arranging to have
teachers meet for 30 minutes every day is
probably less effective than meeting for
45 minutes three times a week.

Like many districts, the Hoover City
Schools in suburban Birmingham, Ala., is
still searching for the answer fo its time
puzzle. “We're still struggling to find that
perfect model, that perfect solution. But
it's notthere. You have to think creatively.
How do you develop your teachers and
safeguard the instructional time for your
children? That's the rub,” said Deborah
Camp, curriculum instruction technology
specialist for has been part of discussions
where teachers and administrators have
been grappling with this issue.

“Here’s my dream: Have all teachers
work on a 12-month calendar, compen-
sate teachers for that time, and build staff
development days right into their work
year. If we lengthened the school day for
teachers and increased the number of days
that teachers work, your time issue would
disappear. Doing it any other way, it’s al-
ways going to be a struggle,” Camp said.
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How To Find Time

Sehools and districts that have carved out more time for professional learning have
typically relied on one of the following strategies. Most of these strategies were
inttially identified in “The time dilemma in school restructuring,” by Gary Watis and
Shari Castle, Phi Delia Kappan 75 (1), December 1993.

Bank time

Lengthen the regular school day. “Save” the extra minutes to create larger blocks of time
when teachers can plan or learn together.

Create regularly scheduled early dismissal/late start days.

Buy time
= Hire more teachers, clerks, and support staff to create smaller classes and/or expand or add
planning or learning times for teachers.
= Hire substitute teachers to fill-in for regular classroom teachers to enable those teachers to
plan or learn together.

Add an extra teaching position in the school for a rotating substitute teacher who would
regularly fill in for teachers in order to free them [or planning or learning time.

Create a substitute bank of “staff development substitute teachers” which regular classroom
teachers can tap in order to participate in various forms of professional learning.

Common time

Use common planning time to enahle teachers working with the same students, the same
grade level, or the same subject to share information, collaborate on projects, or learn more about
their shared interest.
»  Organize “specials” into blocks of time to create common time for teachers with similar
interests.

Link planning periods to other non-instructional times, such as lunch periods, giving teach-
ers the option to use their personal time for shared learning time.

Free teachers from instructional time
»  Enlist administrators to teach classes.
= Authorize teaching assistants and/or college interns to teach classes at regular intervals, al-
ways under the direction of a teacher.

Team teachers so one teaches while the other plans or learns independently.

Plan day-long, off-site field experiences for students in order to create a large block of time
when teachers can learn.

Add professional days to the school year

Create multi-day summer learning institutes for teachers in order to ensure that they receive
the necessary depth in areas of strategic importance for the district.

Create a mid-year break for students and use those days for teacher learning.

Use existing time more effectively

= Provide professional learning time during staff meetings. (For ideas on better ways to use
staff meetings, see the Oct./Nov. 1999 Tools for Schools.)

= Spread time from multi-school planning days across the calendar to provide more frequent,
shorter school-based learning opportunities.
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HOW MUCH TIME
DO TEACHERS NEED?

In a survey of 178
principals in urban high
schools undertaking major
change efforts, lack of
time, energy, and money
were identified as the key
implementation problems.
On average, teachers
devoted 70 days of time
to implementing a project,
while “the more success-
ful schools used 50 days a
year of external assistance
for training, coaching, and

capacity building.”

Source: “Using time well:
Schedules in Essential
schools,” by Kathleen
Cushman, Horace 12 (2),
Nov. 1995.
www.essentialschools.org/
cs/resources/view/

ces res/|5.
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Schools That Have Found Time

To those who say it can’t be done, the answer 1s il has already been done. "These are just a few examples of

schools and districts that have found ways to provide regular time within the workday for professional learning.

Ridge Meadows Elementary School, Ellisville, Mo.
Early-release days to focus on improving
writing

One day each month, the Rockwood School District re-
leases students in elementary, middle, and high schools in the
same quadrants of the district. That allows the entire staff of a
school to have an afternoon to work together on a topic of its
choosing.

Three times a year, the Ridge Meadows staff uses these
early dismissal days to score student writing. All students in
grades 1-5 write in response to the same non-fiction prompt.
Grade-level teachers design a rubric to score the prompt. Tables
are set up in the school gym by grade-level and teachers work
together to score the writing samples. When the scoring is
ended, teachers then reflect upon what they've learned and
how they will change their instruction to improve student writ-
ing.

Brandon High School, Ortonville, Mich.
Late starts provide consistent learning
time for teachers

Every Wednesday morning at Brandon High School is de-
voted to professional development and teacher collaboration.
Teachers begin work at 7:30 a.m. but students don’t begin
classes until 11 a.an. The high school has a traditional six-pe-
riod day.

A steering commiltee composed of staff who volunteer
for the assignment design the learning for each Wednesday.
That time could be devoted to learning more about technol-
ogy, interpreting student test data, designing the state-mandated
career pathways for students, or doing leadership development
activities. Departmental staff frequently use this time to learn
more about changes in curriculum or assessments.

Although students are allowed to arrive late, many clubs
meel during this tme and students have access lo compuler
labs and the school library.
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Ball High School, Galveston, Texas
Run staff development sessions inside
prep periods

An alternating 90-minute block schedule provides teach-
ers with a 90-minute conference or prep period each day. Twice
a month, Galveston Ball runs two 45-minute staff develop-
ment sessions inside each of those conference periods.

The staff development offered during this time is manda-
tory and interdisciplinary and taught eight times in order to
reach the entire staff of 170 teachers.

The school has used this time to teach staff how to write
benchmark testing and how to electronically access data on
the same testing. Recently, for example, the school did a lengthy
workshop of a new writing method. Follow-up meetings oc-
curred during these conference periods afler teachers had imple-
mented the new method with students and could talk about the
challenges they faced when doing that. Curriculum specialists
from the district also have used this time to meet with lan-
guage arts and math teachers to explore issues.

Teachers can use their regular conference period to meel
with colleagues, although entire departments do not share the
same conference period.

Madison Park School, Phoenix, Ariz.
Permanent subs on staff relieve teachers
for collaborative time

Two fulltime substitute teachers provide released time for
teachers for professional development during the workday.
Teachers sign up for one of the substitute teachers in order to
do professional learning on their own, to work with another
teacher, or to work with one of the building’s master teachers.
(Master teachers have only half-day classroom responsibili-
ties and devote the remainder of their time to on-site profes-
sional development.) Teachers are allowed to use such released
time two to three times each month.

In addition, teachers in this grade 3-8 school agreed to
exchange two prep periods a week in order to gain a block of
time for collaboration with their grade-level colleagues.
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Spring Woods High School, Houston, Texas
Create staff rally days

Texas” football traditions inspired Spring Woods High
School to find a way to adapt the well-identified pep rally sched-
ule for professional time for teachers.

Between 15 and 20 times a year, Spring Woods uses the
same bell schedule that governs a pep rally day and creates a
“staff rally” day when students are dismissed 30 minutes early
to allow teachers time to meet together until their normal work
day ends. The facully of 125 is broken into about a dozen in-
terdisciplinary groups. A member of the Schoolwide Leader-
ship Cadre guides each group and plans how the time will be
used. For example, twice a year the cadre selects books that
the staff will read and discuss during these meetings.

Spring Woods operates on a four-period block schedule
in which teachers teach three periods a day and have one in-
struction-free conference or prep period. Onee a month, that
conference period becomes a staff development period. Teach-
ers are required to use half of those conference periods to at-
tend a mandatory discussion or workshop that may focus on
topics ranging [rom a new reading initiative to improving their
understanding of the state’s standardized testing program.

International High School, Long Island, N.Y.
Organize teachers into interdisciplinary
teams

The school’s 29 teachers and 450 students are organized into
six interdisciplinary teams. Teachers have 70 minutes of daily plan-
ning time and a half day each week for staff-planned professional
development. This amounts to nearly nine hours of shared time
each week. The team also has the discretion to decide how to use
500 hours of professional learning time each year.

Team members observe and coach each other; share best
practices; develop, evaluate, and revise curricula; and jointly
devise interventions for students who need extra support.

Each staff member also leads a small advisory group that
meets weekly to discuss issues related to students’ personal,
academic, and social growth.

Addison Elementary School, Marietta, Ga.
Weekly meeting time for study groups

Students begin school 10 minutes earlier and end 10 min-
utes later than other elementary schools in the Cobb County
School District. But, on Wednesday afternoons, students leave
schools at 1:30 p.m. and teachers assemble in their study groups.
Teachers are required to work until 3 p.m., but most of them
meet in study groups until about 4 p.m. each Wednesday.

Using district-allocated staff development dollars, teach-
ers are still able to hire subs to enable them to attend meetings
and visit other schools for observations. They also participate
in district-sponsored stafl development activities,

Collaborative professional learning in school and beyond: A tool kit for New Jersey educators
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Montgomery County, Md. HOW MUCH TIME
Knowledgeable substitutes in the classroom DO TEACHERS NEED?

Bach of the 193 schools in Montgomery County, Md. has a fulltime staff development teacher ~ The staff of the Effective
whose role is to provide instructional support for teachers in that building. In the elementary Schools Network reports
schools, this teacher may be involved in team teaching, presenting model lessons, relieving teach-  that it takes 10 to 20
ers so they can observe other teachers teach, or helping teachers locate needed resource materials.
In the secondary schools, the staff development teacher may work with entire departments as a
resource teacher or relieve the department chairs to do related work.

In addition, each Montgomery County school has an allocation for a staff development sub-
stitute teacher. This teacher, who earns a higher rate of pay than a traditional substitute, is only
available to relieve teachers for professional growth. The staff development teacher schedules  Source: “Using time well:
this substitute teacher’s time based on requests from classroom teachers. For example, a teacher Schedules in Essential
might request relief by the staff development substitute in order to spend an afternoon on an
action research project or to observe another classroom. Teachers who call in sick or take per-

teacher days to develop
and implement improve-

ment plans.

schools,” by Kathleen
Cushman, Horace 12 (2),
MNov. 1995.
www.essentialschools.org/
csfresources/view/

sonal days are replaced by substitutes drawn from the districtwide substitute pool.

lowa City, lowa

Early-release days for all schools
ces res/|5.
For 25 years, students at all Towa City public schools have been released from school an hour
early every Thursday in order to provide time for professional development. Elementary school To learn a “moderately
students end their day at 2 p.m. and secondary students at 2:20 p.m. Teachers work until 4 p.m. difficult teaching strategy
Half of those Thursday are designated for building-level staff development; the other half for could require that
districtwide stafl’ development. The school and district improvement plans guide most of the
professional learning. For example, grade-level teachers might meet on the building-level days to
work on common issues. On the district days, teachers from across all schools might meet by
subjects or grade-levels or the district may provide its own workshop on a topic (such as using

teachers receive 20 to 30
hours of instruction in its

theory, |5 to 20 class-

data to design instruction) that would be valuable for all teachers. room demonstrations,
In addition, lowa City uses outside grant money to buy substitute teacher time to enable and 10 to |5 coaching
groups of teachers to work together or attend conferences. sessions before mastering
the technique and
Jefferson County, Ky. incorporating it into
Learning time for principals routine classroom
practice.”

Teachers aren’t the only school employees who need time for professional learning. In Jefferson
County, Ky., middle school principals meet for three days each summer with teacher leaders from
their schools to focus on standards for key academic areas. Together, they examine data on stu-
dent learning and develop school improvement plans. During the school year, the principals have
monthly staff development days of their own. For half of those days, the principals focus on
specific learning within a content area, such as learning more about writing standards. During the ~ CA: RAND, 1992).

Source: Time for reform,
by Susanna Purnell and
Paul Hill (Santa Monica,

other half of those days, the principals break into special interest cohorts, such as integrating
technology into instruction, developing leadership skills, or learning more about “knowledge
work.”
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Time for professional learning

Resources to help you learn more about it

“Finding Time for Collaboration”
Mary Anne Raywid, Educational Leadership, 51(1),
September 1993.

Offers 10 strategies schools are us-
ing to create time. Order from ASCD,
(800) 933-2723.

“Making Time for Teacher
Professional Development'’

Ismat Abdal-Hagqq, ERIC Clearinghouse, October
1996,

Answers seven frequently asked
questions regarding creating time for pro-
fessional development. Order Digest # 95-
4 from ERIC, (202) 293-2450 or order
online at www ericsp.org/pages/digests/
making _time_teacher_pro_dev_95-

4 .html. Price: §4.

Prisoners of Time

Mational Commission on Time and Learning.
Woashington, DC: Authar, 1994,

Key national report on time in
schools. Order from the U.S. Government
Printing Office, Supt. of Documents, Mail
Stop, SSOP, Washington DC, 20402-
9328; (202) 783-3238; Stock No. 065-
000-00640-5. Price: $5.50.

“Scheduling Time to
Maximize Staff
Development
Opportunities”

Brenda Tanner, Robert Canady,
and Michael Rettig, fournal of
Staff Development. 16(4), Fal
1995,

Provides examples of
how high schools can
structure time to improve
instruction and profes-
sional learning. Available online at
www nsdc.org/libraryfjsd/ftanner1 64.html.

“Smart Use of Time and Money”
Joan Richardson, Journal of Stoff Development,
18(1), Winter 1997.

Explores the issue of resources for
professional leaming. Available online at
www.nsdc.org/library/jsd/richard-
sonl81 html.

Teachers Take Charge of Their
Learning: Transforming Professional
Development for Student Success
National Foundation for Innovation in Education

(now the NEA Foundation for Innovation in
Education). Washington, DC: Author, 1996,

Addresses rationale for teacher devel-
opment work and the relationship between
teacher learning and student learning . Or-
der from NFIE Publications, P.O. Box
509, West Haven, CT, 06516. Price: §15.

“The Time Dilemma in School

Restructuring”
Gary D. Watts and Shari Castle, Phi Defto Koppon,
75(1), December 1993,

Identifies five primary ways that in-
novative schools “found” time for profes-
sional learning. Order from PDK, (812)
339-1156.

Time for Reform
Susanna Purnell and Paul Hill. 5anta Monica, CA:
RAND, 1992,

Identifies six strategies schools use to
provide time for reform. Order online at
www.rand.org/education/pubs/
reform.priorhtml. Price: §7.

“Time: Squeeze, Carve,
Apply, Target, Use,
Arrange, for Adult
Learning”

Journa! of Stoff Development,
20(2), Spring 1999,

The entire issue of the
Spring 1999 JSD is de-
voted to exploring varous
issues related to use of
time in schools. Order
from NSDC Business Of-
fice, (800) 727-7288 or through NSDC
Online Bookstore, www.nsdc.org/

bookstore htm.

NSDC Online Library

See www.nsdc.org/library/time html
for an extensive listing of articles, reports,
and other web sites with information
about time for professional leaming.
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A NEWSLETTER OF
THE ALABAMA
BEST PRACTICES CENTER

SPRING 2001

The stories in this issue of Working

Toward Excellence explore two critical

needs that all schools share:

» Time enough for teachers to work
effectively with students; and

» Time enough for teachers to work
together “student-free” as they plan
instruction, improve curriculum,
and sharpen their own teaching.

Because WTE focuses on
promising educational practices, most
of the news here is good. Readers will
find encouraging examples of schools
and districts where resourceful edu-
cators are “making time.” Some have
strong financial support; others
scramble to make ends meet. But
they have this in common: they are
creative thinkers who put the needs
of their students and teachers first.
They find the time.

But they are not the norm. In
the majority of Alabama schools,
and in many schools across the nation,
students, parents, teachers, adminis-
trators and staff continue to be
“captives of the clock and calendar.”
We begin with two brief tales.

The 50-minute dash

In an Alabama middle school

FINDING

TIME

VOLUME 1 ~

NUMBER 3

Time Enough For Teaching
And Learning

not far from Birmingham, a class of
seventh grade language arts students
are deep into Maniac McGee, the 1991
Newbery Award-winning story about
a very excitable orphan boy who
confronts racism in a small town.

Author Jerry Spinelli has
described his seriocomic folk story as
“the history of a kid.” Picking up on
that theme, the teacher in this well-
run classroom has asked her students
to write short essays recollecting
something important in their own
brief personal histories.

Glancing at the sweeping hands
of the large clock mounted over the
wipeboard, the teacher — let’s call
her Ms. Tempus — begins the class
by having students read from their
essays. After a few students volunteer
to read aloud she cuts her eyes to the
clock again. Other students are waving
their hands, also anxious to share
their personal stories. But Ms. Tempus
must move on. Time’s a-wasting.

Next, Ms. Tempus divides her
students into four groups. “Read
chapters 16 through 18,” she instructs,
“and look for questions that you can
bring back to our literary discussion.”
She passes out each student’s “writer’s

notebook” as the kids bunch up in small groups on the carpeted
floor. Some set up beach chairs; others grab soft pillows and
plop down.

Ms. Tempus moves from group to group, modeling the
How

7«

“text analysis” process. “Why is the word ‘is” in italics?
is Maniac feeling?” “Have you ever been in a group of people
where you know you are not wanted?” After 15 minutes,
perhaps two-thirds of the students have completed the “read-
aloud.” But once again, it’s time to pick up the pace.

The class gathers to discuss the unfolding story. Ms.
Tempus allots 10 minutes for an exchange of ideas — barely
enough time to rev up the mental engines of her adolescent
audience. She checks the classroom clock and grimaces. The
50-minute instructional period is almost over.

“For the next seven minutes,” she says, “pretend that you
are Maniac writing in your diary or on scratch paper to get your
feelings out. I want to see what you've written before you leave
class today. That’s your ticket out of here.”

The students jump to the writing task. A few pencil-
draggers receive the teacher’s personal attention. The first student
to finish reads her entry aloud, as others scribble rapidly. The
bell rings. Few students have completed the task. Ms. Tempus
shouts over the scraping desk and exit chatter: “The first thing
we'll do tomorrow is finish your writing and read these entries.
So be ready!” As the kids file out, another group is already queu-
ing up at the door. Ms. Tempus rushes about the room, trying
to reorganize. A few ticks later, the 50-minute dash begins again.

AT ANOTHER MIDDLE SCHOOL, a few dozen miles away in

a neighboring school district, teachers gather for a 30-minute,

twice-weekly group planning period. During this time, the team
Continued on page 6.

Teachers have time to learn
atHomewood MS . ....................... page 2 | W. Blocton teachers “make” time ..........| page 9
EXTRA! Elementary has daily group planning! .. .page 4 | Auburn High tackles blocking .............. page 10
TC's low-cost idea: teacher study groups ... ... page 8 | Anne Jolly dreams of time ................ page11
Reprinted with permission of the Alabama Best Practices Center. All rights reserved.
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Time enough for teaching and learning

CHAPTER 7

Homewood Middle’s Daily Schedule
Creates Time to Improve Teaching
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CINDY CASON DESPISES school bells.
In fact, she says they drive her crazy.

A strange aversion, you might
think, for one whose profession
places her in the principal’s office of
Homewood Middle School, a school
of 740 students serving a predomi-
nantly upper middle class suburb of
Birmingham. But Dr. Cason insists
that teaching and learning can be
most effective when you take away
the bells and muftle the ticking clocks.

At Homewood Middle, a four-
block schedule allows teams of
teachers to work with three classes
for ninety minutes each day —a
generous portion of instructional
time that requires new teaching
strategies. The fourth daily block is
“student free” and provides teachers
with time to develop new techniques,
learn about technology integration,
look at student work, and meet with
parents. The block schedule gives
HMS teachers the opportunity to
teach differently — and the time it
takes to learn how to do that.

“Our middle school has made
a huge effort to really protect
instructional time,” says seventh
grade social studies teacher Amelia
Gamble. “And part of that protecting
instructional time has given us the
benefit of having common planning
time — time off with all of the other
same-grade teachers.”

Each grade level is composed
of several four-teacher teams who
are responsible for teaching core
groups of students. Math and lan-

guage arts teachers work with the
same core group on a daily basis,
while science and social studies
teachers alternate, teaching 9-week
courses to two different core groups.
Schedules are arranged so that all
same-grade teachers have a common
planning block each day.

Extensive research and plan-
ning led HMS administrators to
begin the four-block schedule with
sixth grade teachers five years ago.
One grade at a time eased into the
new schedule from a traditional
seven-period day. This year, eighth
grade teachers made the leap.

More time for student learning

Five years ago, the Homewood
school system began its effort to
provide all teachers with more
embedded professional development
time while protecting (and in some
cases, increasing) instructional time
for students. Homewood assistant
superintendent Dr. Betty Winches
points to the middle school’s progress
as evidence that the investment of
time and money have paid off.

“The relationship between time
on task and test scores bowled us
over,” says Winches. “We knew there
was a relationship there, and expected
to see some gains in language and
math, but we did not expect them to
be so rapid and pronounced.

“These were the same teachers,
the same kids, and the same build-
ings,” notes Winches, who was a
member of the HMS staff when the

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

changes began. “We just extended
time and provided staff development
to create a more project-based
atmosphere, and we saw phenomenal
gains. Some classes jumped six to ten
percentile points in one year.”

A side effect of the block
schedule has been a dramatic
decrease in discipline referrals, since
students are spending less time in
the hallways and more time on task
in classrooms.

Escaping the clock

In a traditional 50-minute
class, Cason says, teachers and
students live by the clock. “They’re
getting information, they’re looking
at homework from the night before,
you're letting them practice for about
ten minutes, and you're sending
them out the door”

Educators at Homewood
Middle supported the shift to block
scheduling “because we know that
kids need time to problem solve.
Now they have the opportunity to
get down in the middle of the floor,
and solve the problems on their own
with the teacher there.”

If a creative project takes longer
than expected, teachers can manipu-
late the schedule to provide even more
time. “It’s more of a flexible block
schedule than it is a true block sched-
ule because teacher teams can move
their kids and change their schedule
during the day. The only thing I tell
them they have to do is get to lunch
on time, and PE,” Cason explains.

Working Toward Excellence
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The longer periods brought
about changes in teaching as well.
“You just can’t do the traditional
method of teaching in a ninety-
minute block, especially with thirteen
year olds,” Cason notes, Teachers
have gravitated toward constructivist
methods that engage kids in learning
through hands-on activities, problem
solving, and cooperative learning.

Cason expected math teachers
to have the most difficulty in adapt-
ing to the block — but she was wrong.
She relates the experience of a veteran
math teacher with nearly 30 years of
experience. “She says that this is the
best thing that's ever happened to
her classroom...She sees them work-
ing and she knows where it is that
they're having a problem, so she can
address it with them.”

What teachers say

Eighth grade math teacher
Stephanie Fuhrman is halfway
through her first year of the block
schedule. “It is so much more work
because there is no way to have direct
instruction for ninety minutes — so
I am having to create, research, and
find applications that I would not
have had time for last year — find-
ing innovative ways to engage them.”

Yet Fuhrman enjoys the
hard-won evolution of her teaching
practice and sees the impact on her
students. “T give them real world
problems. They have to work together
and contribute to the group. I've
never had time to do that before, and
that’s been just great!”

Amelia Gamble has taught at
Homewood Middle for six years.
“When we went to the block schedule,
there was a huge need for a change
in how we'd been doing things.
When I had to teach in fifty minutes,
I felt like I had to hand out informa-
tion. But now, I want students to
struggle a little bit. What's the prob-
lem here? What's our essential learn-
ing? And let them kind of struggle
along, learning through the process.”

5_prr'nj 20017

Gamble's social studies |
students do more writing |

“INVESTING IN TEACHER TIME
PAYS OFF IN PERFORMANCE,” SAYS

HOMEWOOD SUPERINTENDENT

and reading — and more
thinking — in the classroom
now. “It used to be that we didn’t
have time to say, “Let’s look at this
section together,” or “let’s pull out
the main points together. That’s

When Homewood City Schoals first sought

~ tocreate more time for teacher learning

) during the day, they weren't sure how

" to describe their efforts. “Then the

| National Staff Development Council

y I.' released a publication that mentioned

/ | embedded professional development,”

J ,’H recalls superintendent Dr. Jodi Newton.

7/ "And we said, “Look at that — we have a
¥ name for it now!"™

something they had to do at y
home. And when they 4
took their textbooks

home, they were scan-

W

ning over those quiz
words and that was it” y

Gamble also says that strug- V' [
gling readers gain from the extra
attention they receive in longer class-
es. “I have some low readers, and
that big block of time is really bene-
ficial for them. If they didn’t get it
on their own, there’s that opportuni-
ty to sit down and work with that
kid. And they can’t hide. They can’t
just sit at their desk and “get by’ for
ninety-five minutes.”

Every teacher in the Homewood system has at least thirty
minutes of personal planning time per day, along with at
least two additional 40-minute planning periods per week.
Most have more. (See the stories on pages 2 and 4 for
information about middle and elementary schools. High
school teachers have two planning periods during each
seven-period day.)

To provide extra time for embedded staff development
without reducing students’ instructional time or inflating
class sizes, Homewood's leaders made a substantial
investment in additional teacher units. Newton and assis-
tant superintendent Dr. Betty Winches say the investment

3 : pays off in performance.
More time for teacher learning

What's a surefire recipe for
disaster? Tell teachers that the whole
school is going to the block schedule
next year, and then ignore the need
for professional development to
support the change.

Luckily, Homewood didn’t
have to learn the hard way. An intense
year of planning and staff develop-
ment preceded the sixth grade teach-
ers’ initiation — and then-assistant
principal Winches made sure that
teachers “bought in” to the block
idea before committing them to it.

Homewood Middle teachers
continue to sharpen their teaching
skills during the daily 90-minute
planning block. Half of this time can
be used for individual planning,
reflection, and research. The other
half is spent with colleagues, and a
schoolwide schedule determines the
professional development focus for
each day.

On Mondays, teachers meet

Continued on page 4.

Teachers participate in ongoing, sustained professional
development that is research-based and collaborative in
nature. Newton says the extra time comes with higher
expectations and a structured, systemwide approach to
professional development. The presence of an assistant
principal for instruction at every school helps to ensure
that embedded time is being used wisely.

In recent years, Homewood faculties have focused atten-
tion on annual themes related to the system’s needs:
differentiated instruction, instructional technology, and
assessment, Several of the schools are Alabama Reading
Initiative Literacy Demonstration Sites, as well.

Each year, the system earmarks about $200,000 for profes-
sional development. Administrators place top priority on
opportunities that will train teachers to train others in the
system. “It's much more rewarding to send that second
grade teacher to that conference about instructional
strategies, because | know that we now have the mecha-
nism for her to share with others,” says Winches.

MNewton and Winches believe that the additional time for
reflection, study, and collaboration has helped teachers
view themselves as professionals who have expertise to
share. “Our schools need teacher leaders,” Newton says.
“| see our teachers, principals, and Dr. Winches growing
in instructional leadership all the time, and it's very
rewarding when you see the growth in knowledge. Our
teachers are sharing ideas with principals, and the princi-
pals are sharing them with us...Itis a circular thing.”

CHAPTER 7
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HOMEWOOD MIDDLE’S SCHEDULE. ..
Continued from page 3.

with others who teach their
subject area at the same grade level.
“You know that on Monday, you're
going to have to sit down with the
other people teaching seventh grade
social studies and they’re going to
say, “What are you doing in your
room?,” explains Amelia Gamble.
“You know that somebody’s going to
hold you accountable. They’re keep-
ing up with your pacing, and your
scope, and all of that”

During Monday sessions,
teachers often compare project ideas,
assignments, grading rubrics, and
instructional plans as “critical
friends.” “We usually look at what
the next two weeks hold,” says
Gamble. “We talk about ideas....
“How are you going to teach that,
how are you going to assess that,
what do you mean by that? Is this
fluff stuff, or is there content here?””

The Monday discussions
sometimes help teachers to reflect
on the effectiveness of what they’ve
already done, Gamble adds. “We’ll
say to each other, “What did the work
look like?” There’s a lot of that back-
end fixing.” This process is particu-
larly helpful to new teachers, she
says, who are soon offering ideas of
their own. “It’s effective. It increases
my sense of purpose, when you really

have another professional just help-
ing you along”

Cason refers to Tuesday as
“Leadership Day,” mostly because
the teachers are meeting with school
leaders during half of their planning
periods on that day. Tuesday often
includes state- or federally-mandated
training facilitated by Cason. That’s
also a time for faculty members to
share information from conferences

they’ve attended individually.

On Wednesdays, technology
coordinator Pam White leads sessions
on instructional technology.
Thursdays are, as Gamble puts it,
“team time.” That’s when teams
sharing a core group of students
come together to do interdisciplinary
planning and to discuss individual
students’ progress and behavior.

Thursday discussions often
resemble case work. “We start pulling
records, and we look at student work,”
Cason says. “We ask, “What is it that’s
going right in this class that could
help in this other class?™”

Fridays are reserved for parent
conferences. Homewood teachers
have found that setting aside this time
each week makes it easier for them to
connect with parents of students
who are having difficulties.

Gamble and Fuhrman believe
that the new schedule, including the
additional embedded professional
development time, both motivates
and supports them. “Because of the
atmosphere, I feel that [ should be on
the ball, all the time,” says Fuhrman.
“If you love the kids, and you want
the best for them, then you’re not
comfortable just getting by

Funding the block schedule

Thanks to a strong base of
local financial support, Cason can
operate on a schedule of four sub-
stantial blocks while still complying
with Alabama class size laws. More
than a third of her 55 teacher units
are funded by local revenues, supple-
menting the state monies that many
Alabama systems depend upon.

“It is an expensive model,” she
says. “And people say all the time,
you can’t throw money at education
to make it better. But this is a prime
example of it. It takes more staff, and
that takes money.”

Amelia Gamble says that
teacher buy-in is an important part
of making an innovative schedule
work. “I do think that there are some
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ways to do it without the extra teacher
units,” she says. “ (But) you've got to
have a faculty who believe that it’s the
most beneficial way to teach kids.
Once the focus is on the best way to
teach kids, and when you see that it’s
working, then you’re much more likely
to put in that extra time.”

Winches and Homewood
Superintendent Jodi Newton say that
it might be more difficult to provide
embedded professional development
time without extra teacher units,
either from local or federal funds.
They do point out, however, that
being focused can help principals to
make the best possible use of the time
that they do have.

For example, Winches notes,
“When extra time isn’t there, you can
decide on the pressing issue for your
system or school. If it’s reading, and
you can’t afford to be part of the
Alabama Reading Initiative, can you
afford to bring in a speaker or trainer
from the initiative? You can start by
trying to build the culture around
one issue.”

Winches and Newton also
suggest that schools avoid giving up
scarce professional development
hours to “one-shot wonders.” Instead,
they recommend staff development
programs that include a formal or
informal “follow-through” component.
Newton gives thumbs up to ARI
and other programs with a strong
emphasis on continuing staff develop-
ment, because they allow teacher
learning to permeate the school
environment.

“That’s what moves our culture
along,” Winches says. “When it
becomes normal to have expertise.” oo

FIND MORE

For more information about the
Homewood school system’s
creative approaches to scheduling
and embedded professional
development time, contact

Dr. Betty Winches at (205) 870-4203.
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Time enough for teaching and learning

Tme ENOUGH FOR TEACHING...
Continued from page 1.

of teachers is expected to coordinate
lessons, discuss individual student
progress, deal with a constant stream
of school “administrivia,” and — if
they can find a few moments — share
ideas about effective teaching strategies.

One teacher passes around
photocopies of a journal article
describing how a group of teachers
in another school are using a process
called “Looking at Student Work?”
The process calls for teachers to bring
to the table a lesson plan and examples
of student work based on the lesson.
Teachers then discuss the work
together, acting as “critical friends”
as they reflect on the lesson’s effective-
ness and how it might be improved.

“We've been talking about
doing something very similar to this!”
the teacher says excitedly as she reviews
the article with her colleagues. “This
could lead us into some really good
discussions about how well we’re
linking our curriculum to state stan-
dards and what strategies might work
for our kids.”

“It could,” another teacher
agrees. “But how much could we do
in a few minutes once or twice a
week? We'd just be going through
the motions.” Several other teachers
nod. Out of a speaker in the corner
of the room, they hear a “tap-tap-tap”
coming from the public address sys-
tem. The principal is calling one of
their group to the office. As the sum-
moned teacher gathers her papers, a
bell rings. Chairs bang together as the
meeting ends, like so many others,
with a long list of “To Do’s” carried
forward to another day.

Prisoners of time

In 1994, the National Commis-
sion on Time and Learning offered
this blunt assessment of school reform
efforts already underway in Alabama
and many other states: “We cannot
get there from here with the amount

of time now available and the way we
now use it. Limited time will frustrate
our aspirations. Misuse of time will
undermine our best efforts.”

Looking back today on their
groundbreaking report, Prisoners of
Time, we might easily conclude that
the commissioners were soothsayers.
They warned that if rigorous state
standards were introduced without
changing “our current time-bound
system,” they could cause “great
mischief” Holding all students to the
same high standards, they wrote,
“means that some students will need
more time.”

Higher standards would also
require more of teachers — more
time to work with students and more
time to develop their professional
skills. “Adding school reform to the
list of things schools must accomplish,
without recognizing that time in the
current calendar is a limited resource,
trivializes the effort,” the commis-
sioners concluded. “It sends a power-
ful message to teachers: don’t take
this reform business too seriously.
Squeeze it in on your own time.”

Nearly a decade later, many
school watchers would agree that
the issue of time is still missing
from the school reform agenda. And
many educators would add that the
Commission’s warning of “great mis-
chief” could indeed come true.

Squeezing time

News stories from across the
United States tell us that the pressure
to meet state standards is squeezing
the life out of some schools. In many
schools, a decade after the National
Commission began its research, time
is still the constant. Most schools still
operate in 50-minute capsules, six
hours a day, 175 days a year. As the
pressure increases to meet state stan-
dards in a small core of subjects,
there is less time for arts, music, and
foreign language. Less time for
engaging lessons that allow students
to explore new concepts and ideas.
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Less time for students who need more
time to learn. (See p. 11.)

But a scan of the news and
education literature also offers some
hope. A decade ago, the National
Commission had to search the entire
nation to find the reforming urban
elementary school in Kansas City
where school s in session almost 11
months a year, with students attend-
ing school for 205 days, and teachers
on duty for 226. In this school, student
sessions ran for ten weeks, followed
by a week of teacher training and
planning. “You don’t get well-devel-
oped professionals with two inservice
days a year,” the principal said.

Today, schools like this one —
though still rare — are easier to find.
And — on a less ambitious scale —
other schools are breaking the
shackles of time. In almost every case,
these schools are using public dollars
or dollars raised by caring communi-
ties to implement their time-making
strategies. As any school leader will
tell you, time is money.

Here are some of the strategies
schools are using to capture time.
(For details, read the stories in this
issue, explore our web resources on
page 12, or go to our website for an
extended list of helpful articles.}

Time for students

Students spend large amounts
of time waiting, being “managed,” or
working at non-academic activities.
Various studies suggest that students
spend as little as 25 percent of their
time actively engaged in studying
academic subjects and rarely more
than 50 percent. Schools could:

Change staffing patterns to allocate
more positions to classroom teach-
ing, rather than to other kinds of
supplementary staffing roles;
Redesign schedules to create
longer blocks of class time, so that
students spend more time with

fewer teachers each day;

Organize schools and grades into
teams that allow teachers to serve a
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common group of students and to
make decisions about time alloca-
tion within those teams.

Use “looping” to keep students
together with the same teachers for
more than one year, saving many
weeks of “getting acquainted” time
at the beginning of the year.
Eliminate the bell system, PA

announcements, and class changes.
(See page 2.)
Establish an “academic day”, in

contrast to a “school day.” At least
5.5 hours of core academic instruc-
tion daily will double the time in
some schools. Lengthen the school
day to accommodate clubs, sports
and other extra-curricular activities.

Team with community organiza-
tions to offer before- and after-
school programs. High schools can
use “early-” and “late-bird” classes.
(See page 10.)

Schools with year-round schedules

can use the breaks between sessions
to offer enrichment and “catch-up”
programs for students, and profes-
sional development time for teachers.

Use new technologies. Well-used,
they can “buy” time through
self-guided instruction and reduc-
tions in record keeping.

Time for teachers
A RAND study (Time for

Reform, 1992) found that new teach-

Ing strategies can require as much as

50 hours of instruction, practice and

coaching before teachers become

comfortable with them. It also found
that more successful schools in urban
areas “used 50 days a year of external
assistance for training, coaching, and
capacity building.” Other studies
show that the best professional
development time is “embedded” in
the school day. Schools could:

e Arrange regular common planning
time for teachers working with the
sante children or teaching the
same grade or subject.

¢ Add or reassign professional staff
to create more electives, allowing

Sprlmy 2001
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more flexible scheduling and
common release time. (See p. 4.)

Provide for the widespread and
systematic use of a cadre .: g
of well-prepared, full- LT
time, substitute teachers.

Extend the contract year

to pay teachers for pro-
fessional development

or use a longer day for

the same purpose.

Employ a grant writer

to help secure funds for
summer and/or Saturday
programs where teachers
receive stipends to focus

on priority professional -~ ¥

development needs. -
Use currently scheduled meetings

more effectively. Some schools
have eliminated most traditional
faculty meetings by relying more
on team leaders and department
chairs and used the extra time for
schoolwide planning and profes-
sional development.

Use technology and ideas like
“study tubs” (see p. 8) to create

opportunities for teachers to use
“time as available.” Make video-
tapes of model lessons for col-
leagues to share. Create on-line
professional communities where
teachers can discuss ideas and
issues through listserv e-mail.

Finally, researchers who have
spent time “thinking about time” urge
school leaders to have community
discussions before making major
structural changes. Parents, commu-
nity leaders, and even school boards,
must be convinced that more time
with students — and more time for
teachers to work together — will
increase the likelihood of success
for all.

Ultimately, time is a leadership
issue. Districts and schools must
decide how to use the time produc-
tively. Spending more time on “what
we have always done” will truly be a
waste of time. Carpe dient. o

CHAPTER 7

CREATING MORE TIME:

IT'S A THREE-PART PROCESS
IN DECATUR

How can you carve time out of the school day for more
individualized student instruction? In Decatur, finding
time is a Three-Part Process that emerged three years
ago as administrators and teachers discussed ways to
improve students’ reading and writing skills.

“We knew that students needed maore opportunities
to meet with teachers and aides in smaller groups,
but we wanted the children who weren't involved in
that process to be actively engaged. No one could he
neglected,” says Jeanne Payne, supervisor of curricu-
lum and staff development.

How does the Three-Part Process work? At Decatur
elementary schools, students in a classroom are
divided into three different groups for thirty minutes
or mare each day. One group goes to the literacy lab
to write and publish books or stories and learn key-
boarding skills. Another group heads to the library
to work with the media specialist, select books or
conduct research. The third group remains in the class-
room to work with the teacher.

Benjamin Davis Elementary principal Pam Asmann is an
enthusiastic supporter of this plan. “Our teachers are so
excited about having uninterrupted time with small
groups of students. This is sacred time. | don'tinterruptit.”

Asmann describes a scene that helps explain teachers’
enthusiasm. “| saw one of our kindergarten teachers
walking down the hall with four of her students. The
rest of her class was either in the literacy lab or the
library. The teacher and students were looking at the
word walls to identify words that the students could
recognize. When one of the students found a word that
they knew, they wrote it down in their journal. You could
sense their excitement and enthusiasm.”

Such a “field trip” would not be possible with a class
of 18 kindergartners. “The Three-Part Process gives
students some independence and helps build up their
confidence. During this half-hour time, every student is
getting individual attention,” says Asmann.

The Three-Part Process is also flexible. At Benjamin
Davis, some teachers decide to keep students in the
same group for a week at a time. Others choose to
rotate it every day. Asmann said this flexihility enables
teachers, the media specialist and literacy lab aide to
integrate and personalize instruction.

The results? Asmann reports that the school's STAR test
scares continue to climb every year from August to May,
and library circulation “has gone through the roof.”

“I know that time is an issue for everyone in education,”
she says. “Finding time for everything we have to do
and to meet the needs of every child is very difficult.
But, if you can look outside the box, you can often find
an answer. We think we've found an answer here, and
itis working!”
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CHAPTER 7

Schools Find Teacher Study Groups
Are Powerful — And Inexpensive
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IMAGINE YOU TEACH 1n Talladega City
Schools. You've requested to leave
school a half-hour early to go to a
study group with other teachers in
your system, and you’ve been told
that someone will supervise your
students while you're gone. You look
at your watch. Someone steps
through the classroom door. It’s
the...superintendent?

Last fall, Supt. Larry Thacker,
principals, and central office staff
began watching over final classes
several Wednesdays each month so
that interested faculty members
could join voluntary book study
groups at nearby schools. The groups
convere at 2:45, when most Talladega
schools send pupils home, but bus
schedules dictate that a few schools
end instruction at 3:15.

“When we showed up to
watch teachers’ classes so that they
could go, the principals realized that
we were very sincere about how
important we felt this was,” recalls
curriculum coordinator Vicki Dick.

The off-campus study groups
offer teachers the opportunity to
read and discuss the latest research
on teaching, and to observe adminis-
trators modeling the techniques
with students from the system.
I[nvolvement is not required, and
teachers do not receive stipends —
yet a growing number of educators

are staying late on Wednesdays to
participate.

Teachers also meet several
times a month in their own schools
to talk about a book they’ve selected.
Past reads include Strategies That
Work, Other People’s Children, I Read
It But I Didn’t Get It, Dream Keepers,
and Mosaic of Thought. A designated
teacher leads the discussion. Teachers
from other schools may join in if the
scheduled book sparks their interest.
Although schools often focus on dif-
ferent texts, Dick finds many similar
issues as she monitors teachers’ dis-
cussions weekly via e-mail and
adjusts systemwide meetings to
address common threads.

The systemwide discussions
began first, but they soon spurred
questions among teachers about
instructional issues back in their own
schools. “That’s exactly what we
wanted,” Dick said. And that’s when
the in-school study groups began.
One side benefit: the in-school talks
are helping teachers grow as instruc-
tional leaders, because most princi-
pals have chosen to cheer from the
sidelines rather than taking control
of the group.

Low-cost staff development
Talladega City Schools serve

3100 students, over 60% of whom

are eligible for free and reduced

price meals. Talladega cannot afford
to pay teachers for their Wednesday
afternoon time, but Dick is optimistic
about the future of the program.
“The number of books they’ve read,
the number of teachers involved...
it’s phenomenal,” she says.

The system does provide
books for the study groups. Copies
are owned by the central office, but
teachers are encouraged to highlight
and write in them. At the end of the
study group, two copies are placed in
the school’s home library and the
rest are circulated to other schools.

Teachers and administrators
are finding other ways to build
on excitement generated in the
after-school meetings. At Graham
Elementary, reading specialist
Becky McKay has created “study
tubs” that contain excerpts from
teachers’ professional readings, over-
heads describing the readings, and
student reading materials that would
work well with the strategies
described. The tubs are available for
checkout, and other schools are
picking up on the idea.

“There are some remarkable
conversations going on,” Dick says.
“Teachers talk about how learning
about strategies and research has
helped them reach students they've

>

never been able to reach before.” «fe

FIND MORE

(Study groups) Vicki Dick at vidick@aol.com;
(study tubs) Becky McKay at rbmckay49@aol.com.
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Finding Time to Develop a
Professional Learning Community

Ut West Blocton
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“PEER PRESSURE IS such a strong
thing — it’s just as strong for teachers
as it is for our kids,” West Blocton
Elementary School principal Carol
Belcher says. She should know — she’s
seen positive peer pressure in action.

Almost all of West Blocton’s
35 faculty members regularly dedicate
their after-school time to a voluntary
book study group that puts them in
touch with the latest research on how
kids learn. At each meeting, two of
the teachers lead a lively discussion of
the book the group is reading.

“Usually, you see people stand-
ing around talking about the latest
novel. Around here, they're talking
about professional literature. ‘Did
you read this? Have you tried that?’
It amazes me, this change in attitude,”
Belcher says.

Belcher believes that high
morale produces extra time for
teacher learning, and vice versa.

“When we went to the Alabama
Reading Initiative, we found that
camaraderie, teambuilding, and
working together to talk about
coOmmon issues are very important
and necessary.”

Belcher says teachers’ excite-
ment encourages them to volunteer
their personal time “to be part of a
good discussion and to learn from
each other.” Last summer, over half
of the teachers attended some or all
of the ARI’s intensive training — for
the second time. Belcher said they
insisted on going, even though she
could offer them no compensation.

S/m/[//rj 20071

Careful stewardship
buys time for teachers
“I am so fortunate to have
such a self-motivated faculty,”
Belcher reflects, “but I don’t like for
them to have to do that every time.”
So she plans the schedule carefully,
invests in substitutes when she can,
pays close attention to teachers’
requests and needs, and is always on
the prowl for supplementary funds.
Belcher tries to schedule an
hour of common planning time for
grade-level teachers each day. When
that won't work, she finds other ways
to provide time for them to work
together. “I feel like it’s important
enough that I either hire subs or call
upon parent volunteers. Many of our
certified substitutes are parents,” she
says, “and several of them are willing
to give time once or twice a month.”
Teachers also have time to work
together across grade levels at the
end of the year, 