Appendix A.

Chronology of FM Activities- Concord School District 2013-14

NHDOE Special Education Focused Monitoring Process Template FM Report DATE



New Hampshire Department of Education Focused Monitoring
Concord School District
Achievement. Team Meeting
Friday September 13, 2013

SAU Office

8:00 Welcome and Introductions

Outcomes for the Dajr

» Develop a common understanding of the NHDOE FIM
process

» Hgtablish meeting norms
* (enerate and categorize “reasons for the gap”

« Review of district initiatives and consider alignment with
FM work

» Synthesize today’s mformsition and consider items for
October meeting

Overview of Focused Monitoring (Math focus)
« Essential Question, 5-Step Inquiry Procegs, Outcomes, etc
* Meeting Norms
* Roles

« Plan for Communication

8:30 Activity: “Reasons for the Achievement Gap in the Concord
School District”

10:00 BREAK!

10:15 Alignment of Work: Current District Initiatives
* Math (Linda Stuart)
* Other (Chris Demers)




11:00 Narrowing the Focus: (Parking Lot)

* What rises to the surface from our work today? (Sticky
Dots) '

» Implications for our continued FM work?
* What more information do we need?
* Next Steps...

11:45 Wrap Up:
» PCI's
* Action Items; assignments
* Communication Plan: Talking Points
* Plymouth State University: 6 graduate credit course
* Food Discussion

12:00 Adjourn... Thank Youl



New Hampshire Focused Monitoring and School Improvement
Concord School District '
Achievement Team
Friday October 18, 2013
8:00-12:00

8:00 Welcome and Housekeeping
* QOutcomes of today’s meeting
. l\Torms/Roles: recorder, historian, scribe, timekeeper,
jargon buster, process observer
* Review of 9/13/PCls
« Report out on “Talking Points”

8:20 Introduction to “Seven Turn Around Principles”

8:30 Return to Index Card Survey: “Causes of the gap”
» Digabilities Distribution in NH
* “Dot” placement (9/13/13)
« Index Card Survey: summary of faculty feedback (charts)
* Reactions/discussion '
* Reflection Paper

9:00 “Solutions for the gap” preliminary discussion
FM Essential Question: “What are the contributing factors to the
achievement gap between students with disabilities and their
non-disabled peers and how may this gap be narrowed?”

» “Splutions” to the gap: individual thoughts

« Index Card Survey: small groups with faculty survey
feedback '

~* Categorize by “7 Turn Around Principles”
*» Discussion
* Reflection Paper

9:45 BREAK

10:00 Math Performance Data Continued (Chris Rath, Chris
Demers, Linda Stuart)



+ Reflection Paper
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11:15 Open Group Discussion ‘ OZ%OF)(
« “Think/Pair/Share”: synopsis of Reflection papers
* Report Out

11:45 Wrap Up
« PCIs
* Plymouth State University
* Feedback from Process Observer
» Talking Points (Disability Distribution in NH?)
« Homework: article(s) '
* Action Items

182:00 Lunch



New Hampshire Focused Monitoring and School Improvement
Concord School District
Achievement Team
Friday November 15, 8013
8:00-12:00

Outcomes for Today’s Meeting:

* To Develop a Common Understanding of Six “Best
Practices” Articles

« To Acquire a Deeper Understanding of Special Education
Operations in the Concord School District

» To Introduce john Hattie's Mega-analysis of Effective
Instructional Practices

e To Narrow the Focus of “Solution for the Gap”
* To Continue to Refine FM Focus Areas

8:00 Welcome and Housekeeping
* Norms/Roles
* Review of 10/15/13 PCI's
* Report Out on Talking Points

8:15 Articles: “Best Practices”
e 4 A’s Protocols
» Seribe

9:15 Special Education Operations: Concord School District
* Reflection Form

10:00 Synthesis of “Solutions Charts
* Chart Activity
» Scribe

10:30 BREAK!

10:45 John Hattie Mega-Analysis Research: Dr. Robert
Greenleaf



11:45 Wrap Up
* PCI's
* Process Obgerver Report Out
* New Talking Points
» Homework?
* Action Items
+ Next Meeting: Friday December 13, 013

12:00 Adjourn...Thank Youl



New Hampshire Focused Monitoring and School [mprovement
Concord School District
Achievement Team
Friday December 13. 2013
8.00-12:00

Outcomes for Today’s Meeting
' o To complete the report on Special Education
+ To review LT work on “synthesizing” solutions and complete
that work
o To analyze impact and controf of selected solutlons
e To arrive at consensus on focus area(s) for Action Planning

8:00 Welcome and Housekeeping
» Norms/Roles
> Review of 11/15/13 PCl's
» Report out on Talking Points
> Beaver Meadow School: Focus School update

8:30 Special Education Presentation (continued)

9:00 “Soluiions” Synthesized
» Report on Leadership Team work
> Complete #6: Instructional Practices

9:30 Open Discussion: Patterns and Trends for Action Planning?
10:15 BREAK

10:30 “Affinity Diagram™: Impact and Control

11:00 Continuation of 9:30 Agenda ltem: Action Planning

11:45 Wrap Up
» PCI's
» Carol Kosnitsky: Concord dates?
» Talking Points?
» March date change to 3/21/14
» Other?

12:00 Adjourn...Happy Holidays!



New Hampshire Focused Monitoring and School Improvement -
Concord School District
Achievement Team
Friday January 17, 2014
8:00-2:45

Outcomes for Today’s Meeting
* Provide an FM “road map”

* Review “best practices” for improving student
performance

¢ (Continue to refine FM focus areas
* Introduce Short Cycle PDSA. process (Math)
* (Congider formation of FM subcommittees

8:00 Welcome and Housekeeping
 Norms and Roles
* Review of December 13, 2013 PCI's
* Report out on Talking Point

8:30 The FM “Road Map”
* Where have we been”
* Where are we now?
* Where are we going?

9:15 Best Practices that Improve Student Performance

« Review: 6 articles (4A’s Protocol Synthesis), Hattie’s “Top
Ten”, new Hattie article (to be provided), Dylan Wiliam
videos

e Large group discussion
10:15 BREAK
10:30 “Museum Walk”: CSD preliminary Action Plan objectives

11:15 Refining CSD’s Objectives (small groups)



+ Points to consider: clear link to narrowing the Math gap;
focus on. SWD’s; singular, specific, and measurable tasks;
clarity of language

12:00 LUNCH
12:48 Continuation: Refining Objectives and Discussion

1:30 Return to Affinity Diagram: Impact and Control

« “Impact”’: clear connection to improving student
performance

* “Control”: SOME people in the district can put this in place

e (Consolidation of charts: what emerges as viable for Action
Plan

* Subcommittees?

2:00 Assorted Items

* Short-term problem solving model: OGAP (math), Algebra,
Team

¢ Dylan Wiliam text: how to use, who'’s responsible
* Visits to special education programs

2:20 Wrap Up
* PCI's '
» Talking Pointg - “vetting” objectives with faculty
» PSU?
* (Other

2:45 Adjourn




New Hampshire Focused Monitoring and School Improvement
Concord School District '
Achievement Team
Friday March 21, 2014
8:00 am-2:45 pm.

Outcomes for Today’'s Meeting:
> Refine M focus areas: concrete objectives with
measurability and specificity -
> Provide Math curriculum updates.
> Hear presentation on Formative Assessment and Feedback
» Form of FM subcominittees

> Begin to develop goal for Action Plan and method of
measurement

8:00 Welcome and Housekesping
» Norms and Roles
» January 17 PCI's
> Update on Math: “big picture” (Chris Rath)

8:30 Continued Action Planning: GOAL development
> Method of measurement
> Bageline
> Target
> Timeframe

9:15 Presentation: Formative Assessment and Feedback (Dr.
Robert Greenlear)

11:15 BREAK

11:30 Objectives “Reprise” ,
> “Wordsmithing” and swap
> Report out
> Subcommittee formation

12:185 LUNCH

1:00 Math Update (Linda, Carol, Sandy, John, Chris D.)



1:45 Action Planning Worksheet: Objectives Expansion
> Subcormnmittees: facilitator, recorder
> Report Out

&:30 Wrap Up
> PCI's
> “Vetting” the goal/objectives
» Homework/Action Ttems
> Meetings/observations: Beaver Meadow; Linda, et al: PDSA
and OGAP, Algebra Double Block

&:45 Adjourn

Next Meeting: Friday April 11, 2014



New Hampshire Focused Monitoring and School Improvement
Concord School District
- Achievement Team
Friday April 11, 2014

Outcomes for Today’s Meeting:
v" Finalize wording of the Action Plan objectives
v" Determine if further work by C. Kosnitsky is to be part of
Action Plan

v' Reach consensus regarding the Action Plan goal
v Develop ideas for roll out and buy in for FM Action Plan
v" Determine next steps for FM team

8:00 Welcome and Housekeeping
* Norms/Roles
» March PCI's
* QOther?

8:30 Continued Action Planning:

* Model “action planning” for subcommittee objectives work
(Diane and Kathy)

9:00 Subcommittee Work Time and Report Out
* Wording of objectives
» Review of Objectives Worksheets (next steps)
¢ “Fist to Five": (consensus)?

10:15 BREAK

10:30 Action Plan Goal
» Review Goal samples and draft CSD language

» Discussion: duration, measurement tool, baseline and
target; other

* Return to MARC and Leadership Team

11:00 Roll Out and Buy In of Action Plan

» “Consultancy Dilemnma,” Protocol (National School Reform
Faculty)



= WNext Steps: Leadership Team, etc
11:45 Wrap Up

* PCI's

* Report out from Process Observer

» Homework/Action Items
* QOther?

12:00 Adjourn

Leadership Team meeting to follow at 12:45

Next FM Meeting: May 16, 23014




New Hampshire Focused Monitoring and School Improvement
Concord School District
Achievement Team
Friday May 16, 2014

Outcomes for Today’ Meeting:
+ To hear a report on the April meeting with Carol Kosnitsky and
possible connection to Action Plan
+ To hear a report on the status of the Action Plan Goal
¢ To review work done by subcommittees on objectives
+ To discuss next steps to completion of Action Plan
%+ To provide work time for subcommitiees

% To participate in a “Consultancy Dilemma” regarding roll out of
the Action Plan

s To determine any remaining work to wrap up Year |

8:00 Welcome and Housekeeping
» Norms/Roles
» April PCl's
» Report on Meeting with Carol K. (Bob Belmont) [Include in
Action Plan?]
> |EP Review Compliance Report (?7)

8:30 Action Plan Goal(s)
> Current status
» Action needed
> Next steps

9:00 Next Steps: Draft of Action Plan
> Review work done 4/11/14 (in same groups)
> Brief revision/refinement

10:00 BREAK

10:15 Review Subcommittee Work: 3 Objectives
» Subcommittees “swap” objectives
» Review

» Clarifying/probing question



11:45 Wrap Up
» PCl's
» Survey Monkey!!
» Report Out from Process Observer
» Action ltems
» June 6 meeting??
» Other?

12:00 Adjourn/Working Lunch for LT
12:45 Leadership Team Meeting

NEXT MEETING (volunteers?): June 6, 2014; 2 hours(?)




Appendix B.

Norms for Collaboration

NHDOE Special Education Focused Monitoring Process Final Report Templote 2013-2014



Norms of Collaboration
' Annotated

Pausing before responding or asking a question allows time for thinking and enhances
dialogue, discussion, and decision-making.

2. Paraphrasing .
Using a paraphrase starter that is comfortable for you - “So...” or “As you are...” or “You're

thinking...” — and following the starter with an efficient paraphrase assists members of the
group in hearing and understanding one another as they converse and make decisions.

3. Posing Questions

Two intentions of posing questions are to explore and to specify thinking. Questions may be
posed to explore perceptions, assumptions, and interpretations, and to invite others to inquire
into their thinking. For example, “What might be some conjectures you are exploring?” Use
focusing questions such as, “Which students, specifically?” or “What might be an example of

that?” to increase the clarity and precision of group members’ thinking. Inquire into others”
ideas before advocating one's own. )

4. Putting Ideas on the Table

ldeas are the heart of meaningful dialogue and discussion. Label the intention of your
comments. For example: “Here is one idea...” or “One thought | have is...” or “Here is a
possible approach...” or “Another consideration might be...”.

5. Providing Data _
Providing data, both qualitative and quantitative, in a variety of forms supports group
members in constructing shared understanding from their work. Data have no meaning

beyond that which we make of them; shared meaning develops from collaboratively
exploring, analyzing, and interpreting data.

6. Paying Attention to Self and Others

Meaningfu! dialogue and discussion are facilitated when each group member is conscious of
self and of others, and is aware of what (s)he is saying and how it is said as well as how
others are responding. This includes paying attention to learning styles when planning,
facilitating, and participating in group meetings and conversations.

7. Presuming Positive Intentions

Assuming that others’ intentions are positive promotes and facilitates meaningful dialogue
and discussion, and prevents unintentional put-downs. Using positive intentions in speech is
one manifestation of this norm. ’

E S C e S LA M 2 PR A

® Center for Adaptive Schools www.adaptiveschools.com
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7 Turn-around Principles

NHDOE Speciai Education Focused Monitoring Process Final Report Tempiate 2013-2014
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“Causes of the gap aligned with “7 Turn Around Principles”
Concord Scheol District FM process

10/18/13

Achievement Team Data in RED

Faculty Data in BLUE

is area of strong response from Achievement team and indicates
coherence with staff responses

1. Provide Strong Leadership

2. Effective Teaching Resulting in Improved Instruction
Interventions not coordinated; staff not trained - insufficient skills to meet

students’ needs; instruction not done with fidelity; inappropriate amount of time to
deliver interventions; not enough variety to meet student needs; lack of consistency
year to year; (lack of) teacher knowledge; attitude/mindset (students can’tlearn?);
teachers’ inability to differentiate/meet students’ needs; teachers don’t know “how”
children learn Math; (not willing to} co-teach; IEPs not linked to
curriculum/standards; (lack of) specialized instruction (special education)

Lack of time to instruct; interventions not meeting student needs; teachers
unable to differentiate/meet individual student needs; IEPs not linked to

" curriculum; lack of specialized instruction; students lacking foundational

knowledge; need more teachers (special ed) and more para’s

3. ‘Redesign of School Day

Time: no time for interventions, staff training, collaboration; resources
available but un-used; teachers trying to meet competing needs - less sense of
urgency with Math than Literacy; difficult to meet student needs within existing
schedules; instructional time is not “held sacred” (too many interruptions}); unable
to respond to students in a timely manner; service delivery model inadequate

No time for interventions; limited time for collaboration; schedule is
problematic (not enough time to do what needs to get done); unable to respond to

students in a timely manner; service delivery model inadequate; instructional time
not held sacred




Number of Responses

Concord School District
Index Card Responses September 2013

Turnaround Principles

= Staff




Number of Responses

Concord School District
Index Card Responses September 2013

Turnaround Principles

m Sgaff
m AT Members




Appendix D.

Cycle of Inquiry

NHDOE Special Education Focused Monitoring Process Final Report Template 2013-2014



Cycle of Inquiry

\
i} 1 > Get Ready for Inquiry '
| = Arewe roady?

L e Whal data do we have and need?

-

; =
5 > Implement, Monitor, and
Evaluate

= Are we doing what we said we
would do in our plan?

s Areowe doing it well?

= s it having an impact on student
achievement?

i

N
4 > Determine Effective Practices |
and Write a Plan

= What are our priorities?
= What specitic practices will we use
to address our identified needs?

=« What is our plan for school
improvement?

——

— .

i

“*-.\
7= - B
2 > Organize and Analyze Data

= What is our student achievement?

= YWhal patferms and trends are in
our achievement data?

= (On what areas will we focus our

(G —
3 > Investigate Factors Impacting
Studant Achievement

school improverment efforts?

N\

= How do our curricutum,
instruction. and assessmenis
affect student achievement?

= What can we learn from student
and teacher demographics?

= \What can we learn from

perception data?

1~____‘_/
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District Math Survey

NHDOE Special Education Focused Monitoring Process Final Report Template 2013-2014



Tuesday, Novcmber 12 from 8 30 11 00 a.m. Adrmmstrators
visit Beaver Meadow School

. Tuesday, Novcmber 12 at 3:45 p.m. - CEAmo nthly meetmg
(agenda includes review of proposed 2014-2015 calendar) at
* Rundlert Middle School in room 411. Please note thatthisis: " "

ents This Weeh -

) Fridéy, November 15 from 8:00 a_m_'—noon:—i Focused

' 'M'enitbring Achievement Team mééting; Central Office

- anew mcctmg place for t}us school year.

Focused Monitoring
DProcess Continues

#™% N FRIDAY, members of the
%..# Focused Monitoring Achieve-
ment Team and Leadership Team
will meet for the third time this
year.

Concord was selected as one of six
Focused Monitoring school districts
in New Hampshire this year due to
the achievement gap in NECAP
proficiency between students with
IEPs and their non-disabled peers.
As a result of a review of our NE-
CAP data this past summer, the
Leadership team made the decision
to focus our study on the area of
math. The Focused Monitoring
Process is guided by one essential
question: What are the contrib-
uting factors to the achievement
gap between students with disabili-
ties and their non-disabled peers,
and how will this gap be narrowed?

The Focused Monitoring process
gathers general and special educa-
tors together to analyze and under-
stand the root cause of the
achievement gap and develop a
plan of action. The process pro-
vides us the opportunity to exam-
ine our current practices and
identify areas of strength and areas
in need of improvement. This work
is a review of the “system” that we
all work within, and asks us to de-
termine how we can adjust and
improve the system to suppaort high
levels of learning for all students,
but particularly for our students
with an IEP.

The Peaceahle Communtty theme

: _- Fnday, November 15 from 12:45-2:45 — Focused Monitoring
' Lsaderslup Tcam meetmg, Cenfral Ofﬁce

Results of Focused Monitoring Survey

e 8 2 ¢ & o 8 o o

THANK YOU to all the staff who responded
to the survey about the causes of the achieve-
ment gap between students with disabilities
and those without identified disabifities.
Following are some of the responses about
the possible causes of the gap:

e Interventions with students are not well
coordinated with classroom program or
with other interventions

e Math instruction and interventions are
not implemented with fidelity

o There is not enough time for interven-
tions; it is difficalt to meet student needs
within existing schedules

e Instructional time is not “held sacred;”
there are too many interruptions

e There is not a wide enough variety of
interventions to meet student needs

e 'There is a lack of consistency in
instruction from year to year

e Teachers don’t have sufficient skills to
meet students’ needs and/or to differ-
entiate instruction

e Students’ IEPS are not linked to the
curriculum/standards

e Pacing of math curriculum is too fast;
not sure Everyday Math is the right

program; we need to narrow the focus

o There are not enough resources for differ-
entiation

e We need more teachers and teaching

assistants; students need more time with
special educators

o Staff “mask” students’ lack of knowledge
by doing things for them

o Assessments used are insufficient and/or
inappropriate to assess student knowledge

e We are not using data to inform
instruction; data is not valued

e We are not being intentional in data
meetings; there is a need for fadlitation
training

e 'There is inadequate technology and inad-

equate technology to use data

s Student behaviors get in the way of
learning and teaching

e “Math phobia” impacts student learning
e Not all teachers believe students can learn

e Families have a poor attitade toward
education; families don’t or can’t get
involved in student work

o Teachers do not have enough knowledge
of math concepts

Congratulations to CHS Football Team for its
Conference Win over Central High School

Concord High School has had a long rivalry with Central High School in Manchester, dating
back to the early 1900s. Central High School had crimsen red as its school color, but Concord
High School had also taken the color red. The two schools decided that the winner of a league
championship would keep its colors. Concord won and Manchester Central then chose forest

green as its new school color.

Also, congratulations to Pam Beane, whose son Rob Law is the quarterback for the CHS football
team. The next game is Saturday, November 16, at 1:00 p.m. against Exeter. {Note: CHS has had
two assistant principals in its recent history go on to serve as principal at Exeter High School,

Susan Ratnoff and Vic Sokul.)




Appendix F.

NECAP Math Gap Analysis

NHDOE Speciat Education Focused Monitoring Process Final Report Template 2013-2014
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Appendix G.

Math Gap Analysis Survey

NHDOE Special Education Focused Monitoring Process Final Report Template 2013-2014



17 January 2014 at SAU

facilitators: Diane Lurvey (klurvey@sceresc.net)and Kathy Scoglund
{(kscoglund@sceresc.net)

Focused monitoring Achievement/Leadership Team Combined meeting
Running Notes

Reviewed Agenda for the day and made adjustments
"In the factory model of schooling, quality was the variable; time was the constant..." Robert Cole & Philip Schlechty
« Discussion about Hattinwork and relation to schedule
« |EP process still tied to time units
» At high school we are assuming that students need more time to master algebra
» District is looking at how to fit more info the schedule
« At high school students are given time for re teaching and retesting to improve
quality

Housekeeping
« Reviewed PCl sheets
o Narrowing and defining focus
o Different levels of math experts in district
o Many seem fo be in agreement about what needs to happen
» Talking points at the building level
o Difficult as most did not meet with staff
o Hopefully have something more specific to share with staff that will warrant
feedback
o Goals for the day
Provide a FM road Map
Review best practices for improving student performance
Continue to refine FM focus areas
Introduce short cycle PDSA process (math)
Consider formation of FM subcommittees
« Set norms of collaboration and roles
o Putideas on the table
o Use data to support ideas

o 0 ¢ 0 O

Bob Belmont: initial implications and impressions regarding current on-site IEP
reviews
e Qutlined process
8 files selected for review at each school
92 points of compliance
6 visitors reviewed files at each school
We will wait for final report which will give us reason to celebrate and direct us to
compliance concerns where we need to adjust are practices
Discussion of DOE concerns regarding CSD Written Prior Notice
« Discussion of various points and comments made by DOE

The FM Road Map
« Where have we been?



o We defined where the gap is and how we will assess progress in narrowing
said gap
Where are we now?
o Defining and refining objectives for an action plan to narrow gap
o We are planning to write the plan
Where are we going? : .
o Finalization and implementation of plan
o Monitoring of implementation of plan
o Monitoring of impact of plan on student achievement

Key Data and Resources
Quick review

6 articles

4 A's Protocol Synthesis

Hattie's Top Ten

New Hattie Article - Visible Learning for feachers

Dylan William video on Feedback and Formative Assessment
o http:/fwww.youtube.com/watch?v=n4vA2quoYio

o Pair/share regarding Hattie's influences on student learning, 6 articles, and
William video

Museum Walk of CSD Preliminary Objectives for Action Planning: Narrowing the gap
in math

All walked and commented in writing on 5 objectives
Group divided into five teams, each team wordsmiths goal using written feedback,

- goals can be combined with other(s) via collaboration with other teams, or, if

lunch

necessary, goal can be eliminated altogether
Goal: established 1-3 goals that are clear and ready to drive action plan

Review of objectives work after lunch:

#1 C Rath - merge together initiatives #1 and #4, cannot provide feedback unless
know what you are giving feedback upon, much more focused!... next iteration will
involve feedback. )

#2 B Belmont N Pender- specialist.. ideally in each building.. mirror reading on
many levels - teachers, paras, PD.. part of PD, collaboratives... Comprehensive
SUCCESSFUL math interventions, can we rethinking reading specialists and
allocations, adjust hours (not net) but when implemented.. how promise # of hours..
RETHINK models?! Note how long it has taken to get reading teachers not identified
with serving the most needy students... not easy.

#3 S Dicroce, A Wilkinson, M Speckman.... classroom management not a stand
alone.. not driver of math performance.. PBIS and Responsive Classroom.. should
not be focus. It is important regardiess.

#5 B Hemingway, Christina... concentratirg on kids with IEPs.. WHAT HAPPENS
DURING MATH BLOCK??? Flexible grouping.. small group instruction in classroom
or break-out room, why is schedule the way it is, same time every day (ugh), no one



wants to tackle the schedule. Where is math ALL taught at same time... hard for
specialists.. vision of grouping!? FLUID! Flexible! Tasks NOT done during “kid”
time. VALUING the schedule.

e #4.. No report.. merge with #1

Do practice PLC .. role play with data...
Work in groups.. get it on paper. Reorg groups.

Reporf out at end:

#5: Maximize students schedules to include alt personnel and resources (tech) in order to
provide a math block that allows for effective instructional strategies and practices such as:

« minilessons

» Flexible small groupings (using form assessment)

» additional guided practice

« interventions

+ feedback between teachers/students

« multiple opportunities o demonstrate competencies

#1 and #4: Ulilizing continuous cycle of fask based feedback between students, teachers,
and parents, all can communicate specific learning pathways. Students and teachers will
set focused learning objectives based on where students are on the learning pathway.

s Gr35 '

e« OGAP Learning Progression

« all schools

#3: To provide comprehensive math interventions that focus on learning strategies,

- reteaching, practice and enrichment ultimately resulting in student success.

« Math specialists - train, reg ed, SPED, paras, co-teaching model, data, small group,
interventions, facilitate collaboratives

+ PLCs/Collaboratives about math w/ classroom teachers, interventionists, EAs, math
specialists

TAKEAWAY: Share roadmap document



New Hampshire Focused Monitoring and School Improvement
Concord School District '
Achievement Team
Friday March 21, 2014
8:00 am-2:45 pm

Outcomes for Today’'s Meeting:

» Refine FM focus areas: concrete objectives with
measurability and specificity -
Provide Math curriculum updates.
Hear presentation on Formative Assessment and Fesedback
Form of FM subcomainittees

Begin to develop goal for Action Plan and method of
measurement '

VVVY

8:00 Welcome and Housekeeping
» Norms and Roles
» January 17 PCI's
» Update on Math: “big picture” (Chris Rath)

8:30 Continued Action Planning: GOAL development
> Method of measurement
> Bageline
» Target
> Timeframe

9:15 Presentation: Formative Assegsment and Feedback (Dr.
Robert Greenleaf)

11:15 BREAK

11:30 Objectives “Reprise” ,
> “Wordsmithing” and swap
> Report out
> Subcommittee formation

12:18 LUNCH

1:00 Math Update (Linda, Carol, Sandy, John, Chris D.)



New Hampshire Focused Monitoring and School Improvement
Concord School District '
Achievement Team
Friday March 21, 2014
8:00 am-2:45 pm.

Outcomes for Today’s Meeting:
> Refine FM focus areas: concrete objectives with
measurability and specificity -
> Provide Math curriculum updates.
> Hear presentation on Formative Agsessment and Feedback
> Form of FM subcommittees

> Begin to develop goal for Action Plan and method of
measurement

8:00 Welcome and Housekeeping
» Norms and Roles
» January 17 PCI's
> Update on Math: “big picture” (Chris Rath)

8:30 Continued Action Planning: GOAL development
» Method of measurement
> Bageline
> Target
> Timeframe

9:15 Presentation: Formative Assessment and Feedback (Dr.
Robert Greenleaf)

11:15 BREAK

11:30 Objectives “Reprise” _
> “Wordsmithing” and swap
> Report out
> Subcommittee formation

18:15 LUNCH

1:00 Math Update (Linda, Carcl, Sandy, John, Chris D.)




Concord School District -
Achievemen

Team Meeting

F I

04

Welcome and PCl Feedback
201_-204FM Process

“In'the factory model 6f schooling, quality Was the
variablé; time was the constant. Students were

time, then graded on the quality of whatwas
. accomplished. We held time constant,and
“ allowed quality to vary. We must turn that ori it's
head: Hold the quality of the worlk coristant and
‘allow time to vary. We mustrealize we have the .
" power to achieve a common curriculumby- . . -
- uncommon means ' o

Robert Cole & Phillip Schlechty

giveén a set amount of work to do in a set pério_d of

Part |: Welcome

3/17/2014

" Housekeeping”

« Review of Ja nuary AT meeting
= PCl review
* Review of Math- "Big Picture™

Essential Question

" What are the contributing factors to the
achievement gap between students with
disabilities and their non-disabled peers,
and how will this gap be narrowed?

FM Process Goals for the Year

= Align the FM Process with the work of the
Concord School District to levérage the
greatest benefit. : '

» Determine the root causes of the

achievement gaps between students with

disabilities and their non-disabled peers.

forall students, but particularly for students
with disabilities.

» Develop a Plan of Action to improve results: -




Goals for the Day

» Refine.FM focus areas: concrete objectives
with measurability and specificity
& Provide Math curriculumupdates
» Hear presentation on Formative Assessment
and Feedback '
* Form Subcommittees
_ = Begin to develop Goal for FM Action Plan and
design method of measurement

: Team Norms & Roles

Achievement Team Rolas,.,

" «Note Taker -
*Time.Keeper -~
*Process Observer

*Scribe

=Jargon Buster

sHistorian (Year-long role)

Cycle of Inquiry in the Schoolwide [mprovement Process
W B

+ frvm e -
= AT 0 O A e 2 T

o Pt s st i)
= et ans o bet e
s whaemm ie?

i

- Euh aparetee ot
apafintort et

- iy O )
YAt pN

= hrm gy e

PR TR P
e

» BRI E T o
Bidersor o

~ Matisrr gk st —
ceerEn

3/17/2014

7 Norms of Collaboration

« 1. Pausmg

. Pargphrasing

. Posing questions

. Putting ideas on the Tqble

: Providing data - '

. Paying aftention fo self ond
others

ii
B

o LT R L) NS

. a?-.7l.Presumtng Posmveln’renhons

= wellman and Lipton

Action Plan- Goal Development

" Goallsfocused smgularand speC|f|c
» Method of Measurement -

» Baseline

» Target

» Timeline




3/17/2014

Presentation: Formative
Assessment and Feedback

BREAK

Refining for Measurability and
_ Specificity

Review objectives

Return to original small groups

Swap objectives for possible revisions
Chart paper “Read Outs”

f Scribe responses

# Create subcommittees/ one per objective

LTI

&

Presentation: Math Updates

» OGAP

- - Algebra “Double Team”

= IEP Training up-date




Continue Action Planning

=By sUbCommitt’ee: |
- Objectives expansion

- PCI evaluatlon :
s Action Items:Talking Pomtslvettlngthe -
_ objectives, continue subcommittee work

= Process Observer

» PSU Graduate Course

. Meetlngsfobservatlons Beaver Meadow,
" Lindaetal: PDSA =

) .M_e_etl_ng Dates-Next maeting: April 11,2014

Meeting Close

Plan for Communication

= Key Talking Pqinté: Share draft objeétives
with the Concord SchoolCommunity .

.. % Who's Resporisible for Commumcatlng the

Objectives? .

- ® Who Neads to Know?
= ByWhen? :
. Record feedback and brlng fo next meetlng._ B

r

3/17/2014

Wrap-up and Thank-you

“Greatnéss is not a function of
circumstance. Gredtness it turns out, is
largely a matter of conscious chorce and
dlsc1p11nc

imﬂcmlﬂw&amﬂmmmfkfaﬁ
-Mmmm_amuam




e
0 G A P | Depending upon the strength of multiplicative reasoning l
| students may move back and forth between using l
o 7o o : ultiplicative, transitional, additive, and non-multiplicative |
M Mltlp .llcatlve | strategies as they mteract with different problem structures
and problem situations. ba & Franklin, 1995; VMP OGAP,
Framework .| and problem sitmations. (Kouba & Frartin, 1993, VMP OGAT. 2000
(Draft Januqry' 2013) PROBLEM STRUCTURES
. - Complexity of
- . : ' “J' _' oo Types of Ttemg Factors Numbers Sfl)llg‘i‘]ésg_fglt
PROBLEM CONTEXTS Application/context ' Single digit Multiple digit
' e Concept/property Multiple digit Powers of ten
Application/Context Multpticative goaiwcirs 0? ‘:lten_ | Fractions/decimals
Fqual erou - ractions/decundls  gpderstanding and Use
qual groups Representations
Equal measures Bqual groups Understandi d of Relationships
' nderstanding an s e ar s
Measure conversions Arrays - Use of Prop e%ﬁes Addition - Multiplication
Multiplicative compatison Area ati Doubling and Halving
Patt 0 ) Assomatm_a Model - Equation
AHerns Lo Commutative Model - Model
Rate N 1near Distributive Multiples and Factors
Rectangular area Number of Factors Equality Meanings of remainders
Volume Two factors Ident'it_v_ ) " Context - Equation
More than two factors Muliiplicative Inverse  Context - Model
Concept/Property Problem Situations Powers ofte.n- .
Equations . L Types of Division
Pronerties . Refers to known and nnknown information in a problem. Partitive
13 For example, in equal group problems there might be an unknowsn tat]
product, or an unknown number of equal groups, or an unknovm Quotaiive
quantity in a group- Language

See page 4 for some examples. Also see the CCSSM page 89. Natural (e.g., every)

Mathematical (e.g., per)
ABOUT OGAP FRAMEWORKS

OGAP Frameworks are based on mathematics education research on how students learn specific mathematics
. coneepts, errors students make, and pre-conceptions or misconceptions that may interfere with learmning new
concepts or solving related problems. OGAP references are found at hittp=//www.margepetit.com/petit_pdfs/OGAPReferences3.pdf.

There are three major elements to an OGAP Framework that should be considered when analyzing student work
or. making instructional decisions:

1) problemn contexts

2) problem structures

3) evidence in student work

This page identifies problem sityations and problem structures for muliiplication and division problems.
Pages 2 arid 3 are tools to help teachess classify evidence in student work, including classroom discussions,
and make instructional decisions. Page 4 has samples of different problem contexts and sitnations.

For students to become strong multiplicative reasoners they must interact with a range of problem situations
and problem structures. The CCSSM specifically identifies problem contexts at targeted grades on a progression
from equal groups and measures, and area situations at grades 2 and 3 to measurement conversions, area, volumes,

multiplicative patterns, and multiplicative comparison problem situations at grades 4 and 5. This progression,
among other things, is designed to prepare students to engage in proportional situations using multiplicative reasoning.

Consistent with the CCSSM the OGAP Frameworks on pages 2 and 3 show a progression from the link between
repeated addition and multiplication in an equal groups model to the development of efficient and generalizable

multiplicative strategies through the open area model, and understanding of place value, propeities of operations,
and relaiionships.

As students interact with new concepts, new problem situations, new struchires, and more complex problem
solving situations they may move back and forth hetween multiplicative, transitional, additive, and non-multiplicative
strategies. This is important evidence to use for instructional decision making, For example, a student may consistently -
solve equal group problems using a Multiplicative Strategy regardless of the complexity of the numbers, but you may
find that the same student adds factors (Non-Multiplicative Strategy) when solving multiplicative change problems.

l————'—'—'ﬁ

This is a derivative product of the Vermont Mathematics Partnership Ongoing Assessment Project (O GAP) which was finded by NSF (EHR-0227057) and the
US DOE {S366A020002). © 2012 Marge Petit Consulting, MPC, . Hulbert, R. Laird  Version 27 Jamuary 2013.
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Additive

Multiplicative

Transitional Multiplicative Strategies

Non-Muttiplicative Strategies -

Adds or subtracts factors
Maodels factors incorrectly
Uses incorrect operation
Mot enongh information
(Guesses

: Algorithms | Assaciative Property
Partial Products Traditional (8x2)x5=8(2x5)=8x10=80
16 21
X 42 ‘% }12 Commutative Property
w 12 —_— 16x4=4x16
= 20 32 '
%D 240 640 Doubling and Halving
B 672
o Known or Derived Fact
6x4=24 8
Distributive Property =
; Powers of Ten 2
i 16x4 =4 (10+6)=4(10) + 4(6) =40+ 24 =64 2
5x400=5x4x10x10 =
= e e R X R e e e B R e e e o ey e ool B S e e e o oo . E
b
Considers both dimensions o
OP en Area Model af the arvay and area model. Area Model g"
= 26 x 38 = 988 - S
::1‘: - 15x9=135 6x4=24 S
= 30 + 8 10 + 5 6 &
g o
7 S
4= - =
+ 5
: Considers BOTH dimensions of an <
6 |— 180 48 area model moving mway from E“-?
needing to see every square unit. '§
=
) . I
,:_‘q b‘DE 33163 95 12, _15 Arxea Biodel 6x4=24 jg
. o Equal gronps in ap arra &
. g ,E ! sroup Y | Considers BOTH S
:"E = /\ dimensions of an array %
@ =] or arei model. =
ﬁ o Only considers one 4 \2.4/ Eﬂ g:
F’: g" dimension of an array | a =
F:' mo3 6 9 12 15 area model, Eﬂ
p— =
B o
5 3434343 9 3
SaES Bulldingup N\ _~/ \_/ 6+6 3
[ \ & 3 6 9 T
" Ve 12 %
-: e e ke e KXy e B e R e e O RS e O e oo B B AR B Eml el et ekd Emm e e Eﬂ
o - Repeated addition with or without a model ~ 3x4=12 g
» S
¥ 3+3+3+3=12 @ @ @ 3
w : B
LT 3 3 3 3 5
En < 3 +3+3+3 ~
= Subitizing in small groups
= % Modeling - Counting by ones Modeling ~ Counting by sub groups 3x5=15
v = =
M : e o & {;\ & — L o 17 v e

. Underlying Issues/Exrors: -

-Misinterprets the remainders
Does not consider the reasonablemess-of
Units inconsistent or missing
Calculation error
Place value error
‘Vocahulary error
Property or relationship error
Equation ervor

This is a derfvativa nroduct of the Verment Mathematics Partnershin Onening Assessment Proiect fQOGAPY which was funded bv NSF (EHR-0227057) and the

wudents may move back and forth between
e strategies as they interact with different

Depending upon the strength of multiplicative reasont
multiplicative, transitional, additive, and non-multiplic.

H
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Algorithms
Partial Quotients Traditional Distributive Property
ST oo T 35+7=(21+14)$7=3+2=5
o i .
e : 20 3417 3417 ) Treats the remaindeyr appropriately
g a = I 38 k20 W 58 17] 353 given problem situation
_ E 3 : 21,%(5] <105 - - 545 —7; Inversej relationship between
'.g« ﬁ 3 o g 68 multiplication and division
B@ ﬁ&i‘_{ , ’_’6% 7 35+7=35 7x? =35
2 : o 7 . 31117 s 7 Known or Derived Fact
o 21+7=3
B g © Inefficient partial quotients Trial and exvor to find a quotient
D 2
BB 12R24 2x61=122
R E 20x 61=1220
8.9, las 611 756
w8 573 732 4x 61 =244
o B 183 | x3 “oa 8 x 61 =488
& 390 24 -
g Eh%i 10x 61=610
= 207 43
=) 183 12x 61="732
. E 24
=1
=
= %" Models in an array to find miss?ing dimensions
g3 5 PP 15+3=2 3x?=15
B El ;1900900
a4 s0000
§ £ Skip Counts to find the number of “skips™ with and without a model
tOR. ' 1I5+3=5
- 3, 6,9, 12, 15 (5 skips) W
B | ' 0 3 6 9o 12 15

T s e e b o e o e Reen e P e T e e ol bl Bl BT ST RO B A Rl bmed e e

Repeated subtraction or adding up to

61[330  Sr4s 6l
61

@/. Sharving 4, then 2, then 5 and so on
2d)

-'Undf;rlying Iééués/Errors

No_n'-Multip]iéa‘tivé Stra‘t_e‘giés.

: I\/Ijsinterpi'éts the remainders
Adds or subtracts dividends/divisors

" Models problem incorrectly Units inconsistent or missing

Uses incorrect operation Calculation exvor
Net enough information Place value error
Guesses Voeabulary error

Property or relationship error
Equaticn error

This is a derivative prochct of the Vermont Mathematics Parinership Ongoing Assessment Project {OGAP) which was funded by NSF (EHR-0227057) and the

TIS MOR (RLAAA A WINAON 0 MN1D Maraa Pafit Sanonltina MPO H Hnlhert B T ahed Voweinn 37 Twvizravs mi1a

Applies Understanding of Place Value, Properties, and Relationships

Unitizes into groups and sub-groups

n +61
ﬁ% : 289 122 Sharing out in equal growps as repeated subtracted or addition
= .61, +61 There are 8 cookies to share equally Twenty-four cookies were put into bags of
. T 226 8 183 with 4 children, How many cockies 4 cookies each. How many hags were filled?
B .'gln < '———‘1 67 +61 does each: child get? 24 cookies + 4 cookies per bag = § bags
:E ’ 8 ! a1l 244 8 cooldes + 4 children =2 cookies per child Pulis out 4 cookies at a time uniil 24
= & i Represenis the 4 children with coolies are used.
= +61
iﬁ f‘;l 126 35 -_—30—5 circles and then fills them equally - -
2T 1
N 403 6 @®
e 45 45 ——
B 366
]
R ) )
[;3 . Sharing out by ones 23] Sharing out randomly by subsets

and non-multiplicative sirategies as they interact with différemt

Depending upon the strength of multiplicative reasoning students may move back and forth between
e TaT rrimn midrrmd mmm man ] dmaimdaT A A adrean AT el n On TR 1Tl IANS TR MAAT ANNSS

multiplicative, fransitional, additive,

Does not consider the reasonableness of solutio



OGAP Sample Problem Contexts and Situations (Draft January 2013)
Tmportant:
The sample problem contexts and situations do not include the firll range of each problem situation or context.

Multiplicétiqn Examples

Division Examples
How many in each group? (parfitive)
*  How many groups? (quotative)

Equal group, measurement conversion, equal measure, and rate problems involve applying a rate.

number of groups/measurements/quaniities ¥ rate

= total number

Multiplicative comparison and multiplicative patterns mvolve a mmltiplicative scale factor.

original x seale factor/multiplier = result

Area and volume problems involve using dimensions in either an area or volume situation.

Problem situations are identified with an *

and are in italics in the examples below.

Equal Group *Unknown product (total number of crayons)
Mark bought 12 boxes of crayons. Each box contained 8

crayons. How many crayons were there all together?
12 hoxes x 8 crayons per box = ? creyons

* Unknown number in each group {crayons per box)
Mark had a box of 64 crayons. He shared the crayons equally

with 4 people. How many crayons did each person get?
{partitive) 64 crayons = 4 peoplex ? crayons per box

Equal Measures * Unlmown product(total length in inches)
Ti takes 14 inches of ribbon to make one bow. How many

inches of ribbon will it take to make 7 bows?
7 bows x 14 inches per bow= 7 inches

* Unkmown number of groups (number of designs)
Sam ha g 15 yards of matevial. He is making a design that

needs 3 yards per design. How many designs can Sam make?
(quotative) 15 yards + 3 yards per design=7 designs

Measurement Conversion  *Unknown product (length in inches)

Tammy is 5 feet tall. How many inches tall is Tamnry?
5 feet % 12 inches/foot=? inches

Rates  *Unknown product (total dollars)

Sam works at the grocery store. He is paid $7.00 perhour. He
worked 22 hours last week. How much money did Sam earn
last week? 22 hours x $7.00/hcwr = ? dollars

* Unknown rate (dollars per hour)
Sam eamed $154.00 last week. He worked 22 hours. How
much did Sam earn per hour? (paritive)
£154.00 = 22 hours X ? dollars per hour

Multiplicative Comparison *Larger untmown (height in inches)

. The students in Mrs. Gilbert's class planted bean and corn
seeds. The bean plants grow 3 times faster than the corn
plants. When the corn plants measure 2 inches, how tall will
the bean plants be? 2 tnches x 3 =7 height of bean plants

* Multiplier unknown (seale factor unknown)
Bill's garden is 240 square feet. Leslie's garden is 20 square
feet. How many times greater is Bill's garden than Leslie's
garden? (quotative)
240 square feet + 20 square feet =? times bigger

Patterns * Larger wntknown (Tengih)

A 5-inch piece of elastic is stretched 3 titnes its length. How
long is the elastic after it is stretched? (4 times, 5 times,
times) 5 inches x 3 =7 (total length)

Avea * Unfnown product (area in square feet)
Linda's kitchen floor measures 12 feet by 7 feet. How many

tiles (1 square foot) are needed to cover the floor?
12 feet % 7 feet = 7 (total area in square feet)

* Unlmown factor {length of itchen floor)
Linda’s kitchen floor is 150 squere feet. The length of one
dimension is 10 feet. What is the length of the other
dimension of the kitchen floor?
150 square feet+ 10 feet =7 (length of other dimension in feet)

Volume * Unknown volume (volume of water the tank can hold

The dimensions of a fish tank are 10 inches x 12 inches by 18
inches. If you filled the tank to the top, how much water
would be in the tank?

10 inches x 12 inches x 18 inches = ? amount of water in tank

* Undnown factor (height of container}
A xectangular container holds 250 cubic inches of liquid. the
base of the container i3 10 inches and the depth 5 inches.
What is the height of the container?
10 inches x 5 inches x 7 inches = 250 cubic inches

OGAT Equation Example:

6 x 5 =730 Write a story problem that goes with this equation.

OR match a story problem to an equation.

OGAP Property Example:

Ann kmows the answet to 9 x 5. Explain how can she use this
information to solve 45+ 97

This is a derivative product of the Vermont Mzthematics Partnership Ongoing Assessment Project (OGAF) whick was finded by NSF (BHR-0227057) and the

TIC VAT O 42 A AANANY @ 2010 Marra Datit Manonltina MDD B Walhert B Tand

Varsinn 27 Janumv 2013




P6

The table below shows the number of pencils Mary gave to the students

in her class.

People in Mary’s Class

[E—

14

Total Number of
pencils given

14

21

23

35

~a

Write a rule that Mary could use to figure out how many pencils she

gave to the 14 students in her class.

6 © 2012 Margg Petit Consulting, E. Hulbert, and R. Laird, A derivative product of the Vermont Mathematics Partnership Ongoing
Assessment Project funded by NSF (Award Number EHR-0227057) and the US DOE (S366A0200002))




OGAP Equations pecember 3, 2012

K16

Tom put 8 flowers in each vase. He had 32 flowers altogether.
How many vases does he have?

Choose the number sentence that can be used to find out how many
flowers are in each vase.

a) 8§ +32
b) 32x 8
¢) 8+32

d) 328

Explain your choice.

14 © 2017 Marge Petit Consulting, E. Hulbert, and R. Laird. A derivative product of the Yermont Mathematics
Partnership Ongoing Assessment Project funded by NSF (Award Number EHR-0227057) and the US DOE
{5366A0200002))



. Listing of “Objectives” from CSD Achievement Team- January 17,2014

1. (#5) Maximize students’ schedules to include all personnel and resources (tech)
in order to provide a math block that allows for effective instructional strategies and
practices such as:

. *mini lessons
* Flexible small groups (using formative assessment)
* additional guided practice
* interventions
* feedback between teachers/students .
* multiple opportunities to demonstrate competencies

2. (#1 and #4) Utilizing continuous cycle of task-based feedback between students,
teachers, and parents, all can communicate specific learning pathways. Students
and teachers will set focused learning objectives based on where students are on the
learning pathway.

*Gr 3-5

* OGAP Learning Progression

* All schools

3. To provide comprehensive math interventions that focus on learning strategies,
re-teaching, practice and enrichment ultimately resulting in student success.

*Math specialists-train, regular ed, special ed, paras, co-teaching model, data,
small group, interventions, facilitate collaboratives

" *PLCs/ Collaboratives about math w/classroom teacher, interventionists,
EAs, math specialists




Concord Achievement Team Revised Objectives
March 25, 2014

1. Develop schedules that include a “Math Block” and a
focus on the delivery of effective tiered instructional
strategies and practices.

2. Utilize a continuous cycle of formative assessment
and “high effect” feedback to enable students to
understand how they are progressing toward their
learning goal.

3. Establish math (PLCs) data teams at each grade level
to assist in the delivery of comprehensive, tiered math
interventions (including flexible grouping) to review
student work, to administer on going formative
assessment for the purpose of informing instruction and
documenting growth in student learning.



- Appendix H.

Writing IEPs with Measurable Goals Workshop
Presenter: Carol Kosnitsky
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Writing Instructionally Relevant
and Measurable IEPs

Concord School District
2014

Carol Kosnitsky
ckosnitsky@comcast.net
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Multiple Sources of Information

The foundation of a strong [EP is built upon multipls
sources of reliable and cbjective informalion.

=

Muitiple Sources of Information

These sources include:

- Siudent input
« Parent input

= Teacher input
» Observations

» Formal and Informal assessments

Multiple Sources of Information

Interviews/Questionnaires

= Student
= Parent

~ Teacher

Carol Kosnitsky




Multiple Sources of Information

Coordination wf Related Service Providers

—What are the cverlapping skills fo be
addressed?

— How is the disability affecting the student’s
functional performanca?

— Are there opportunities to align goals
between related servica providers and
special educators?

Multiple Sources of Information

Formal and Informal Assessments
¥ Analysls of scores; not scores in isolation
v Error analysis

Sources
« [nitial & 3 year re-evaluations
« AlMSweb
« F&P
» NECAP
= OGAP (7)
» IEP Goal Progress Menitoring Data
= POMS

Multiple Sources of Information

Current classroom observafions

— Behavioral data (baseline)

- Functional performance

— Environmental supports and barriers
— Social relaticnships

— Adherence with school routines

Carol Kosnitsky
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Strengths of the Student

ldentify the student’s strengths, interests and
preferences.

= Describe how strength, interests and/or
preferences can support the student’s
participation in school.
» Strengths support increased access

+ Inferests and preferences support increased
choice and engagement

Exampla

Juan is beginning the 5' grade. He has a specific learning
disability in basic reading skills,

Juan has strong auditory comprehension skills —
provide auditory supports while reading new
literary or information text. He works effectively
with peers in small work groups and is open to
reading in pairs and small groups. Juanis also
very athletic and participates in sports in and out of
school. Using sports analogies and metaphors
peek his interest and curiosity.

Prezent Levels of Acadesi nnvd Ercdorinl
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Needs

+ Describe needs that will be addressed through
specially designed instruction, related services andfor
accommodations

» Within each domain, describe the most urgent needs fo
be addressed in the upcoming year (e.g., direct
instruction in place value; explicit instruction in
summarizing and inferring). Prioritize needs in order
to focus the IEP on areas most essential to student
progress in the general education curriculum,

+ Do not describe services/locaticn in this section.

Needs

* Academic — describe academic areas that are affected
by student's disability {rsading, wriling, math, science,
elc.). Some disabilities may “indirectly” affect academics,
such as time on task, compliance, etc.

Developmental - describe student’s current
developmental milestones, as compared {o same aged
peers (motor, communication, soclal, ete.)

Funectional — describe how student applies the skills
and knowledge In everyday life (organization,
atiention, habits of mind, relationships, etc.)

Example

Juan needs o improve basic reading skiils:
» Master decode all letter patterns
= Increase sight vocabulary
« Develop effective use of cantext clues

Juan needs auditory supports to ensure he
comprehends material when reading above his
independent level,

Carol Kosnitsky
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How Student’s Disability Affects
Involvement & Progress in the Curriculum

«  Provide statements that divectly demonstrate the
correlation between disability and
participation/curriculum.

+ Deascribe what scaffolding will be nacessary for the
student to participate and progress in the curricular
areas.

+ Dueloweaknesses in (ke student has difficulty with
. Providing supporis in will allow [he
student {a ndependenlly

Example

Weaknesses in phonemic awareness and phenics affect Juan's abiily
to efficiently decode much of the vocabulary he will encounter in grade
tevel lext. He is still lsarming that Tetters are symbels of sounds and
there ars rules that can be used 1o dstermine the word. The effort he
needs to decoda unfamiliar words reduces his abilily to comprehend
the meaning of the text. Asking Juan toindependenlly read for the
purpose of gaining new knowledge al this frustration level is a barrier
Lo him having meaningful interaction with the maleral. Given sironger
auditory comprehenslon skills, Juan should be provided access to
bocks on tape andfor digital text lhat can provide audiory supporis
when being asked ta read independently.

Carol Kosnitsky
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Present Levels of Performance

1.Describe the skills/behaviors the student demonstrates
{Look at CCSS at level of skills currently demonsfrated by

the student).

2.Describe the student's performance compared to
expectations/skill in the general educaiion curriculum {(Look
at CCSS af the fevel of the student's grade placement).
This is where alignment begins!

3.Describe thie skilis the student needs to learn this yearin
order to narrow/close the gap (needs and goal priorities).

Present Levels of Performance

Gap Analysis

1. Compare and contrast the student's present levels and
tha grade level standard.

2, Defermine the nature and dimensicn of the gap — Skills?
Knowledge? Process?

3. [dentify what can be adapted to "reduce the gap”.
4. Determine if this adapftation aiters the standard.

5. Determine the specially designed instruction necessary
for the student to have meaningful engagement with the
cumiculum.

6. Pescribe motivators for the student.

Carol Kosnitsky




Present Levels of Performance

Present Level = Baseline

- Template for developing a baseline:

+ Condition present
«  Student
Target skill or behavior
«  Performance Level
Example:

«+ Currently, given a 3rd grade level passage, Juan
read 50 words correct with 80% accuracy in 1
minute.

Essential Questions to Coilect Baseline

1. What student’s skill’behavior is targeted to
changa?

2. What tool or methodology can guantify
changes in this targeted skilllbehavior?

3. Can the tool or methodology be repsated
throughout the IEP cycle to determine if student
is making progress?

4. At what level is the student currenily performing
the skilllbehavior {present levelbaseling)?

Essential Questions to Collect Baseline

« Determine what skill or behavior you want tha
student to change and what dimension of that skili
or behavior needs to change. Dimensions of skill or
behavior that can be changed include:

— Accuracy
- Speed

— Frequency
— Latency
—» Duration

Carol Kosnitsky




Annual Measureable Goals

Level of Skills/Behaviors
+ Acquisition — Has the student learned the skill?

+ Fluency — Has the student demonstrated the ability
to do the skill?

+ Mainfenance - Can the student remember the skil
and do it repeatedly?

* Generalization — Has the student maintained the
-skill to use it whenever/wheraver?

Essential Questions to Collect Baseline

Instead of: Define it As:
(ncn example) {example)

Comprehension @") - Answer ‘w’ guestions.

Wiiting =

Exprassiva language :_’,} . \\'l‘{'\{g}z gjpemctl:j!\l'%ésairgences
conjunctions.

Cite evidence in text.

Social skills

» Join in cooperafive play
activities with peers.

Baseline

Template for Baseline
= Currently
= Under what conditions
» Student
+ Does target skilllbshavior

« How well (performance criteria)

Carol Kosnitsky




Baseline
» Currently — (data must be current).

» Under what condition -- the condition that must be
present when the student is asked to demonstrate the
targeted skill or behavior.

For example:

+  Assessment level — Given 34 grade passage...
«  Degree of support— Given graphic erganize...
«  Settingflocation — During hallway transitions...

« Student

Baseline

- Does-- spacific, ohservable behaviar or skill that
requires some “action” cr "change’.

« Performance Criteria— Describes the level at which
the student currently performs the skill or behavior.

For example:
» From 2/10 items {o 8/10 items on checklist
» Within 20 minutes to within 5 minutes
= From 20% accuracy to 80% accuracy

Example

Juan recognizes long and short vowels when reading regularly speiled one
syllable words, He can decode regularly spelled two syllable words with long
vowels and words with commeon prefixes and suffixes. He can recognize and
read irregularly spelled words al the 20 grade level. Heis able o read 2md
grade level {ext with luency and eccuracy, currenlly reading 80 words correct
wilh 95%. However, when giver a 3 grads level passages, he reads B0 words
correct wilh 80 % accuracy. He is beginning 1o use context lo confinm meaning
and read with mere exprassion,

By 5" grace, students are asked to decode mullisyllable words, use knowlsdge
of lefter-sound patlerns correspendence, syilabication patterns and roots and
suffixes Lo read muktisyllable words in and out of context.  This year, Juan's
specfalized reading program will focus on decading muitisyllabic words, Latin
suffixes and using contexl to assist in reading.

Juan's reading comprehanslon skills are affected by his current decading skills
However, he Ts capable of comprehending all grade level material when
presenled with auditory supports,

Carol Kosnitsky
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Measurable Goal:

Mevasayle Hatol for Beaizador

Whot will student do by
the end of the TEP
cycle? .

Arid fow will it be
measiped? .. !

Annual Measureahle Goals

Relationship between the needs and annual goals
-For each need identified, there must be at least one
annuat goal and/or supplementary aid and service refated
to addressing that need.

Relationship between the PLAAFP and annual goals
<The PLAAFP provides the baseline data of where the
student is at the beginning of the year. The IEP goals
project where the student should be after implementing the
special education services identified in the IEP.

Annual Measureable Goals

Core Concepts:

Goals must addrass the skills needed to enable the
student to be Involved and progress in the general
education curriculum.

in developing LEP goals, the 1EP team should answer the
question: “what skills does the student require/nesd in
order to master tha content of the eurriculum?,” rather
than "what curriculum content does the student need fo
master?"

Carol Kosnitsky




Essential Questions to Develop Goal

—

1. What student’s skilllbehavior is targeted to change?

2. What tool or methodology can quantify changes In this
targeted skill/lbehavior?

3, Can the tool or methodelogy be repeated throughout
the IEP cycle to determine if student is making
progress?

1
aul|sseg

4. Atwhat level is the student currentiy performing the
skilllbehavior (present levelfbaseline)?

5. At V\fhat increased lavel should the student
perform the skillfbehavior in a year?

Annual Measureable Goals

Template for a Measurable Goal

* Bywhen ...

- Under what conditions ...

« Student

» Will do (target skill or behavior) ...
= How well (level of parformance)

Example

Reading Standard:
— Read with sufficient accuracy and fluency to support
comprehension,

Goal:

— By June 2013, given a 3"-grade-level reading
passage, Juan will read 110 words correcily with 95%
accuracy in 1 minuie.

Carol Kosnitsky
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Objectives or Benchmarks

Objectives

» Discrete components of the skill student
will demonstrate (task analysis).

» Mastery of a series of short-tarm
objectives — sequence of skills in an
instructional hierarchy.

Objectives or Benchmarks

Example of Goal with Objectives

By June 2013, given verbal prompt, Sally will
independently wash and dry her hands for 5
consecutive trials.

1.By September, Sally will independently dry her
hands...
Z.Ey %c’tober, Sally will independently rinse soapy
¥ December Sal[y wﬂl independentily create

her in both h
4. By March, Sally will independently wet her
hands...

Carol Kosnitsky




Objectives or Benchmarks

Benchmarks

« Usually designate a target time period fora
behavior fo accur {i.e., the amount of
progress the student is expected to make
within a specified segment of the year).

+ Establish expected performance lavels that
allow for regular checks of prograss that
generally coincide with reporting periods.

Objectives or Benchmarks

Example of Geal with Benchmarks

By June 2013, given a one minule 3"-grade-level reading passage,
Sally will read 98 words comactly on a weekiy probe for 3
consacutive weeks administetad by the special education teacher.

~ By November 2012, given a one minute 3 grade level
reading passage, Sally will read 62 words correctly.

- By January 2013, given a one minuta 3 grade lavel reading
passage, Sally will read 74 words carectly.

- By April 2013, given a one minute 34 grade level reading
passage, Sally will read 86 words correcily.

+ By June 2013, given a one minute 3" grade [evel reading
passage, Sally will read 98 words corectly.
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Accommodations

Accommodations - Essential questions

« What are the student’s characteristics (related to
student's disabilily)?

+ What Instructional andfor environmental demands
that pose “barriers” to participation (expectations or
practices within the teacher's control)?

» Can these demands be altered without changing
the purpose of the standard?

Accommodations

+ Convey specific information about the circurnstances
under which the accommedation should be used. For
example — Instead of "preferential seating” include
"Assign a seat in the last row so Sean may stand at his
desk when he needs to move around”.

+ Discuss fade plans from the onset and review regularly.
In addiffon, engage the student in this process from the
beginning. Use the IEP as a vehicle to feach the student
how fo request accommoedations {self-advocacy).

Accommodations
Present Lavel | Thslruclional!
c"f:::l::'i‘sm of Envitonmental ““R’"i:mhuuy Accommedation i::al
Performanca Demand
Strenglh; Can decoda Read SMgrade | Difficully Digilal lexibook Impreva
audilary single syliable | leval tex; making when reading decoding shills.
comprehension |wards, raads 50 meaning lrom | grade level led and sight
wards cofrett | Answer lext {forany purpose | vacabulary (o
Need: on 3 grada questions for aiher lhan spea, | read 3t beginning
Improve passage Thomewark reading insfruckion | 44 grada level,
decading
Strength! Can remain on | Teacher Sludent misses | Provide frequenl | Suslaln aftention
Curiosity lask for 5 provides Jechure | oritisal cues (from verbal |for longer perlods
minutes. on inlreduelion | informalion; lo visual) hreugh explicit
tonew eclerce | dlstracs other Inslrustion oh
Need: unil (@ 20 students, self-marfering
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suslained
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Modifications

« Student is taught same curriculum, but less
of it or at a different level of complexity; or

» Student is taught different or alternate
curricufum.

Modifications

= What is the nature of the medification {same
but diiferent complexity; alternate standards?

= Who will make the modification {i.e. special
educator, classroom teacher)?

» How will student be assessed and graded?

» By who?

Carol Kosnitsky



Monitoring Student Progress

The |IEP goal should identify a feasible and
meaningful plan to monitor the student's
praogress (basad on objective data).

=l L]
||£:f_f:|.¢w1

il ransaa: ammey
i
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Monitoring Student Progress

Progress monitoring is a systematic process for
collecting data that is used to assess students’
academic, social, and behavioral performancs,
and evaluate the effectiveness of the
interventicn,

Monitoring Student Progress

= Data should be collected on a regular hasis
(formative assessment).

+ This data is reported on a quarterly basis to the
parent and other team members {(progress
reports).

» The progress report should address the
following:

Has the student made sufficient progress to achieve
the goal by the end of the IEP cycie?

Carol Kosnitsky




Monitoring Student Progress

- Quantitative data — specific data based con the
metric in the goal.

« # of words read
« minutes on task
= % of correct answers

* Qualitative data - Other indicatars that support
progress - acquisition, fluency, maintenance
and generalization across environments.

= observaficn
- teacher reports
» other assessmeants

Thank You

Carol Kosnitsky
ckosnitsky@corncast.net
603-491-7449

An example:

= Ellie is experiencing health related problems:
« Weight
= Bleed pressure
+ Cholesterol

- Ellie’s doctor develops an individual heaith pregram
(IHP).

« The ulimate goal of the 1HP is Ellie will be healthier.
An intervention plan is reduce caleric intake and
increase metabolic rate.

« Anindicator of better health is appropriate weight
level. Progress will be measured through weight
lose.

Caro! Kosnitsky




By June 2011, Ellie wili decrease her weight from
150 Ibs. to 130 Ibs. — measured on a weekly basis.

Intervention

Ellie will do strength training

2 x week.

Ellie will reduce the amount
of sugar.

By June 2011, Ellie will decreass her weight from
150 Ibs. to 130 Ibs. — measured on a weekly basis.

Intervention

Benchmarks:

Ellie will do strength training
2 xweek.

Ellle will reduce the amount
of sugar.

By 2™ quarter, Ellie will
lose 10 pounds.

By 4 guarter, Ellie will
lose 20 pounds.

Strategy #4

THSPIBED BIS TAEF AT ME

MRS, WALKER LEARNS THE HARD wWaY

O 148 ICHAEL ETANGREC, TLUSTRATICHS LEVIHVELLE
3 TRL PUBLECATIONS, LAC, SR80 wmaw peyirleas

THAT SOMETIMES 8o0% CORRECT JUST
ISN"YT SQOD ENOUGH.

Carol Kosnitsky




Example

Whrifing Standard:

« Write informative/explanatory texis to examine a topic
and convey ideas and information clearly (Gr, 3-5).

Baseline:

« Given an assignment to write informative text, James
scored 10 out of 24 on the attached Wiiting Informative
Text Checklist (grade 5).

Goal:

- By June 2013, given an assignment to write informative
text, James will score 20 out of 24 cn the attached
\Writing Informative Text Checklist {grads 5). for 3
consecutive assignments.

Writing Informative Text Checklist

Foints Fasenlel Elameals CuMatis Nales

fntroduce & {opio- cleary provides a general cbservalion and
focus.

Group related Information logically.

Include formatting (e.g., headings), ifusiralions, and mullimadia
when useful ic aiding comprehension,

Develop the topic wilh facls, definilions, conerele detalls,
quotations, oF olher informaticn and examples related io lhe:
{opic,

Ltk Ideas within and across categorles of informatien using
wards, phrases, and clauses (e.9., In conirast, espeoially).

Use precise language and domaln-specific vocabulary to Inform
about or explain the tople.

Provide a concluding slatement or section related lo the
irformalion or explanafion presented.

Total oinla {Sut of 27}

Example

Standard:
= Use information gained from illustration and the words in a text to

demonslrate understanding of the fext {e.g. where, when, why and
how key events occur.}

Baseline:

»  Currently, after listening to an informaticnal text passage, Tracy
could not select a plcture from a field of 3 options in response fo
*who' and “what” questions relating to the arlicle,

Geal:

« By June, 2012, after listening to an informational texi passage,
Tracy will camreclly select a piciure from a field of 3 opltions In
response to "whe' and ‘whal’ questions relating to the article for 4
out of 5 conseculive opportunifies.

Carol Kosnitsky




|EPs for Students with Severe Disabilities

1. Ildentify instructional priorities.

2. Self-determination: How can the core curricuium ba
used to teach self-determination skills?

3. Assistive technology: How can the use of assistive
technology enable the student to engage in the task
more independently?

4. Personal relevance and functionality: How can
real-life activities make the standard meaningful for
the student?

Courlede, 6. & Erenvder, D. 1A @2013). Afiming
Severe Dfsabitties. Verane, Wi Atiziment Company,

Carol Kosnitsky
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SCHOOLS MOVING UP- |

By Heather Mattson Almanzan

Interviews with 18 schools that boosted student achievement reveal common principles |
driving their improvement. |

When consultants at WestEd begin working with a low-performing school to help that
school raise student achievement, staff members somstimes ask skeptically whether
the research-based principles and strategies for school improvement that we present
have worked in other schools. They want to know what these principles look like in
action, in real school environments. :

To answer that question, WestEd's Northem California Comprehensive Assistance
Center conducted extensive interviews with administrators and teacher leaders from 18
schools in California and Nevada that have dramatically improved students'
achievement—what we call “schools on the move.” Some of these schools are profiled
on the Web site SchoolsMovingUp, designed by WestEd to support educators working
with low-performing schools (http://www.schoolsmovingup.net). All the schools we
examined served high numbers of traditionally underserved students, but they varied in
terms of grade levels included, size, and ethnic composition of the student body. We
selected schools whose student test scores were low when their statewide testing first
began but who made dramatic gains or who raised their test scores and consistently
kept them high. Most important, the selected schools were not letting any group of
students fall behind academically. ‘

We brought no preconceived investigative framewark to aid us in looking at these
schools, wanting to learn the story of each individual school's reform effort. These
schools were able to clearly articulate what they were doing to meet students' needs
and had remarkably similar solutions to major challenges. The elements that led to their
success—insisting on high expectations, using performance data to drive decision
making, creating a focused plan, fostering interactive administrative leadership,
embedding professional development in school culture, aligning curriculum to
standards, and reaching out to parents—embody principles of school improvement
identified in other research.

High Expectations: Beyond Pobrecito

A typical challenge for low-performing schools is overcoming the often ingrained belief
that not all students will be able to master challenging academic standards. In the
schools we studied, staff members infused high expectations into day-to-day practice
inside and outside the classroom. Principals communicated the message that every

" Reformmated from Turnaround Schools (Summer 2005) Educational Leadership, 62, (online
only). Copyright 2005 by WestEd.
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student was expected to achieve to high standards. Teachers, adminisirators, and
support staff worked together to identify interventions and resources to help any
students who were having difficulty. Failure was not an option.

Many schools that were primarily nurturing environments found that they needed to

become more academically challenging. For example, many staff members at Colin

Powell Academy in Long Beach, California, believed that the students' ouiside lives

were so difficult that they shouldn't be pushed hard in school. This is sometimes called

the pobrecito or “poor baby” syndrome. Principal Denise Peterson told her staff that if
they continued to think of their students in that way, they would never break the cycle of

poverty or racism. Once teachers began to hold their students to high academic

expectations {while still providing necessary support), student achievement improved |
remarkably and continued to improve every year. '

Principals helped teachers see that although they can't affect a student's life outside
school, they can control the teaching and learning that takes place within school. During
a staff meeting at Horace Mann Elementary School in Glendale, California, soon after
the school had been placed on an improvement list, principal Lynda Christian
challenged all the teachers to look at the student names on their class lists and, if there
was any child they were not capable of teaching to read, to let her know now. Christian
made clear that she expected teachers to believe that all students can learn—and that
she would commit to providing the support necessary. That staff meeting is
remembered vividly by all, even years later.

Making Data Part of the Culture

These “schools on the move” used performance data and assessments continually to
make instructional and programmatic decisions; using data in this way became an
important part of school culture. Educators realized that to improve student
achievement they needed more detailed and more frequent information than that
provided through statewide assessments. Schools developed site-based assessments
and drew data from multiple sources.

For instance, staiewide assessments of students at Horace Mann showed that reading
was students' weakest area. As staff members dug deeper into the data, they learned
that students had strong decoding and fluency skills but were struggling with
comprehension. A majority of Horace Mann's students are English language learners.
To understand more about these students' comprehension, the teachers administered
assessments appropriate to second-language learners—the Language Assessment
Scales to monitor students' oral language skills and listening comprehension, and an
English language proficiency checklist fo get data on their English reading and writing
skills—to get more clues about students' comprehension. Throughout each school year,
teachers frequently assessed students' reading accuracy and comprehension, using the
Developmental Reading Assessment (Pearson Learning), John's Basic Reading
Inventory (Kendall Publishing}, and the STAR Reading computetized assessmeni

PR = -
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(Renaissance Leaming). Having multiple measures and understanding how to analyze
those measures helped this school hone in on what its students needed.

In addition, Horace Mann trained its teachers to level books according to reading
difficulty and to take frequent running records—a method of recording reading accuracy
and errors as students read aloud—ifor each student to ensure that students chose
books at their instructional level during small-group instruction.

A Focused Plan

For many schools under pressure to improve student achievement, setting priorities is a
significant challenge. The awareness that there is so much to tackle often leads to
taking on a lot of issues inadequately rather than identifying and solving a core issue.
Through the process of analyzing data and identifying strengths and weaknesses,
principals in these schools on the move identified a clear focus, which enabled the
schools to write a school plan that they could truly use as a road map.

Martin Luther King Elementary School in El Centro, California, developed a five-year
plan that spelled out steps the school would take to improve students' skills in reading,
language arts, and mathematics. These steps included training teachers to use the
Open Court Reading program, administering reading assessments avery six weeks,
and creating summer intervention programs for English language learners and
traditionally underserved students students. The school used this five-year plan to guide
all decisions regarding professionat development, resource allocation, personnel
recruitment, student placement, and program implementation. At leadership team and
staff meetings, King principal Sherry Kolset-Gray modeled how to use the plan to make
decisions. Kolset-Gray notes,

Because we have a very firm parameter and really clear goals of where we want to go,
decisions are relatively easy. We ask, “Will this directly impact the performance of
students who are not meeting grade-level siandards in our focus area?”, and if the
answer is no, it doesn't happen.

Interactive Principal Leadership

Principals we interviewed knew that they needed to be visible instructional leaders. No
matter how busy these principals wers, they consistently observed in classrooms—not
just for formal evaluations but also to monitor teaching and learning and to actively
ensure that the objectives outlined in their school plans and the strategies discussed
during professional development activities were being implemented. Some developed
creative sirategies for quickly observing and analyzing teacher practice. Ross
Swearingen, principal ai Brentwood Elementary Scheol in Victorville, California, kept
track of classroom visits on his handheld computer, making quick calculations of the
number of students on task and checking that teachers were teaching appropriate
standards and implementing appropriate strategies. One year, Swearingen completed
600 informal teacher observations.

T |
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Effective principals also made sure to interact with students and nurture relationships
with them. They connected with parents in any way possible and encouraged teachers
to do the same. As a new principal at Colin Powell Academy, Denise Peterson became
actively involved in discipline and academic instruction and made herself visible on
campus. Every morning, she drove to the school's four bus stops to check in with
students, and every afternoon she walked home with students who lived in the
surrounding neighborhoods. Peterson got to know students and parents and, as a
result, was able to defuse many discipline situations before they escalated. This
presence in the community even helped her establish a good relationship with local
merchants, who found that students were better-behaved when they came in after
school knowing their principal was close by. Now if there is a problem, the merchants
call Peterson before calling the police.

The principal's regular contact with students had an immediate impact on the culture of
Colin Powell Academy. Peterson stili starts her mornings greeting students at the bus
stop, and she serves as a menior to selected middle school students, who check in with
their principal three times a day. Suspensions and discipline problems have

~dramatically decreased.

Redefining Professional Development

i3]

When professional development consists of teachars attending conferences or training
on the basis of their individual interests as well as some mandated sessions, teacher
collaboration rarely happens. The schools we profiled realized that professional
development must be on-site and ongoing and that anytime teachers are together
should be time for mutual learming. These schools changed their definition of
professional development to include data analysis, professional reading, dialogue, and
joint evaluation of student work. Principals kept administrative business to a minimum
during staff meetings, often distributing a weekly bulletin about school business so that
meetings could focus on teaching and leaming.

Many schools “banked” time to carve out a weekly professional development peried.
Martha Baldwin School in Alhambra, California, added instructional minutes to four
waekdays so that school could start later every Thursday. Staff members used that
found time for grade-level meetings and whole-staff development. During grade-level
meetings, teachers reviewed data and student work, using the information to plan
curriculum, instruction, and assessment. Many schools found that locking at student
work collaboratively made for very powerful professional development. Teachers came
to agreement about what good work looks like and were able to diagnose stumbling
blocks. For example, at Birmingham Senior High Schoo! in Los Angeles, teachers
realized that students had grasped how to write a thesis statemnent but that many
struggled with how to support a thesis with evidence.

Teachers cited formal time for collaboration as one of the most important factors in
school improvement. One teacher from Martin Luther King Elementary School in El
Centro said,
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In the past, we had to touch base in the hallways, at lunch, or after school. Now, at our
grade-level meetings, we analyze data from our six-week assessments and we look at
student work. We compare our data to see if one of us is having more success with a
cencept, so that person can help the rest of us. We give each other support and ideas
as to how we can improve,

Standards-Based Curriculum and Instruction

Too many schools lack confinuity in curriculum and instruction. There might be pockets
of excellence in certain classrooms, but no consistency. The schools we interviewed
realized the importance of having all teachers on the same page, first determining
priorities through data analysis and then aligning curriculum, instruction, and
assessments within grade levels and schoolwide to ensure continuity of instruction.

A prime example is teachers' practice at Merced Elementary School in West Covina,
California. Teachers hold weekly grade-level meetings to plan instruction that is aligned
with state standards and with previously agreed-on assessments of quality
performance. All students in a given grade level receive the same instruction and
homework with the same expectations every day. Grade-level teams also meet
periodically with other grade levels to ensure articulation throughout the school. Merced
Elementary's principal, Marjorie Miller, regularly assigns twin students {o different
classrooms and expects that their parents will find homework focusing on the same
standards assigned by both teachers each night.

When observing in classrooms, administrators in successful schools like Merced look
for similar curriculum and instruction as they move among different classes within each
grade level. Principals ensure that students have equal access to the instruction and
that instruction is standards-based. Lis Ramos Hanacek, principal at Martha Baldwin,
told us, -

Schoolwide instructional strategies are visible in our literacy program. A visitor to any
classroom during our basic skills literacy program would see the same implementation
of phonics awareness. They would see comprehension strategies that are common
across every single grade level.

Drawing in Parents

Educators often see parent involverment in terms of what parents need fo do, such as to
help their children with homework. These schools instead focused on how they could
meet parents’ needs—helping parents feel comfortable at the school, better involving
them in their children's scheoling, and creating a sense of community. Principals
ensured that school staff members were visible and regularly communicated with
parents, especially when there was nof a problem. Many schools offered resources for
parents, such as loaning out English and Spanish books and laptop computers or
hosting English as a second language classes.
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At Rancho Santa Gerirudes Elementary School in Santa Fe Springs, California,
principal Jonathan Vasquez draws in parents who want to volunteer but who don't feel
comfortable participating in the classroom or cannot commit to a specific time. He set
aside a room at the school where parents can get together to socialize and help
teachers. Teachers leave a list of specific job requests in the room, along with
instructions and needed materials; parents can choose any job and complete it as time
allows.

Schools on a Journey

Our interviews with these “schools on the move” confirmed another important aspect of

- school improvement that research has suggested: The school improvement process is
a complex puzzle with many pieces. No school identified a single program it adopted or
a curriculum it purchased as a major turning point. All the principals we spoke with said
that they can and wiil continue to do more to improve the achievement of all students.
School improvement is an arduous journey rather than a destination.

Heather Matison Almanzan is a research associate with the Northern California
Comprehensive Assistance Center at WestEd; 510-302-4281; hmattso @ wested.org.
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Culture shift doesn't
occur overnight —
or without conflict

taff members of every school face an inevitable ques-

tion each year: Whar happens in our school when,

despite our best efforts in the classtoom, a student
does not leatn? '

In traditional schools, the answer is left to the discre-
tion of the individual classroom teacher, who is free to
respond in different ways. The support a student will (or
will not) receive depends on his or her teacher’s practices,
rather than a collective effort and a coordinated response.
In truth, most schoals play a form of educarional lotrery
with children.

In professional learning communities, however, schools
create a systematic response — processes t0 monitor each
stadent’s learning and to ensure that a student whe strug-
gles is provided additional time and support for learning
according to a schoolwide plan. Furthermore, the response
is timely. Studenrts are identified as soon as they experience
difficulty, allowing the school to focus on intervention
rather chan remediation. The response is directive.
Students are not invited to seek extra help; they are
required to receive che additional assistance and devote the
extra time necessary to master the learning.

This coordinated system of support for students never
occurs by chance. It can only occur when school leaders
work with staff to develop a plan of intervention, carefully
monitor the implementation of that plan, and confront
those who disregard it. Furthermore, an effective ‘system of
intervention is not merely an add-on to existing school
structures and assumptions, but represents a natural out-
growth of strong school cultures dominated by certain uni-
fying concepts.

Boones Mill Elementary School in Franklin County,
Va.; Los Penasquitos Elementary Scheol in Rancho
Penasquitos, Calif; Freeport Intermediate School in
Freeport, Texas, and Adlai Stevenson High School in
Lincolnshire, IIl., illustrate this systematic approach to
responding when students do not learn (DuFour, DuFour,
Eaker, & Karhanek, 2004). The schools could not be more

RICK BUFQUR s an educational consultant. You can contact him at
465 lsland Poinie Lane, Moneta, VA 24121, (540) 7214662, fax
(540) 721-0382, email: rdufour@districtt25.k12.il.us.

NATIONAL STAFE DEVELOPMENT COUNCIL (800} 727-7288

lead ing &ﬁg@ / RICK DuFOUR

dissimilar in terms of size, geographic location, accessibilicy
to resources, and the students and the communities they
serve. Yet cthese schools share common themes.

One of the most evident commonalities is that the
staff in each school is emphatic about and fixated on the
fundamental purpose of the school — high levels of learn-
ing for all students. There is no ambiguity and no hedging
about their goal. No one suggests that all kids will learn if
they are conscientious, responsible, attentive, developmen-
tally ready, fluent in English, and come from homes with
concerned parents who take an interest in their education.
There is no.hint that staff members believe they can help
all kids learn if class sizes are reduced, more LESOUTCES are
made available, new textbooks are purchased, or more sup-
port staff are hired. In these four schools, staff
members embraced the premise that the very
reason their schools exist is to help all cheir
students — every one of the flawed, imperfect
boys and girls who come to them each day —
acquire essential knowledge and skills using
the resources available to the school.

The collective commitment to high levels
of learning for every student led these schools
to assess the impact of their efforts and deci-
sions based on tangible results. When teachers
in a schoal are truly focused on student learning  n each issue of 75D, Rick
as their primary mission, they inevitably seek DuFour writes about
valid methods to assess the extent and depth of
that learning. The teachers in these four schools

effective leadership. His
columns can be found at
www.nsdc.org/library/

all found that frequent common assessments, authors/dufour.cfm

developed collaboratively and scored by every

teacher of a grade level or course, were a viral resource in
their efforts to monitor student learning, Doug Reeves
{2004, p. 114-115) describes this process as “the gold sian-
dard in educational accountability” because these assess-
ments are used to “improve teaching and learning, not
merely to evaluate students and schools.”

The teachers in the four schools embrace dara and
information from their common assessments because the
assessments provide timely and powerful insights into their
students’ learning. They do not denigrate data thar suggest
all is not well, nor do they blindly worship means, modes,
and medians. They have a healthy respect for the results of
their common assessments because those assessments help
them moniter the effectiveness of their teaching and iden-
tify individnal students who are experiencing difficuliy.

Once those students are identified, the schoolwide system
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The principals

delegate

authority and
serve as leaders
of {eaders rather
than the central
problem solver of

the school,
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of intervention ensures that the students immediately
receive additional time and support for leasning.

HOW LEADERS CREATE A CULTURE
COMMITTED TO LEARNING

A critical element in creating these powetful school eul-
tures is the principal’s leadership. Each is clearly committed
to empowering staff, delegating auchority, and developing
collaborative decision-making processes, but none is
unwilling to confront a staff member who violates the fun-
damental concepts of the school’s culture. Leadership is
widely distributed in each schoal, with clearly delineated
guiding coalitiens overseeing the improvement process. The
collaborative team: structures in. place in each school also
encourage fluid situational leadership throughout the
school. When a team discovers that one of its members has
special expertise in a particular contenc area, in teaching a
concept, in developing effecrive assessments, or in meeting
the needs of a particular kind of learner, thac member natu-
rally assumes temporary leadership based on chat expertise
when the team focuses on thar topic. The principals dele-
gate auchority and serve as leaders of leaders rather than the
central problem solver of the school.

Nevertheless, in the early stages of implementing the
changes that helped the school become a professional
learning communiry, each principal faced challenges from
one or more staff members who either aggressively or pas-
sively resisted the school’s new direction. The consistent
way the principals deal with scaff challenges offers impor-
tanc insights into leading the professional learning com-
munity process. In every case, the principal met with
the teacher privately, stated concerns very directly,
and identified the specific steps the teacher needed
to take to remedy the situarion. Finally, the principal
asked how he or she might help the reacher make
the necessary changes.

The teachers did not always respond positively
to these discussions. Some became quite emotional
and defensive, The principals, however, did not
hedge. They made ic clear that the teacher’s behavior
was unacceptable and that the need for change was
imperative. They did so without rancor, but they left
no doubt about their expecradons.

Perhaps there are schools that have made the transition
10 a professtonal learning community without conflict or
anxiery, but I am unaware of any. Disagreements and ten-
sion are to be expected. The question schools must face is
not, “How can we eliminate all potential for conflict as we

go through this process?,” but rather, “How will we react
when we are immersed in the conflict thar accompanies
significant change?” In Crucial Conversations {Patterson,
Grenny, McMillan, & Switzler, 2002}, the authors con-
trast how teams respond when faced wich conflict.
Ineffective teams will ignore the problem, letting it fester
and build uniil resentment and frustration lead to an
explosion of accusations and recrimination. Good teams
will take the matrer to the boss and ask that he or she deal
with the problem and find a satisfactory solution. Great
teams will deal with the issue themselves, engaging in
open dialogue and applying positive peer pressure to bring
about the desired change.

The problem in schools is that teams almost never
start out as great teams. Before they get to the point where
teamn members can work together to resolve the matter,
they likely will need the principal to help remedy the situ-
ation. A critical factor in creating the learning-centered
culture of these four schools was the principal’s willingness
to confront obvious violations of the concepts upon which
thaose cultures were built.

Culture has been defined as “the way we do things
around here.” Leaders shape the norms of behavior (and
thus the culture) of their organizations in a number of
ways. When principals work with staff to build processes
to moniror each student’s learning and to develop systems
of intervention that give students additional time and sup-
port when they experience difficuliy, they create the struc-
tures that support the concept of learning for all. When
they give staff clear parameters to guide their work but
considerable autonomy in implementation, they increase
the likelhood that staff members will embrace thar con-
cept. But when principals are unwilling to tolerate actions
that violate the underlying values of the culture, they usea
powerful strategy for shaping the norms of behavior with-
in their school.
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Bringing UDL into the Mainstream
Districts seek ways to implement universal design
By ALEXANDER RUSSC

Students it the Bartholomew (Ind} Consolidated
Schools learn about continental plate movement
using graham crackers and icing.

For the past several years, new teachers joining the Bartholomew (Ind.) Consolidated School Corporation have been

encouraged to watch a video introducing the preferred method of teaching in the district. Rather than highlighting a single

ﬂnproach however, the video is zll about encouraging teachers to use varied ways and materials to present new information
' to assess learning, be it aurally through talking iPads, visually through doodles on whiteboards, creatively through art

b ects and games, or by using old-fashiened pen and paper. That's because the preferred method of teaching in

Bartholomew County is UDL, or Universal Design for Learning.

“When a building is designed, it is made accessible,” says the narrator of the video entified UDL in Five Minutes, which in
itself models the approach by incorporating text, visuals, and speech. “Ramps are put in. Braille is posted. The fire alarms
have flashing lights, and restrooms are made accessible. These are just a few of the accomiriodafions experis take into
account when designing a building. They do not wait fo see who will be entering the building or using the space. Instead, they
design the building so it is automatically accessible to most people. This is how teachers implemanting UDL approach lesson
planning.”

UDL Implementation Checklist

Montgomery County’s Universal Design for Learning (UDL) Classroom Cbservation Data Collection form includes
these "l ook Fors” in two areas: student choices and flexibility in teacher presentations,

» Students are provided chaices for responding (verbal, written, drawing, physical demonstration, technology).

« Students are provided choices for tools (paper-pencil, computer, alternatives to handwriting, caicu[ator)

« Students are provided choices in methods (stations, centers, groups).

- Students demonstrate familiarity with expectations, procedures, and routines related to choice and options in leaming
tools, materials, and methods.

- Teachers present curriculum in additional formats beyond viewable text and the teacher speaking {audio, viaeo,
pictures, charts).

-~ » Teachers use multiple types of explanatary devices (concept maps, graphic organizers, models, manipulatives).
‘Teachers use drawing or images in paper handouts and presentations to complement text and & teacher speaking.

http://hepa.org/hel/printarticle/551 Page 1 of 2
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-Up and Away By Mike Schmoker
The formula is well-known, now we need to follow it.

Journal of Staff Development, Spring 2002 (Vol. 23, No. 2)
Copyright, National Staff Development Council, 2002. All rights reserved.

Some schools, despite demographic disadvantages and a history of low achievement, can
and do improve. Entire school districts, including those with large disadvantaged
populations, have improved significantly--and fairly quickly (Schmoker, 2001). Quite
recently, whole states such as Virginia and Massachusetts have been stariled at the
dramatic increases in urban and low-performing schools passing even the most difficult
state exams (Seymour, 2001; Greenberger, 2001).

Even more hopeful is thai the best and most reliable methods for realizing such
improvements are largely simple and direct. And they are eminently replicable. The issue
is not whether we can expect such gains. We can. The real problem--and it is hard to
convey this with enough emphasis--is our tendency to ignore or underestimate the most
effective, simple methods in favor of simplistic methods: an overemphasis on a single

classroom strategy or on elaborate, unwieldy, unproven improvement or accreditation
schemes.

There is substantial evidence that results are virtually inevitable when teachers, working
in teams:

« Focus substantially--though not exclusively--on assessed standards.

« Review simple, readily available achievement data to set a limited number of
measurable achievement goals in the lowest-scoring subjects or courses and target
specific standards where achievement is low within that course or subject area.

« Work regularly and collectively to design, adapt, and assess instructional
strategies targeted directly at specific standards of low student performance
revealed by the assessment data (e.g. "measurement” in math; "voice" in wrifing;
"sight reading” in music).

Michael Fullan has been saying for years that successful schools are places where teams
of teachers meet regularly to focus on student work through assessment and change their
instructional practice accordingly to get better results (Fullan, 2000). Note the simplicity
here and juxtapose it with Fullan's uneasiness with "comprehensive planning.” He writes
that "complex implementation plans themselves become another source of confusion and
burden™ causing "fragmentation and overload" (Fullan & Stiegelbauer, 1991). Years later,
he writes that systemic reform has not added "one iota of clarity to the confusion faced by
the. majority of teachers" (tuy emphasis) (Fullan, 1994). '

Respond to the research

What does this mean for staff developers?



It should mean that they become agents and advocates of simple but effective
improvement mechanisms--like those outlined above. For all our grand schemes, our
systemic reform, our comprehensive improvement programs, we don't engage in simple,
teacher-driven processes. We have yet to respond to the research and urging from Fullan
and other eminent sources that collective, targeted teacher expertise is the key to school
improvement (Darling-IHlammond, 1997; Rosenholtz, 1991; Little, 1987; Sparks, 1998;
Stigler & Hiebert, 1999; Haycock, 1998). We have yet to respond to the large and
growing number of real schools that demonstrate that these simple practices work
(Schmoker, 2001; Barth, Haycock, et al., 1999).

Staff developers can promate and facilitate such exceedingly simple standards-based
activities at the ground level. Consider this true story.

A team of teachers began to meet with the goal of increasing the number of students who
could write good narratives. They administered their first writing assignment and scored
it with a four-point rubric used for the state writing assessment (the use of which is a
patently research-based practice; see Hillocks, 1987).

Then they counted the total number of students who had reached the standard--a score of
3 or better—to use as a baseline. They reviewed papers that had not met the standard and
did a rough estimate to identify the area where the greatest number of students had
difficulty. It was "descriptive settings." Only three or four of about 90 kids had done
these well. The next step was to consult the interpretive guide to the state assessment to
see exactly what an effective "descriptive setting” should look like. The teachers then
brainstormed better ways to teach "descriptive settings." In less than a half-hour, they
sketched out an effective lesson for addressing this area of weakness and for assessing
progress between this meeting and the next, one month later.

The result: At the next meeting, they found that about 85 of those 90 students could now
write good "descriptive settings.” In turn, this resulted in almost half of the kids in the
"below standard” category moving out and up.

One meeting. Less than 30 minutes. And the strategy was clearly portable; it could now
be shared with. others in the district, exponentially multiplying the impact of the team's
suceess.

Separating good from great

There is hope for us if we can see how different this is from what we typically do in the
name of "school improvement planning." I've reviewed hundreds of school and district
improvement plans—the clearest, most revealing window into the soul of our current
confusion.

What do they reveal? For all the time and good intentions invested in them, these plans
themselves prevent—-they supplant--processes like those described above. They fragment
and complicate the academic mission. We set goals (usually far too many), but they lack



a measurable baseline. Many of them aren't goals at all. They are activities or programs (a
crippling confusion in this game). Then, without even consulting the data fo identify and
target specific areas of underperformance, we generate and commit to a long list of
action steps--an unfocused grab bag of strategies, many of them popular but unproven--
that we will implement. And we have no way of knowing if or how well these actions are
being implemented. We consume time and attend meetings and multisession trainings
with no plan, between meetings, to assess student performance or to adjust instruction in
light of these formative results.

At the end of the year, we submit reports not about which targeted, teacher-invented
methods or strategies got results, but about what we implemented, what our committees
did, and what we learned.

We could have been developing and refining terrific strategies and whole lessons that
teach kids to subtract with regrouping, add and subtract positive and negative integers, or
synthesize material from several articles into a coherent, persuasive piece.

Quite recently, author James Collins weighed in with his study of 1,435 organizations.
What separates the good from the great? Not time-consuming "overhyped" change
programs that arrive with each new CEO. It is instead highly focused team efforts
conducted with "simplicity and diligence." This approach works because "real people in
real companies want to be part of a winning team. They want to coniribute to producing
real results. ... When people begin to feel the magic of momentum, when they begin to
see tangible results, that's when they line up, throw their shoulders to the wheel and push”
(Collins, 2001).

Best of all, Collins says, we can bmld such momentum without increasing the number of
hours we work.

We have to see that in our world, the world of schools, this momentum eludes us because
we don't focus, unwaveringly, on short- and long-term results in specific areas of
underperformance. How often in the typical school do we celebrate, say, a team's big
success in getting almost every kid to translate between fractions, decimals, and
percentages? When was the last time we announced and distributed a great (meaning
measurably successful) lesson or strategy for ensuring that kids master polynomials or
can successfully balance equations in high school chemistry? Why aren't we regularly
celebrating such breakthroughs and creating "the magic of momentum"? Because instead
of focusing on concrete, short- and long-term results, we focus on implementing high-
sounding, time-killing, often feckless strategies or comprehensive plans or programs.

Staff developers need to help clients base improvement efforts on evidence, on what
works in real schools. Planners need to know that even the most popular, name brand,
whole-school reforms have a shaky record of success--or no record at all. These
expensive, time-consuming programs have in fact suffered "a string of setbacks"
(Viadero, 2001). Even the key advocates for these so-called "research-driven models"
admit that they have had only the most limited success in actual schools (Fashiola &



Slavin, 1998). One recent study of large school districts found that evidence of effects
typically takes a back seat to "personal testimonials, philosophical comfort ... and good
marketing by developers” (Corcoran, Fuhrman, & Belcher, 2001).

These programs and their offspring neglect the evidence of simpler but more effective
practices. They suffer from the most simple and obvious deficiency: They don't
concentrate on how teams of teachers can improve instruction in areas of lowest
performance--ofien one at a time--to reach measurable goals. Because they are
"comprehensive,” we never talk about how to teach just one difficult skill. Big programs
fail because they typically consume the time and resources that could be creating
opportunities for teams of practitioners to develop and refine strategies and lessons
targeted toward areas of high student failure and frustration.

I have recently written of the marked success of five whole school districts and a number
of individual schools, most of them facing formidable socioeconomic challenges
(Schmoker, 2001). The most arresting reason for their exceptional improvement is the
simplicity of their efforts--all built around the same themes: setiing goals (few in
number); using data to identify areas of lowest performance; and then finding, creating,
and continuously refining better ways to teach to those skills using a baseline and
measuring the number of students who actually learn the specific targeted skills.

These teachers employ ruly research-based strategies like Reciprocal Reading (Berliner
& Casanova, 1996) or those found in Marzano, Pickering, & Pollock's Classroom
Instruction That Works (2001). But they don't begin with the strategy. They begin with
the specific standard or standards we want more students to learn. Then they choose and
adapt the appropriate strategy. Being specific does not mean only basic skills, as
important as they are. In these schools, teachers have created new lessons and strategies
for helping more students leamn the elements of comparative social and economic

systems, vowel sounds, the concept of light and color in physics, getting the main idea of
a text.

And these districts collect and bank these lessons and strategies (Schmoker, 1999).
Proven, field-tested lessons are available to other teachers within the system, organized
by skill and subject. Staff developers could promote the creation of these invaluable
"lesson banks" that constitute a harvest of teachers' practical, collective expertise (Stigler
& Hiebert, 1999).

Conclusion
In words that resonate with most educators, Peter Drucker (1992) writes that "the largest
and easiest gains in knowledge work come from redefining the task and eliminating what

need not be done."

Collins writes that we must all make a "stop doing list." We must "stop doing anything
and everything" that doesn't get us the results we want (Collins, 2001).



Results will require tough but intelligent decisions from us. To gain the results we want
will require that we systematically review and eliminate unnecessary, ill-wrought goals
and committee work, that we abandon ineffective but so-called "research-based"
programs and strategies. Staff developers are uniquely sitnated to urge educators to
conduct such essential reviews.

And they could also begin immediately to redefine a successful improvement effort as an
effective lesson or strategy that gets results. These lessons mighi be part of a larger
program or refined lessons that fit within the program. But we need to realize that a focus
on lessons themselves--linked to assessed standards--provides our best chance to study
and hence improve instruction. Let's begin urging educators everywhere to identify,
refine, disseminate, and even publish great lessons. And not just attractive or appealing
learning activities, but teacher-proven, teacher-refined lessons and units that can help
students master essential standards.

Perhaps the true culmination of a professionalized teaching force would be the "lesson
fairs" Stigler & Hiebert write about, paid for with the same staff development funds we
now spend on expensive, bloated programs, or on consultants like me.

The evidence for this approach, in real measurable results, is compelling. Collins, like so
many others, has found that large-scale success can start when just one team is given the
opportunity to "create a pocket of greatness" (Collins, 2001). In our case, one good lesson
could start the ball rolling.

What are we waiting for?
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'How Do Principals Really Improve Schools?
Rick DuFour and Mike Maffos

Instead of micromanaging teachers, principals should lead efforts fo collectively monitor student
achievement through professional learning communities.

Principals are in a paradoxical position. Ne Child Left Behind admonished educators to use "scientific, research-
based sirategies” to ensure that all students learn. Likewise, Race to the Top requires educators to use "research-
based" school improvement models. Unfortunately, the core sirategies of both of these reform initiatives largely
ignore this call for practices grounded in research. Principals are being asked to improve student learning by
implementing mandated reforms that have consistently proven ineffective in raising student achievement.

The current emphasis on using more intensive supervision and evaluation of teachers to improve school performance
illustrates this irony. According to Race to the Top guidelines, this more rigorous supervision process should influence
a teacher's professional development, compensation, promotion, retention, tenure, and certification. Ultimately, the
evaluations should reward highly effective educators with merit pay and remove those decmed ineffective.

Faulty Logic

At first glance, this approach to improving schools seems to make sense. After all, research does say that teacher
quality is one of the most significant factors in student learning. Further, there's almost universal agreement that the
current system of teacher evaluation in the United States is ineffective. Three of four teachers report that their
evaluation process has virtually no impact on their classroom practice (Duffett, Farkas, Rotherham, & Silva, 2008).
Like the children of Lake Wobegon, almost all teachers are deemed to be above average, if not superior. Tenured
teachers are almost never found to be unsatisfactory. As a comprehensive study (Weisberg, Sexton, Mulhern, &
Keeling, 2009) of the current system concluded, “Teacher evaluation does not recognize good teaching, leaves poor
teaching unaddressed, and does not inform decision-making in any meaningful way" (p. 1).

So why not make tougher evaluation of teachers a cornerstone of school improvement? Why not require principals to
spend more time in classrooms supervising and evaluating teachers into better performance?

The premise that more frequent and intensive evaluation of teachers by their principals will lead to higher levels of
student learning is only valid if two conditions exist. The first is that educators know how to improve student learning
but have not been sufficiently motivated to do so. The second is that principals have the fime and expertise to

improve each teacher's professional practice by observing that teacher in the classroom. Neither of these conditions
exists.

Do Carrots and Sticks Motivate Teachers?

We can find no research to support the assumption that educators choose to use mediocre instructional strategies
and withhold effective practices until they receive increased financial incentives. As former principals with almost six
decades of experience working with teachers, we found that the members of our faculty, almost without exception,
started each day with honorable intentions, worked firelessly on behalf of their students, and used the best strategies
they possessed to promote student success. Further, there's little evidence to support the idea that offering stronger
rewards when educators move in the right direction and applying more dire consequences when they don't—dangling
crunchier carrots and wielding sharper sticks—spurs teachers to better performance.

Research has consistently established that merit pay does nof improve student outcomes or change teacher behavior
in a positive way, that it may actually contribute fo declines in student learning, and that it's typically abandoned within
a few years of implementation (Fryer, 2011; Pfeffer & Sutton, 20086; Springer et al., 2011). A research-based program
for improving schools would nct be tied to merit pay.

As for wielding sharper sticks, in his baok Drive: The Surprising Truth About What Motivates Us, Daniel Pink (2011)
presents compelling evidence that this approach has a decidedly negative effect on the performance of knowledge
workers like educators. This is not new information. In 1986, W. Edwards Deming argued that leaders must "drive out



fear" from their organizations because appeals to fear resulted in short-term thinking, fostered competition rather than
collaboration, and served as a barrier to continual improvement. A research-based program for improving schools
would not be tied to sanctions and punishments intended te generate fear.

The National Center for Education and the Economy (Tucker, 2011} couldn't find any evidence that the carrots-and-
sticks strategy leads to improved student achievement in the United States or that any of the world's high-performing
school systems use such strategies. The American Educational Research Association declared that "neither research
evidence related to growth models nor best practice related to assessment supports the proposed requirement that
assessment of teachers and principals be based centrally on student achievement” (Viadero, 2008). A research-
based approach to school reform would not define improvement solely as higher scores on an annual standardized
achievement test.

Do Principal Observations Improve Teaching Practices?

But even if we set the research aside, questions remain: Do principals have the time and expertise to enhance
student learning through classroom observations? Is this the best way to improve a school?

To answer these questions, consider Tennessee, one of the first states to receive a Race to the Top grant. The ]
Tennessee model calls for 50 percent of a teacher's evaluation to be based on principal observations, 35 percent on
student growth, and 15 percent on student achievement data. Principals or evaluators must observe new teachers six
times each year and licensed teachers four times each year, considering one or more of four areas—instruction,
professionalism, classroom environment, and planning. These four areas are further divided into 116 subcategories.
Observations are to be preceded by a pre-conference, in which the principal and the teacher discuss the lesson, and
followed by a post-conference, in which the principal shares his or her impressions of the teacher's performance.
Principals must then input data on the observation using the state rubric for assessing teachers. Principals report that
the process requires four to six hours for each observation.

No doubt these requirements are well intentioned, but we're convinced that advocates of this approach fail to
recognize the crushing demands on the contemporary principal. A synthesis of research has identified 21 different
responsibilities that principals must address in an environment where any or all of those responsibilities may suddenly
be put on the back burner by crises over which the principal has little control (Marzano, Waters, & McNulty, 2005).

What We Learned As Principals

But beyond the time demands, the premise behind the policy of having principals observe teachers and help them
improve is fundamentally flawed. We were both award-winning principals who devoted massive amounts of time and
energy to trying to improve teaching through our different systems' supervision and evaluation processes. We
typically found that teachers were unpersuaded by our recommendations. After all, previous principals had found
them satisfactory, if not exemplary.

Further, as middle and high scheol principals, we often observed teachers in content areas in which we were
clueless. As former social studies teachers, we were not prepared to help a Spanish teacher improve when we
couldn't understand what he or she was saying. We were ill-equipped fo enhance the pedagogy of an industrial arts
teacher when we were mechanically inept. Because we frequently were unable to determine the appropriateness of
either the content or the level of its rigor, we had to resort to generic observations about teaching and apply what we
knew about effective questioning strategies, student engagement, classrcom management, and so on.

‘We don't mean to imply that the process was without benefits. As a new pair of eyes in the classroom, we were
sometimes able to help a teacher become aware of unintended instructional or classroom management patterns. We
could express appreciation for the wonderful work a teacher was doing because we had witnessed it firsthand. We
observed powerful instructional strategies that we were able to share with other teachers. We increased our own
knowledge about what constifutes effective teaching.

So classroom observations can be meaningful and beneficial to some extent, but principals should not use them as
their key strategy for improving their schools. Perhaps intensive supervision of teaching would be a viable strategy for
improving student learning-—if good teaching could be reduced to a single template, rubric, or checklist aligned to



program fidelity. However, there's no such thing as a universally effective teaching strategy; the effectiveness of any
given strategy can only be determined by evidence of its effect on student fearning (DuFour & Marzano, 2011). The
checklist approach to providing feedback to teachers doesn't enhance their pedagogical expertise. As Marzano
(2009) notes, it's "antithetical to true reflective practice ... [and] is profoundly anti-professional” (p. 37).

The Case for the PLC Process

If principals want to improve student achievement in their school, rather than focus on the individual inspection

of teaching, they must focus on the collective analysis of evidence of student feaming.

Of course, teaching and learning are not divorced from each other. The key to improved student learning is to ensure
more good teaching in more classrooms more of the time. The most powerful strategy for improving both teaching
and learning, however, is not by micromanaging instruction but by creating the collaborative culture and collective
responsibility of a professional learning community (PLC).

Studies conducted by the Center on Organization and Restructuring of Schools (Newmann & Wehlage, 1895); the
National Commissian on Teaching and America's Future (Carroll, Fulton, & Doerr, 2010); the Annenberg Institute for
School Reform (2005); the Wallace Foundation {Louis, Leithwood, Wahlsirom, & Anderson, 2010); and the American
Educational Research Association (Holland, 2005) provide just a small sampling of the research base that confirms
the positive effect of the PLC process on both student and adult learning. As a review of the research on PLCs
concluded,

The collective results of these studies offer an unequivocal answer to the question about whether the literature
supports the assumption that student learning increases when teachers participate in professional learning
communities. The answer is a resounding and encouraging yes. (Vescio, Ross, & Adams, 2008, p. 87)

This finding is not limited to the United States. In a study of high-performing school systems throughout the world,
researchers concluded that successful systems structured their schools to function as PLCs to provide the teacher
collaboration vital to powerful professional development (Barber & Mourshed, 2009). A report from the International
Academy of Education (Timperley, 2008) concluded that the key to improving teaching was ensuring that educafors -
“participate in a professional learning community that is focused on becoming responsive fo students.”
Research shows that educators in schools that have embraced PLCs are more likely to
Take collective responsibility for student learning, help students achieve at higher levels, and express higher
levels of professional satisfaction (Louis & Wahlstrom, 2011).
Share teaching practices, make results transparent, engage in critical conversations about improving
instruction, and institutionalize continual improvement (Bryk, Sebring, Allensworth, Luppescu, & Easton, 2010).
Improve student achievement and their professional practice at the same time that they promote shared
leadership (Louis et al., 2010).
Experience the most powerful and beneficial professional development (Little, 2006).
Remain in the profession (Johnson & Kardos, 2007).
Research has also established that simply providing time for educators to meet will have no effect on student learning
unless their meetings focus on the right work (Saunders, Goldenberg, & Gallimore, 2008). In traditional schools, the
question of who will determine what constitutes the right work becomes a question of power: Will the principal or
teacher teams have the authority to determine what will happen af team meetings?
However, in a professional learning community, principals and teachers engage in collective inquiry to decide on the
work that will most benefit their students. To help more students learn at higher levels, team members ask
themselves,
What knowledge, skills, and dispositions should all students acquire as a result of the unit we're about to
teach?
How much time will we devote to this unit?
How will we gather evidence of student leaming throughout the unit in our classrcoms and at its conclusion
as a team?



How can we use this evidence of learning to improve our individual practice and our team's collective
capacity to help students learn, to intervene for students unable to demonstrate proficiency, and to enrich the
learning for students who have demonstrated proficiency?

To foster school cultures in which PLCs flourish, principals need to focus on five key steps (see "Five Steps ta
Success on the PLC Journey"). They can start by forming teams in which members share responsibility to help all
students learn essential content and skills, providing teams with time fo collaborate, helping to clarify the work that
teams need to do, and ensuring that teams have access to the resources and support they need to accomplish their
objectives.

Five Steps to Success on the PLC Journey

1. Embrace the premise that the fundamental purpose of the school is to ensure that all students learn at high levels

i and enlist the staff in examining every existing practice, program, and procedure to ensure it aligns with that purpose.
2. Organize staff into meaningful collaborative teams that take collective responsibility for student learning and work
interdependently to achieve shared goals for which members hold themselves mutually accountable.

3. Call on teams to establish a guaranteed and viable curriculum for each unit that clarifies the essential learning for

: all students, agree on pacing guidelines, and develop and administer common formative assessments to monitor

i each student's learning at the end of each unit. '

4, Use the evidence of student learning to identify

Students who need additional time and support to become proficient.

Students who need enrichment and extension of their learning because they're already highly proficient.

Teachers who help students achieve at high levels so feam members can examine those teachers’
practices.

Teachers who struggle to help students become proficient so team members can assist in addressing the
problem.

Skills or concepts that none of the teachers werte able to help students achieve at the intended level so the
team can expand its learning beyond its members to become more effective in teaching those skills or concepts.
The team can seek help from members of other teams in the building with expertise in that area, specialists from the
central office, other teachers of the same content in the district, or networks of teachers throughout the United
States that they interact with enline.

5. Create a coordinated intervention plan that ensures that students who struggle receive additional time and support
for learning in a way that is timely, directive, diagnostic, precise, and most important, systematic.

For example, a team that attempts to create a unit assessment would benefit from an overview of the research on the
power of common formative assessments to improve bath teaching and learning, a brief article on keys to writing
good assessments, access to released sets of assessment items for the skill they're teaching, and examples of the
assessment frameworks used by their state or province to ensure they become familiar with the format and rigor of
those assessments. For performance-hased assessments, team members might need recommendations from
content experts on the criteria they should use in assessing the quality of student work as well as time to practice
applying those criteria until they're able to provide students with consistent feedback.

But the most vital support a principal can give these collaborative teams is helping them use evidence of student
learning to improve their teaching. When members of a team make the results from their common assessments
transparent, analyze those results collectively, and discuss which instructional strategies seem most effective based
on actual evidence of student learning, they're using the most powerful catalysts for improving instruction (Elmore,
2004; Fullan, 2010; Hattie, 2009). This ongoing, collective analysis of learning is far more likely to improve teaching
practice than a principal stopping by a classroom a few times each year to see whether the teacher is making the
right moves.




The PLC process also promotes shared leadership by empowering teams to make important decisions. Teachers
have a voice in determining the content they'll teach, how they'll sequence the content, which instructional strategies
they'll use, and how they'll assess student learning. At the same time, principals ask their teams to be accountable for
results, and they publicly recognize and celebrate incremental progress. Principal acknowledgement and appreciation
are vital to sustaining a continual improvernent effort (Heath & Heath, 2010).

Finally, effective principals are willing to confront those who fail to honor the commitments to thelr team and their
obligations to their students. These principals make it clear that an individual teacher cannot disregard the team-
developed curriculum, dismiss the sequencing of content, refuse to administer the team's common assessments, or
opt out of the collaborative team process in any way. They are willing to use their authority to break down the walls of
educator isolation and create new norms of collaboration and collective responsibility for student leaming (Bryk,
Sebring, Allensworth, Luppescu, & Easton, 2010).

A Culture of Collective Responsibility

Both research and our own experience as principals have convinced us that this PLC process is more likely to
improve instruction than classroom observations. An algebra teacher has a better chance of becoming more effective
when he or she works with other algebra teachers weekly to improve student learning than when he or she is
observed by a former social studies teacher four fimes a year.

Further, the PLG process has two powerful levers for changing adult behavior: irrefutable evidence of better results
and positive peer pressure (Elmore, 2004; Fullan, 2010; Hattie, 2009). When team members see that students in a
colleague's classroom consistently perform at higher levels on team-developed assessments, they become curious
about the conditions and practices that led to those better results. Further, if a team is consistently unable to achieve
its goals because the students in a team member's classroom are repeatedly unable to demanstrate proficiency,
there's mere pressure on the teacher in that classroom to try new practices.

So what's a principal to do when confronted with state or district policies that mandate a more stringent approach to
evaluation? Although principals may be stuck with punitive accountability policies, they don't have to be stuck with a
punitive mind-set (DuFour & Fullan, 2013). A highly effective principal will ook for ways to align the process to a
culture of collective responsibility for learner-focused outcomes.

For example, the principal can repurpose the individual teacher goal-setting process to focus on team goals. Rather
than establishing goals for individual teachers that focus on teacher activities ("l will improve my ability to use
differentiated instruction", they help teams establish collective goals that focus on student learning ("Last year, 84
percent of our students demonstrated proficiency on the state assessment. This year, we will help at least 90 percent
demonstrate proficiency”). These results-oriented goals help create the interdependence and mutual accountability
vital to effective teams. '

Principal observations can provide feedback fo team members who implement new strategies as part of their action
research. For example, a team may decide that members need to focus on checking for student understanding more
frequently and effectively to improve achievement in a unit that has traditionally proven difficult for the students. The
principal could focus on that aspect of instruction during observations and work with teachers to expand their
strategies in that area. Finally, many new evaluation tools have components related o teacher collaboration. An
effective principal will use that aspect of evaluation as a catalyst to strengthen the team process.

Asking the Right Question

If current efforts to supervise teachers into better performance have proven ineffective (and they have), the solution is
not to double down on a bad strategy and demand more classroom cbservations, tighter supervision, and more
punitive evaluations. The effort to improve schools through tougher supervision and evaluation is doomed to fail
because it asks the wrong question. The question isn't, How can | do a better job of monitoring teaching? but How
can we collectively do a better job of monitoring student learning?



Today's schools don't need "insiructional [eaders” who attempt to ensure that teachers use the right moves. Instead,

schools need learning leaders who create a schoolwide focus on learning both for students and the adults who serve
them.
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Growth Mindsets

Transforming Students’ Motivation to Learn

Carol S. Dweck

Winter 2008 Brainology

This is an exciting time for our brains. More and more research is showing that our brains change constantly
with learning and experience and that this takes place throughout our lives. '

Does this have implications for students' motivation and Jlearning? It certainly does. In my research in
collaboration with my graduate students, we have shown that what students believe about their brains —
whether they see their intelligence as something that's fixed or something that can grow and change — has
profound effects on their motivation, learning, and school achievement (Dweck, 2006). These different beliefs,
or mindsets, create different psychological worlds: one in which students are afraid of challenges and devastated
by setbacks, and one in which students relish challenges and are resilient in the face of setbacks.

How do these mindsets work? How are the mindsets communicated to students? And, most important, can they
be changed? As we answer these questions, you will understand why so many students do not achieve to their
potential, why so many bright students stop working when school becomes challenging, and why stereotypes
have such profound effects on students' achievement. You will also learn how praise can have a negative effect
on students' mindsets, harming their motivation to learn.

Mindsets and Achievement

Many students believe that intelligence is fixed, that each person has a certain amount and that's that. We call
this a fixed mindset, and, as you will see, students with this mindset worry about how much of this fixed
intelligence they possess. A fixed mindset makes challenges threatening for students (because they believe that
their fixed ability may not be up to the task) and it makes mistakes and failures demoralizing (because they
selieve that such setbacks reflect badly on their level of fixed intelligence). Other students believe that
intelligence is something that can be cultivated through effort and education. They don't necessarily believe that
everyone has the same abilities or that anyone can be as smart as Einstein, but they do believe that everyone can
improve their abilities. And they understand that even Einstein wasn't Einstein until he put in years of focused
hard work. In short, students with this growth mindset believe that intelligence is a potential that can be realized
through learning. As a result, confronting challenges, profiting from mistakes, and persevering in the face of
setbacks become ways of getting smarter. To understand the different worlds these mindsets create, we
followed several hundred students across a difficult school transition — the transition to seventh grade. This is
when the academic work often gets much barder, the grading gets stricter, and the school environment gets less
personalized with students moving from class to class. As the students entered seventh grade, we measured their
mindsets (along with a number of other things) and then we monitored their grades over the next two years. The
first thing we found was that students with different mindsets cared about different things in school. Those with
a growth mindset were much more interested in leaming than in just looking smart in school. This was not the
case for students with a fixed mindset. In fact, in many of our studies with students from preschool age to
college age, we find that students with a fixed mindset care so much about how smart they will appear that they
often reject learning opportunities — even ones that are critical to their success (Cimpian, ef al., 2007; Hong, et
al., 1999; Nussbaum and Dweck, 2008; Mangels, et al., 2006).

Next, we found that students with the two mindsets had radically different beliefs about effort. Those with a
growth mindset had a very straightforward (and correct) idea of effort — the idea that the harder you work, the
more your ability will grow and that even geniuses have had to work hard for their accomplishments. In
contrast, the students with the fixed mindset believed that if you worked hard it meant that you didn't have
\bility, and that things would just come naturally to you if you did. This means that every time something is
hard for them and requires effort, it's both a threat and a bind. If they work hard at it that means that they aren't
good at it, but if they don't work hard they won't do well. Clearly, since just about every worthwhile pursuit
involves effort over a long period of time, this is a potentially crippling belief, not only in school but also in life.



Students with different mindsets also had very different reactions to setbacks. Those with growth mindsets
reported that, after a setback in school, they would simply study more or study differently the next time. But
those with fixed mindsets were more likely to say that they would feel dumb, study /ess the next time, and
seriously consider cheating. If you feel dumb — permanently dumb — in an academic area, there is no good
way to bounce back and be successful in the future. In a growth mindset, however, you can make a plan of
positive action that can remedy a deficiency. (Hong. et al., 1999; Nussbaum and Dweck, 2008; Heyman, ef al.,
1992)

Finally, when we looked at the math grades they went on to earn, we found that the students with a growth
mindset had pulled ahead. Although both groups had started seventh grade with equivalent achievement test
scores, a growth mindset quickly propelled students ahead of their fixed-mindset peers, and this gap only
increased over the two years of the study. ,

In short, the belief that intelligence is fixed dampened students' motivation to learn, made them afraid of effort,
and made them want to quit after a setback. This is why so many bright students stop working when school
becomes hard. Many bright students find grade school easy and coast to success early on. But later on, when
they are challenged, they struggle. They don't want to make mistakes and feel dumb — and, most of all, they
don't want to work hard and feel dumb. So they simply retire. It is the belief that intelligence can be developed
that opens students to a love of learning, a belief in the power of effort and constructive, detexmined reactions to
setbacks.

How Do Students Learn These Mindsets?

In the 1990s, parents and schools decided that the most important thing for kids to have was self-esteem. If
children felt good about themselves, people believed, they would be set for life. In some quarters, self-esteem in
math seemed to become more important than knowing math, and self-esteem in English seemed to become
more important than reading and writing. But the biggest mistake was the beliel that you could simply hand
shildren self-esteem by telling them how smart and talented they are. Even though this is such an intuitively
appealing idea, and even though it was exceedingly well-intentioned, I believe it has had disastrous effects. In
the 1990s, we took a poll among parents and found that almost 85 percent endorsed the notion that it was
necessary to praise their children's abilities to give them confidence and help them achieve. Their children are
now in the workforce and we are told that young workers cannot last through the day without being propped up
by praise, rewards, and recognition. Coaches are asking me where all the coachable athletes have gone. Parents
ask me why their children won't work hard in school. Could all of this come from well-meant praise? Well, we
were suspicious of the praise movement at the time. We had already seen in our research that it was the most
vulnerable children who were already obsessed with their intelligence and chronically worried about how smart
they were. What if praising intelligence made all children concerned about their intelligence? This kind of
praise might tell them that having high intelligence and talent is the most important thing and is what makes you
valuable. It might tell them that intelligence is just something you have and not something you develop. It might
deny the role of effort and dedication in achievement. In short, it might promote a fixed mindset with all of'its
vulnerabilities. '

The wonderful thing about research is that you can put questions like this to the test — and we did (Kamins and
Dweck, 1999; Mueller and Dweck, 1998). We gave two groups of children problems from an IQ test, and we
praised them. We praised the children in one group for their intelligence, telling them, "Wow, that's a really
p0od score. You must be smart at this.” We praised the children in another group for their effort: "Wow, that's a
really good score. You must have worked really hard."” That's all we did, but the results were dramatic. We did
studies like this with children of different ages and ethnicities from around the country, and the results were the
same. Here is what happened with fifth graders. The children praised for their intelligence did not want to learn.
When we offered them a challenging task that they could learn from, the majority opted for an easier one, one
on which they could avoid making mistakes. The children praised for their effort wanted the task they could
* learn from. The children praised for their intelligence lost their confidence as soon as the problems got more
difficult. Now, as a group, they thought they weren't smart. They also lost their enjoyment, and, as a result, their
performance plummeted. On the other hand, those praised for effort maintained their confidence, their



motivation, and their performance. Actually, their performance improved over time such that, by the end, they
were performing substantially better the intelligence-praised children on this IQ test.

 Finally, the children who were praised for their intelligence lied about their scores more often than the children
who were praised for their effort. We asked children to write something (anonymously) about their experience
to a left a little space for them to report their scores. Almost 40 percent of the intelligence-praised children
elevated their scores, whereas only 12 or 13 percent of children in the other group did so. To me this suggests
that, after students are praised for their intelligence, it's too humiliating for them to admit mistakes. The results
were so striking that we repeated the study five times just to be sure, and each time roughly the same things
happened. Intelligence praise, compared to effort (or "process") praise, put children into a fixed mindset. Instead
of giving them confidence, it made them fragile, so much so that a brush with difficulty erased their confidence,
their enjoyment, and their good performance, and made them ashamed of their work. This can hardly be the
self-esteem that parents and educators have been aiming for. Often, when children stop working in school,
parents deal with this by reassuring their children how smart they are. We can now see that this simply fans the
flames. It confirms the fixed mindset and makes kids all the more certain that they don't want to try something
difficult — something that could lose them their parents’ high regard. How should we praise our students? How
should we reassure them? By focusing them on the process they engaged in — their effort, their strategies, their
concentration, their perseverance, or their improvement. '
"You really stuck to that until you got it. That's wonderful!"
"It was a hard project, but you did it one step at a time and it turned out great!"
We praised the children in one group for their intelligence, telling them, “Waow, that’s a really good
score. You must be smart at this.” We praised the children in the other group for their effort: “Wow,
that’s a really good scere. You must have worked really hard.” That’s all we did, but the results were
dramatic.
"I like how you chose the tough problems to solve. You're really going to stretch yourself and learn new
things." "I know that school used to be a snap for you. What a waste that was. Now you really have an
opportunity to develop your abilities.”

Can a growth mindset be taught directly to kids? If it can be taught, will it enhance their motivation and grades?
We set out to answer this question by creating a growth mindset workshop (Blackwell, et al., 2007). We took
seventh graders and divided them into two groups. Both groups got an eight-session workshop full of great
study skills, but the "growth mindset group" also got lessons in the growth mindset — what it was and how to
apply it to their schoolwork. Those lessons began with an article called "You Can Grow Your Intelligence: New
Research Shows the Brain Can Be Developed Like a Muscle.” Students were mesmerized by this article and its
message. They loved the idea that the growth of their brains was in their hands. This article and the lessons that
followed changed the terms of engagement for students. Many students had seen school as a place where they
performed and were judged, but now they understood that they had an active role to play in the development of
their minds. They got to work, and by the end of the semester the growth mindset group showed a significant
increase in their math grades. The control group — the group that had gotten eight sessions of study skills —
showed no improvement and continued to decline. Even though they had learned many useful study skills, they
did not have the motivation to put them into practice. The teachers, who didn't even know there were two
different groups, singled out students in the growth-mindset group as showing clear changes in their motivation.
They reported that these students were now far more engaged with their schoolwork and were puiting
considerably more effort into their classroom learning, homework, and studying. Joshua Aronson, Catherine
Good, and their colleagues had similar findings (Aronson, Fried, and Good, 2002; Good, Aronson, and Inzlicht,
2003). Their studies and ours also found that negatively stereotyped students (such as girls in math, or African-
American and Hispanic students in math and verbal areas) showed substantial benefits from being in a growth-
mindset workshop. Stereotypes are typically fixed-mindset labels. They imply that the trait or ability in question
«s fixed and that some groups have it and others don't. Much of the harm that stereotypes do comes from the
fixed-mindset message they send. The growth mindset, while not denying that performance differences might
exist, portrays abilities as acquirable and sends a particularly encouraging message to students who have been
negatively stereotyped — one that they respond to with renewed motivation and engagement. Inspired by these



positive findings, we started to think about how we could make a growth mindset workshop more widely
available. To do this, we have begun to develop a computer-based program called "Brainology." In six

“computer modules, students leam about the brain and how to make it work better. They follow two hip teens
‘rough their school day, learn how to confront and solve schoolwork problems, and create study plans. They
visit a state-of-the-art virtual brain lab, do brain experiments, and find out such things as how the brain changes
with learning — how it grows new connections every time students learn something new. They also learn how
to use this idea in their schoolwork by putting their study skills to work to make themselves smarter.

We pilot-tested Brainology in 20 New York City schools. Virtually all of the students loved it and reported
(anonymously) the ways in which they changed their ideas about learning and changed their learning and study
habits. Here are some things they said in response to the question, "Did you change your mind about anything?"
1 did change my mind about how the brain works...I will try harder because I know that the more you try, the
more your brain works. Yes... I imagine neurons making connections in my brain and I feel like I am learning
something. My favorite thing from Brainology is the neurons part where when u learn something, there are
connections and they keep growing. I always picture them when I'm in school. Teachers also reported changes
in their students, saying that they had become more active and eager learners: "They offer to practice, study,
take notes, or pay attention to ensure that connections will be made."

What Do We Valae?

In our society, we seem to worship talent — and we often portray it as a gift. Now we can see that this is not
motivating to our students. Those who think they have this gift expect to sit there with it and be successful.
When they aren't successful, they get defensive and demoralized, and often opt out. Those who don't think they
have the gifi also become defensive and demoralized, and often opt out as well. We need to correct the harmiul
idea that people simply have gifts that transport them to success, and to teach our students that no matter how
smart or talented someone is — be it Einstein, Mozart, or Michael Jordan — #o one succeeds in a big way
without enormous amounts of dedication and effort. It is through effort that people build their abilities and
realize their potential. More and more research is showing there is one thing that sets the great successes apart
from their equally talented peers — how hard they've worked (Ericsson, ef al., 2006). Next time you're tempted
to praise your students' intelligence or talent, restrain yourself. Instead, teach them how much fun a challenging
task is, how interesting and informative errors are, and how great it is to struggle with something and make
progress. Most of all, teach them that by taking on challenges, making mistakes, and putting forth effort, they
are making themselves smarter.

Carol S. Dweck is the Lewis and Virginia Eaton Professor of Psychology at Stanford University and the author of

Mindset; The New Psychology of Success (Random House, 2006).
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Setting Objectives and Providing Feedback 25%
Identifying Simlarit{es and Ditfercnces {elassification) 20%
BulTdIng Vocabulary 20%
Interactive Games 20%
Sumenarfiing and Note Taking 18%
Nonlingulstie Representatdon {dual coding-blmodal) 7%
Cooperative Leaming —Student Diseuss(on—=Chunking 17%
Note Taking 17%
Homewaorkand Practice 15%

Relnforcing Effort and Providing Recognltion {Growth Mindsets)  14%

Implementation countsil '@ Dc. Robert i Graonleat

beaigeerivaleaminmg.com

Hattie’ s “Mindset #1”
Teachers/Leaders as Evalualors

A disposition toward asking:

* How do | knew this is working?

* How ean | campare ‘this’ with “that’ 2

= ‘What is the merit and worth of this influence on learning?

* What evidence would convince you that you are wrong?

* Where is the evidence that shews this is superior to ether
programs?

« Where have yov saen this practice installed so that it
produces effective resulis?

[l.e. What evldence {data) would suppert thisi Implementaiion....)

D 013 Grnéndes! LiAmin]

Hatiie” s “Mindset #2"
It s about the teachers/leaders, not the kids!

Don' } blame the kids:

» Sseial elass/ prior' achlevemen fs surmowntable
» All students can be challenged

+ Strolegles nat styles

+ Develap high sludent expectations

» Enhance help seeking

« Develop assessment capable studenls

= The power of developing peer Inleraclions

* The power of tdlique/errar ffeedback

« Sel{-regulailens and seeing students as {eachers

[i-e- Which practices & beliafs are within our contral? Which gra nat?

DI Groenlas! Leaming




Hattie’ s “Mindset #3"
Teuachers/Leaders us Change Agenis

Achievement results are changeable
vi. immutable and fixed:
{Dweck—Growth Mindsers)

* Teaching as an enabler not a barrier

* Engage in the total learning and not break inte
steps and chuaks

* The Power of learning intentjons

* The Power of success eriteria

AN Crveclend Lesring

Activalor: Passionate For Subject & Learning Teacher
Eacilitator: Inquiry/Discovery Bused w/Engaaing Adlivilies
Which Would Improve Achievement More?

An Aclivalor vs. . A Facjlitator
Reciprocal tedaching Simulations and gaming
Feedback Inquiry based tedachlng
Tecching students Smaller class sizes
self-verbalization
Mela-cognition strategles Individualized Instriretion
Direct Instruction Preblem-based learning
Maustery tearning Different by geander
Goals - challenging Web-based learning
Frequent/ Effects of testing Whole Language Reading
Behavioral organizers Inductive teaching

ami

Acﬁvuion Passionale for Sukjed & Learning-Change Agent
Facilitatar: Inquiry/Discovery Bused w/Enguging Acdivittes
Which Would Improve Achievement More?

An Aclivator vs. A Facifilator
Reciprocal teaching .74  Simulations and gaming .32
Faedbock 72  Inquiry based teaching .31
Teaching students 67 Smaller closs sizes 21

self-verbalization
Meta-cognition strategies b7 Individualized instruellon .20

Direct Instruction 59 Problem-based learning .15
Mastery learning 57 Different by gender 12
Goals - challenging 56 Web-based learning .09
Frequent/ Effects of tesing .46  Whaole Language Reading .06
Behavioral arganizers 41 nductive teaching 06

201 Gemyasr Liarming AVG: .50 AVG: .17




Haitie’ s “Mindsel #4" \ \

Teachers/Leaders Gaining Feedback
About Themselves

% Where am [ going?
o How am | going?
o Where to next?

[, What dotafevidence best supporis implementotlon of
pracices ouodated with lhe above quostion?

©.Z312 Craariaal Lthemiesy

Hattie’ s “Mindset #5”

Assessment as Feedback —
fo Teachers & Leaders

% Who did you teach well, who not so well
& What did you teach well, not so well
 Where are the gaps, strengths, achieved,
to he achieved
o [evels and Progress
# Developing o commen conception of progress

[ie. What dara/fevld hest supports Impl lon of
proctices asseciated with The absve quealions?

LINIG et Laanirg

e IE\'{HQI!II”

T formative Ng
ny assessment%
s

e
i

2003 2009 M




Hattie’s “Visible Learning” Meta-analyses

Rank order the 12 items below from highest(1) to Iowest(lZ)

effect size o la the meta-analyses conducted by Hattie in 2009.

Acceleration {speed up a year)

Feedback

Student-teacher relationships

Teaching study skills

Reading Recovery

Cooperative learning

Homework

Individualized instruction

Ability grouping

Multi-grade/age classes

Retention {(hold back a year)

Shifting schools

Greenleaf 2013



EX: Characteristics of Educator Instructional Disposition

Activator: Passionate for Subject & Learning Teacher

Facilitator: Inquiry/Discovery Based w/Engaging Activities

1. Which characteristics would be more likely to improve

achievement more?

Circle your prediction|:

Activator or Facilitator

2. Estimate the overall aggregate effect size difference between

these two types of educator dispositions.

Circle your prediction}:

An Aciivaior

Reciprocal teaching
Feedback
Teaching siudents

self-verbalization

Meta-cognition strategies

Direct Instruction

Mastery learning

Goals - challenging
Frequent/Effects of testing

Behavioral organizers

06 14 22 30 43 51
A Facilitator

Simulations and gaming
Inquiry based teaching

Smaller class sizes

Individualized instruction

Problem-based learning
Different by gender
Web-based learning
Whole Language Reading
Inductive teaching

Greenleaf 2013



Department of Education and
Early Childhood Development

o

Research by John Hattie suggests that what works best for
students is what works best for teachers.

Professor John Hattie recently visited Victoria to discuss his latest boole, Visible
Learning: A synthesis of over 800 meta-analyses relating to achievement. His book
is & culmination of 15 years of research incorporating more than 50,000 studies and
over 800 meta-analyses involving millions of students and represents the largest
collection of evidence-basad research into what actually works in schoals to
improve learning.

The aim of the boclk is not to overwhelm the reader with the wealth of research;
rather it builds an exploratory story about the influences on student learning and
then defends the nature and value of this story through the research evidence.

The overall message in this book is the importance of “visible teaching” and “visible
learning”, Hattie suggasts that visible ieaching and learning occurs when learning
is the explicit goal: when there is feadback given and saught and when there are
active, passionate, and engaging people, including teachers, students, and peers
participating in the act of learning.

Hattie points out that the main feature of the research evidence is that the “higgest
effacts on student learning occur when teachers hecome learners of their own
teaching, and when students become their own teachers”, This allows students

to show self-regulatory attrizutes that are most desirable for learners, such as
self-monitoring, self-evaluation, self-assessment, and self-teaching.

The research evidence supports ancther important message: “what teachers de
matters”, particularly those who teach in the most deliberate and visible way.
These teachers intervene in calculated and meaningful ways to alter the direction
of learning in order fo attain the desired goals. They also provide students with a
range of learning strategies, including direction and re-directisn and maximising
the power of feedback from the student. Hattie suggests that teachers need to
deliberately intervene to enhance teaching and learning, particularly when the
content is not understood.

Hattie argues that successful classrooms have visible teaching and learning, where
there is great passion displayed by the teacher and learner, and where thereis a
variety and depth of skill and knowledge by both teacher and student. Teachers
must kinow when learning is correct or incorrect; learn when to experiment; learn to
monitor, seelcand give feedback; and know haw to try aliernative learning strategies




when some don’t work. A key message is “the more the student becomes the
teacher and the more the teacher becomss the learner” the more successful the
achievement outcomes.

Hattie examines six factors and assesses thealr respective contributions to
achievemeant, These Factors are: the child; the hame; the school; the teacher; the
curriculum and the approaches to teaching. In terms of the child, Hattie argues
that the child or student brings to school factors that influence achievement (from
preschool, home, and genetics) as well as a set of personal dispositions that can
have marked effect on the cutcomes of schooling. The home can either nurture and
support achievement of students, or it can be harmful and destructive.

Hattie also suggests that pesitive expectations from the parents can be criticalto
the success of childyen. As such, parents need ta know how to “speak the language
of schooling” so that they can previde assistance to their children in terms of
developing the child's learning and love of learning, and in creating high and
positive shared expectations for l2arning.

In regards to the school, his research suggests that the most powerful effects relate
to features within the school, such as the climate of the classroom, peer influences,
and the lack of disruptive stedents in the classroom, There are a number of

teacher contributions to student learning, such as teacher exnectations; teachers'
conception of teaching; and teacher openness. Hattie argues that the most critical
aspect contributed by the teacher is the quality of their teaching as perceived by
the students. :

The curriculum also needs to provide cpportunities for 2 balance between surface
and deep understanding, based on specific learning intentions and success criteria.
He examines these six factors and their associated variables and ranks themin
terms of their effect on achievement outcomes (see Table 1: Top 20 infiuences on
student learning and achievement).

Overall, Hattie argues that teachers need to seek feedback on their practice from
both students and colleagues. They also need to help students become their own
teachers, Through more visihle teaching and learning, there is a greater likeltheod
of students reaching higher levels of achievement.

Table 1: Top 20 influences on student
learning and achievement

This table contains the top 20 influences
as measured by ‘effect size’ on student
achievement. In total, Hattie analysed and
ranked 138 influences.

Comprehensive interventions for learning disabled students

E : o s AR B

1 Self-report grades

2 Student Piageﬁﬁn programs '

3 Teaching Providing formative evaluation

4 . Teacher © Micro teaching

5 - . ‘school Acceleration -

6 ' © -Schoot . Elassroom behavioural

7 Téathing

8 Teacher Teacher clarity

9 . " Teaching Reciprocal teaching:
10 Teaching Feedback

11 ) Téach_er Teacher-student relationship
1z Teaﬁh]ng Spaced vs. mass practice

13 , Teaching Meta-cognitive strategies

14 B : Student Prio'r.achieve'ment

15 Curricula vacabulary programs .
16 © Curricula - Repeatea reading progfams '
17 o Curricula Creativity programs

18  Teaching Self-verbalization/self-questioning ‘
19 Teacher Professional development -
20 Teaching Problem-solving teaching

Source: Hattie 2009, Visible learning: a synthesis of over 800 meta-analyses relating to achievement.,



Figure 1: Influences on achievement

This figure is a barometer of influence developed by Hattie and used throughout
his boole. For all the variables or attributes evaluated, the average of each influence
is indexed by an arrow through one of the zones on the barometar. All influgnces

- above d = 0.40 are labelled as ‘Zone of desired effects' as these influences have
the greatest impact an student achievement outcomes. The typical effects from
teachers are between d = 0.15 and d = 0.40; and the zone between d = 0.0 and
d =0.15 is what students could probably achieve if there was no scheoling.

For example, Hattie identified some of the influences that the child brings into a
school (through the effects of their achievements, their personality dispositions,
and their preschool experiences). Students’ ‘self-report grades' had the highest
influence with an effect size of 1.44. This is typically formed from past expariences
in learning and students have a reasanably accurate understanding of their levels
of achievement and chances of success. On the other hand, Hattie found very litile
or nen-substantial effects from gender, dief, and exercise. Gender has an effact
size of 0.12. Hattie suggests that contrary to popular beliefs, males and females
are similar on most, but not all, psychological variables — they are more alike than
they are different.

This article was coordinated through the
‘Research Branch, Department of Education
and arly Childhood Development. -

'Fr.n'thér'ihformation about the Research
Branch is available at: http:/fwww.
edUcation.vic.gov.au/researchinnovation/

- default.htm .
Tocontact the Resarch Branch emat:
research@edumailvic.gov.at

" An earller version of this article appeared in
Shine (April 2010; Issue 03). '

Authorised by the Department of Education and Early Childhood Development, 2 Treasury Place, East Melbourne, Victoria 3002



John Hattie’'s “Top 10" Definitions
Concord School District
FM Achievement Team
December 2013

1. Self-reported grades

“Another form of prior achievement is students’ estimates of their own
performance- typically formed from their past experiences in
learning... overall, however, students were very knowledgeable about
their chances of success.” (p. 43-44)

2. Piagetian programs

“ Jordan and Brownlee (1981) found that the relationship between the
Piagetian stage (logical operations, concrete, formal-operational) and
achievement is very high. This is especially the case for Mathematics
and is still high but somewhat iess important in reading. In both
subjects, seriation ability, or the proficiency to think successively (as
is required to decode works on a page, count in order) was the
highest correlate. Thus, knowing the ways in which they think, and
how this thinking may be constrained by their stages of development
may be most important to how teachers choose materials and tasks,
how the concept of difficulty and challenge can be realized in different
tasks, and the importance of developing successive and

simultaneous thinking (Naglieri and Das, 1997; Sweller, 2008)". (p.
43)

3. Formative Evaluation

“Formative evaluation provides one such form of feedback. Fuchs
and Fuchs (1986) examined the effects of systematic formative
evaluation by the teachers and found that this technigue increased
achievement for students with a mild learning disability. The formative
evaluations were effective across student age, treatment duration,
frequency of measurement and special needs status. When the
teachers were required to use data and evidence based models,
effect sizes were higher than when data were evaluated by teacher



judgement. In addition, when the data was [sic] graphed effect sizes
were higher than when data were simply recorded.” (p. 181)

4. Micro teaching

“Micro teaching typically involves student-teachers conducting (mini-)
lessons to a small group of students (often in a laboratory setting)
and then engaging in post-discussions about the lessons. They are
usually videotaped for this later analysis, and allow an often intense
under-the-microscope view of their teaching.” (p.112)

5. Acceleration

“An alternative to special classes for gifted students is to accelerate
student through the curricula. ‘Accelerated instruction enables bright
students to work with their mental peers on learning tasks that match
their abilities.” (Kulik and Kulik,1984, p. 84). It typically involves
progress through an educational program at rates faster or ages
younger than is conventionai (Pressey, 1949), aithough there are
many options, such as curriculum compacting or telescoping, and
advanced placement.” (p. 100)

6. Teacher Clarity

“One of the themes in this book is how important it is for the teacher
to communicate the intentions of the lessons and the notions of what
success means for these intentions. Fendick (1990) investigated
teacher clarity, which he defined as organization, explanation,
examples and guided practice, and assessment of student learning —
such that clarity of speech was a prerequisite of teacher clarity. The
correlation was 0.35 (d=0.75) and the effects were larger when
students, rather than observers, rated the teachers; for college rather
than elementary school teachers; and class size and subject taught
made no difference.” (p. 125)

7. Feedback

‘It was only when | discovered that feedback was most powerful
when it was from the student to the teacher that | started to
understand it better. When teachers seek, or are at least open to,



feedback from students as to what students know, what they
understand, where they make errors, when they have
misconceptions, when they are not engaged — then teaching and
learning can be synchronized and powerful. Feedback to teachers
helps make learning visible... Feedback is a consequence of
performance...”

“To assist in understanding the purpose, effects, and types of
feedback, it is useful to consider a continuum of instruction and
feedback. At one end of the continuum is a clear distinction between
providing instruction and feedback. However, when feedback is
combined with a correctional review, feedback and instruction
become intertwined until “the process itself takes on the form of new
instruction, rather than informing the student solely about
correctness” (Kulhavey, 1977, p. 212). To take on this instructional
purpose, feedback needs to provide information specifically relating
to the task or process of learning that fills a gap between what is
understood and what is aimed to be understood (Sadler, 1989).
“Feedback is information with which a learner can confirm, add to,
overwrite, tune, or restructure information in memory, whether that
information is domain knowledge, meta-cognitive knowledge, beliefs
about self and tasks, or cognitive tactics and strategies” (Winne and
Butler, 1994, p. 5740).

. “The claim is made that the main purpose of feedback is to reduce
discrepancies between current understandings and performance and
a learning intention or goal. The strategies that that students and
teachers use to reduce this discrepancy depend partly on the level at
which the feedback operates.” (p. 173-175)

8. Classroom Behavioral

Climate of the classroom: classroom management, group cohesion,
decreasing disruptive behavior, peer influence, friendships in the
classroom, low classroom peer acceptance... (p. 102-105)

9. Reciprocal Teaching

“Reciprocal teaching was devised as an instructional process fo teach
students cognitive strategies that might lead to improved learning
outcomes (initially in reading comprehension). The emphasis is on



teachers enabling their students to learn and use cognitive strategies
such as summarizing, questioning, clarifying, and predicting and
these are “supported through dialogue between teacher and students
as they attempt to gain meaning from text” (Rosenshine and Meister,
1994, p. 479). Each student takes a turn at being the “teacher”, and
often the teacher and students take turns leading a dialogue
concerning sections of a text. Students check their own
understanding of the material they have encountered by generating
questions and summarizing. Expert scaffolding is essential for
cognitive development as students move from spectator to performer
after repeated modeling by adults. The aim, therefore, is to
helpstudents actively bring meaning to the written word, and to assist
them to learn to monitor their own learning and thinking.” P. 203-204)

10. Comprehensive interventions for learning disabled students

“Swanson, et al (Swanson, Hoskyn, and Lee 1999, p. 218) concluded
from their extensive comparative analyses that a combined direct
instruction and strategy instruction model was an ‘effective procedure
for remediating learning disabilities’. These two approaches are
somewhat independent, hence the importance of using both to
maximize the effect on achievement. The important instructional
components included “attention to sequencing, drill-repetition-
practice, segmenting information into parts or units for later
synthesis, controlling task difficulty through prompts and cues,
making use of technology, systematically modeling problem-solving
steps, and making use of small, interactive groups.” They also noted
the much higher effects from the “bottom-up” approach to teaching
reading that emphasizes accurate word recognition, decoding and
letter awareness, compared to the “top down” approach is viewed as
dependent on the reader’s cognitive and language abilities (including
familiarity with the topic of discourse). More importantly the direct
instruction and strategy training models were superior to both the
bottom-up and top down models.”

“Forness and Kavale (1993) completed a meta-analysis of studies on
strategy training addressing memory and learning deficits in learning
disabled students. They found that strategy training, especially verbal
elaboration, mediation, imagery and verbal rehearsal were beneficial
for children with mild intellectual disabilities. All children benefitted
from strategy training, both those with and without intellectual



disabilities. Xin and Jitendra (1999)...found that strategy training was
effective in facilitating the acquisition f problem solving skills. The
results of this study also supported the use of direct instruction,
cognitive strategies, and goal-directed strategies to promote student
learning. Word-problem solving instruction seemed to have a positive
effect on skills maintenance and generalization.” (p. 217-218)
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9. Teacher clarity - Weblinks 1r
10. Feedback

1 Student Self-Reported
- Grades

1 . Visible Learning plus is

1’ a professional

. development programme

. for teachers. It provides
an in-depth review and

~ change model for

. schools based on John |

Hattie's research. Witha | |

Self reported grades comes out at the top of all influences.
Children are the most accurate when predicting how they will
perform. In a video Hattie explains that if he could write his book
Visible Learning for Teachers again, he would re-name this
learning strategy “Student Expectations” to express more clearly
that this strategy involves the teacher finding out what are the
student’s expectations and pushing the [earner to exceed these , :
. , ) seminar and support ;
expectations. Once a student has performed at a level that is ;

: ) . . series the Visible ‘
:  beyond their own expectations, he or she gains confidence in his . 1
i . . . Learning plus team helps ;

or her learning ability. schools to find out about |

the impact they are
Example for Self-reported grades: Before an exam, ask your class .
. _ ) - having on student
to write down what mark the student expects to achieve. Use this |

) . | achievement.
' information to engage the student lo try to perform even better. - o
| | www.visiblelearningplus.

' . com
Hattie cites five meta-studies: ' P |
|
s Mabe/\West (1982): Validity of self-evaluation of ability ST T T T T .
(Abstract) l SearCh |

o Fachikov/Boud (1989): Student Self-Assessment in Higher
Education {(Abstract) |

» Ross (1998): Self-assessment in second language
testing (Abstract)

¢ Falchikov/Goldfinch (2000): Student Peer Assessment in
Higher Education (Abstract) " -

¢ Kuncel/Crede/Thomas (2005); The Validity of Self- i
Reported Grade Point Averages, Class Ranks, and Test |
Scores (Abstract) , Subscribe via R3S

i‘ l search here ...

2. Piagetian programs S

[ Piagetian programs are teaching methods based on Jean

http:{ visible-learning.org/glossary/ Page 2 of 13
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Piaget’s theory of cognitive development and his concept of
children’s stages of leaming. The meta-study of Jordan and
Brownlee (1981) that Hattie cites found that in primary school age
there is a close correlation between the performance on Piagetian

tests of the thinking level and achievement tests in mathematics
and reading.

The Piagetian stages include:

+ Sensorimotor stage (new born — 2 years old): Infants
learn by the basic senses including seeing, hearing and
touching and construct an understanding of the world by

coordinating those experiences with physical, motoric
actions. )

o Pre-operational stage (2 — 7 years old): Children are able
to understand basic concepts and symbols, but do not yet
understand concrete logic and cannot mentally manipulate
information. ,

e Concrete operational stage (7-12 years old): Children in
these ages start solving problems in a more logical fashion
but abstract, hypothetical thinking has not yet developed.

« Formal operational stage (12 years old onwards):
Children and adolescents develop abstract thinking and
are able to perform hypothetical and deductive reasoning.

Watch this video to find out and see how children in different ages
think differently.

Example for Piagetian programs: Focus on the thinking processes
rather than the outcomes and do not impose the adult thinking
process on fo children.

Hattie cites one meta-study: Jordan and Brownlee (1281) Meta-
Analysis of the Relationship befween Piagetian and School
Achievement Tests. (Abstract)

3. Response to
intervention

http:/ fvisible-learning.org/glossary/

147414 1:22 PM
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Response to intervention (RTI) is an educational approach that
provides early, systematic assistance to children who

are struggling in one or many areas of their learning. RT| seeks to
prevent academic failure through early infervention and frequent
progress measurement. Watch this video to learn more about
Response to intervention.

Examples and more information for Response fo
! intervention: www.interventioncentral.org

4. Teacher credibility

According to Hattie teacher credibility is vital to learning, and
students are very perceptive about knowing which teachers can
make a difference. There are four key factors of credibility: trust,

' competence, dynamism and immediacy. [n an interview Hattie puts
it like that: “If a teacher is not perceived as credible, the students
just turn off.”

Examples for teacher credibility: Earn frust by showing trust
towards pupils. Appear highly organised in the presentation of the
subject matter. Develop a powetrful style of speaking that uses few
verbal hesitanciés such as "OK” or “you know”. Reduce distance
between teachers and students by moving or moving away from
barriers (e.q., desk, podiums). Source: cie.asu.edu

5. Providing formative
evaluation

According to Hattie (2012} and Black & Wiliam (2001} formative
evaluation refers fo any activity used as an assessment of
learning progress before or during the learning process itself. In
| contrast with formative assessment, the summative assessment
evaluates what students know or have learned at the end of the
teaching, after all is done. Watch this video fo learn more about
the difference between formative and summative assessment
methods. In another video you can learn from teachers who
describe their experience with formative evaluation.

http:/ /visible-learning.ora/glossary/

1/7/14 1:22 pM
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Example for formative evaluation: Spend the same amount of time
or even more on formative assessment as you spend on
summative assessment. Give descriptive feedback to students:
What is the goal? Where are you in relation to it? What can you do
fo close the gap?

Hattie cites two meta-studies:

¢ Fuchs & Fuchs (19886): Effects of systematic formative
evaluation (Abstract)

¢ Burns & Symington (2002): A Meta-analysis of Prereferral
Intervention Teams: Student and Systemic
Outcomes (Abstract)

6. Micro-teaching

Micro-teaching is a video recording of a lesson with a debriefing.
The lesson is reviewed in order to improve the teaching and
learning experience. In Visible Learning Haitie describes micro-
teaching as a practice (often in laboratory seftings) that “typically
involves student-teachers conducting (mini-) lessons to a small
group of students, and then engaging in a post-discussion about
the lessons” (Haftie 2009, 112). You can find plenty of
microteaching videos on Youtube to get an idea of this method
(example). Technical aspects are less important than the later
anaiysis which allows {eachers to get a microscope-view on your
own teaching. Under the guidance of a supervisor, the student-
teacher is first asked fo present a self feed back of his mini lesson,
then the team gives feedback to provide positive reinforcement
and constructive criticism.

Examples for micro-teaching: Since its invention in the 1960s at
Stanford University by Dr. Dwight Allen, microteaching has
become an established teacher-training procedure in many
universities and school districts. You can find more information on
micro-teaching here or here.

Hattie cites four meta-studies:

http:/ fvisible-tearning.org/glossary/

1/7/14 1:22 PM
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» Buicher (1981) An experimental investigation of the
effectiveness of a value claim strategy unit for use in
teacher education (Unpublished M.A. Macquarie University
Sydney)

& Yeany/Padilla (1986); Training science teachers to utilize
better teaching strategies (Abstract)

e Bennett (1987): The effectiveness of staff development
training practices (Unpublished Ph.D. University of
Oregon)

o Metcalf, K. K. (1995). Laboratory experiences in teacher
education (Abstract)

7. Classroom discussion

Classroom discussion is a method of teaching, that involves the
entire class in a discussion. The teacher stops lecturing and
students get together as a class to discuss an important issue.
Classroom discussion allows students to improve communication
skills by voicing their opinions and thoughts. Teachers also benefit S
,  from classroom discussion as it allows them to see if students
| have learnt the concepts that are being taught. Moreover, 7 |
a classroom discussion creates an environment where everyone %
learns from each other. In this video by Heather Joseph-
Witham you can see how to lead a classroom discussion
effectively.

Examples for an effective classroom discussion: Create a series of
questions for the students to think about. Allocate enough fime in i |
the lesson for an elaborate discussion. Make sure that students

can freely express their opinion without being faughed at or i
ridicuted. You can find helpful tips on planning, moderating and |
reflecting on classroom discussion in a paper by William E. Cashin 1
(PDF). ’

8. Comprehensive
interventions for learning
disabled students

http:/ fvisible-learning.org/glossary/ Page 6 of 13
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| The presence of learning disability can make learning to read,
| write, and do math especially challenging. Hattie admits that “it
‘ would be possible to have a whole book on the effects of various
interventions for students with learning disabilities” (Hattie
2009, 217) and refers to a meta-study of Swanson, Hoskyn and
Lee (1999). To improve achievement teachers must provide
students with tools and strategies to organize themselves as well
as new material; techniques to use while reading, writing, and
* doing math; and systematic steps to follow when working through
a learning task or reflecting upon their own learning. Hattie also
discusses studies which found that “all children benefited from |
strategy training; both ths with and those without intellectual
disabilities.” |

Examples for effective interventions for students with fearning
disabilities: One strategy discussed in a paper by Neil Sturomski:
“Teaching Students With Learning Disabilities To Use Learning
Strategies” (PDF) is called “DEFENDS”. This strategic approach
helps secondary students write a composition in which they must
take a position and defend it (Ellis, 1994). Each letter stands for a
strategic step:

D ecide on audience, goals, and position

E stimate main ideas and details

i Figure best order of main ideas and detaifs ;
. E xpress the position in the opening ' |
N ote each main idea and supporting points
D rive home the message in the last sentence
S earch for errors and correct

You can find further information in a papber by H. Lee Swanson
and Donald Deshler (2003): Instructing Adolescents with Learning
Disabilities: Converting a Meta-Analysis to Practice (PDF)

9. Teacher clarity

Hattie defines teacher clarity quoting the (unpublished) work of 3
Fendick (1990) as “organization, explanation, examples and |
guided practice, and assessment of student learning — such that
| clarity of speech was a prerequisite of teacher clarity.” (Hattie

2009, 128) One of the main points of Hattie’s books about Visible

http:{ {visible-learning.ora/glossary/ Page 7 of 13
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Learning is the importance to clearly communicate the intentions
of the lessons and the success criteria. Clear learning intentions
describe the skills, knowledge, attitudes and values that the
student needs fo learn. Teachers need o know the goals and
success criteria of their lessons, know how well aff students in their
class are progressing, and know where to go next.

Examples for teacher clarity, learning goals and success criteria: :
This short video provides a great example for a lesson intended to
let students write a good “How-to book”. The teacher explains how
to develop and set clear learning goals and success criteria before
the students actually start the writing activity.

Hattie cites one meta-study:

e Fendick (1990): The correlation between teacher clarity of
communication and student achievement gain |
(Unpublished Ph.D. University of Florida)

- 10. Feedback

According to Hattie and Timperley (2007) feedback is one of the
most powerful influences on learning and achievement, but this
impact can be either positive or negative. They developed a model
of effective feedback that identifies the particular properties and
circumstances that make it work. Feedback on task, process and
self regulation level is far more effective than on the Self-level (e.g.
praise wich contains no learning information). Descriptive _ ‘
feedback is closely related to providing formative assessment (see
above). In an interview Hattie emphasized that the most powerful
feedback is that given from the student to the teacher. This
feedback allows teachers to see learning through the eyes of their
students. |t makes learning visible and facilitates the planning of
next steps. The feedback that students receive from their teachers i
is also vital. |t enables students to progress towards challenging
learning infentions and goals.

Examples: Related to the notion of “feed up, feed back and feed
forward” teachers must answer three feedback questions: “Where

http:/ fvisible-learning.org/glossary/ Page 8 of 13
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am [ going? How am | going? Where to next?” Constantly ask the
students in order fo maximize the feedback from the learner back
fo the teacher. Create a classroom climate where error is 1
welcomed. In this short video John Hattie talks about what ’
foedback means and how fo make feedback work effectively for ' \
learning in the classroom.

Hattie Ranking: . Hattie Ranking:
Influences And Student Effects ;

_ About this website - ‘l

3 comments on “Glossary of Hattie’s influences on student
achievement”

Mike Bell says: i
June 20, 2013 at 5:08 PM

Hi Great website.

Just a couple of points re Hattie’s top-ten.

http:/ fvisible-learning.org /glossary/ Page 9 of 13
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Quality Feedback
What is It and How to Give It

Katie Rapp

\_eriting “Nice job!" on the top of a student's paper is encouraging, but is it helpful feedback? Experts offer
advice about how to give useful and usable feedback. '

"The most common pitfall is thinking that giving personal praise is the same as giving feedback,” says Helen
Timperley in the article "The Power of Feedback" in the Review of Educafional Research. ...praise ... doesn't
necessarily provide information that will move a student toward a specific learning target. "Feedback is value-neutral
help on worthy tasks. !t describes what the leamer did and did not do in relafion 1o her goals," Grant Wiggins explains
in the article "Assessment as Feedback,” for the Johns Hopkins School of Education website. "t is actionable

information, and it empowers the student to make intelligent adjustments when she applies it to her next attempt to
perform." On his blog, Big Ideas, Wiggins offers examples:

“Good jab! is not feedback.

"You used many interesting defails to make your characters come alive in this story,' is feedback.
B— is not feedback.

"our thesis is an interesting one, but you have net provided sufficient evidence to support it' is [feedback].”

Susan M. Brookhart, author of How fo Give Effective Feedback fo Your Students, says that feedback should appeal
to both the mind {cognition) and the heart (motivation), because it gives students information they need that helps
them understand where they are in their leaming and what to do next.

"Once they feel they understand what to do and why, most students develop a feeling that they have control over
their own learning," Brookhart says.

What Is the Goal?

Feedback must be tied clearly fo a stated learning goal. Rick Stiggins, of the Assessment Training Inétitute.'describes
feedback as part of an assessment system that is compleiely open, with no surprises. '

Teachers should present students with a list of achievernent standards that they must master to be successful in the
course of study. And students should understand that, at some point, they will be held accountable through a rigorous
assessment, which will allow themn io demonstrate their mastery of these standards. This summative assessment,
which might culminate in test scores and grades, is completely separate from the formative process, which is
assessment for leaming, Stiggins says.

Assessment for leaming includes feedback for leamning, and feedback should focus on a learning target. For
example, when students are developing writing proficiency, a learning goal may be to understand writing with the
proper voice. Instruction begins with a student-friendly description of the leaming target accompanied by examples of
writing that uses the voice both well and poerly so that students understand the continuum of how their writing wilt
progress.

Feedback tells students where they are on the continuum, Stiggins says. They understand how they are progressing
toward the goal and where they need to improve so that they can continue to progress. In this way, students generate
their own feedback and become partners with teachers in sefting goals for what comes next in their own learning.

Stiggins says that this kind of high-quality, descriptive feedback turns the "keys fo the kingdom" over to students and
shows them that they are in control of their leaming.

Make the Time

Giving quality feedback, frankly, mﬁtﬁké%f-lﬁ’gﬁf tire. Carolyn Hood, a master trainer at the Leaming Headquarers
in San Diego, Calif., recommends that teachers prioritize the feedback that they give siudents by selecting bite-size ~~
chunks and focusing on big-picture leaming goals. '

v e



Another way for teachers to find time for quality feédback, Hook says, is to set a goal of talking to each student
perhaps once a wesk, rather than daily. A two- to three-minute miniconference can provide a great deal of usable
feedback. ‘

For example, a student struggling with defining a clear story line might benefit from this kind of brief, focused
feedback that confims success and then involves the student in a conversation about how to improve. She offers an
example: '

"I can see that you are leaming how to develop your story and draw a clear line from the conflict to the resolution. As a
reader, | became a ittle confused in the character's second attempt to solve the problem. The fwist seems to create
another plot line. Writers try to connect new infarmation back to the central idea for the reader. Is there a way you can
clarify this idea? [f it doesn't tie in smoothly, you may want to modify it. So [et's talk this through. How could you
connect the part about the character finding the highly confidential space vessel?

Stiggins suggests allowing students to lead conferences with their teachers as a way of helping them take control of
their I_earnihg and demonstrate how they are working toward meeting the learning target.

Quick Tips

Tie the feedback to a specific learning goal. Feedback should tell students where they are on the
continuum, says Stiggins.

Provide information that students ¢an use to improve their performance. What actions do you want
students to take? What are-the growth areas and places where additional skill-building should take place?

Deliver feedback on student work in a timely manner. Students need feedback while they are still
working on the learning goal, not after they have moved on to something else.

Provide opportunities for students to participate in generating feedback rather than acting as

passive receivers. Brookhart suggests asking students questions that allow them to think about what they need help

with. For example, she says, "Rather than telling the student all the things you nofice about his or her work, start by
asking, "What are you noticing about this?" or Why did you decide fo do it this way?™

Feedback doesn't always have to be tied to a grade, "When feedback is given along with a grade or
evaluative comment, most students just hear judgment,” Brookhart says. Look for ways to work feedback into the
process before you hand out grades.

Help students self-regulate. Jane E. Pollock, author of Feedback: The Hinge That Joins Teaching and
Leaming, recommends having students create goal-accounting templates so that they can track their daily effort
toward meeting that goal and generate their own feedback.

When giving students feedback, take the time to think about what will help students actually
imj:rove. "To be effective in supporting leaming, feedback needs to focus on something the student-did well along
with suggestions for haw to do better next time. If a teacher cannot find something posttive to say, then feedback is
not what needs to come next. Additional teaching needs to come next,” Stiggins says.

Additional Resources

Accountability for Learning: How Teachers and Schoof Leaders Can Take Charge by Douglas B. Reeves

Advancing Formaﬁye Assessment in Every Classroom: A Guide for Instructional Leaders by Susan M.
Brookhart and Connie M. Moss '

Choice Words by Peter H. Johnston

Classroom Instruction That Works by Robert J. Marzano, Debra Pickering, and Jane E. Pollock
Feedback: The Hinge That Joins Teaching and Leaming by Jane E. Pollock

Giving Effective Feedback fo Your Students (ASCD, DVD series)

How to Give Effeclive Feedback fo Your Students by Susan M. Brookhart
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What is our district vision?

¢ Concord School District Vision

¢ Our vision is that all Concord students

develop a passion for learning, experlence
excellence in their lives and believe that
they have the ability to shape the future
of their lives and communities.

What is our mission?

Our Mission Statement

Our students will be:

Active self-directed learners who inguire creatively about their world and
develop a llfelong passion for learning .
Informed dedsfon makers whe define Issues, research alternatives, consider
consequences, solve problems, and make choices that demenstrate
intellectua Integrity and rigoross evafuation

Effective comimunicators who write well, read widely, fisten perceptively,
speak clearly, and usa language, numbers and symi ls to convey and
recelve information.

Effective collaborabars whe assume various rles to accomplish group or
community goals, using knowledge, compromise, cooperation and respect.
Creative producers who use invenion, desian and critical assessmenk

Lifa planners who use the skills and knowledge they have acquired to
pur"s%e_persnnal and career goals that foster physical, emobional and mental
wiell-being.

Community participants wihg understand and practice our democratic
traditions and values, including hanesty, falrness and respect for human
dignity a:{li:l who beliéve they Rave the capatity o impact the!r lives and
cormunities.

What are our beliefs for our School

Community?
Beliefs for Our School Community

ghlg (f:uncord school community expects to act on ihe following
eliefs;

= Al students can learn and demonstrate what they learn.

l5'tudent5 learn in different ways and require differant meihods to
earn.

All students have valuable contributions to make n school and
comimunity. -

Our community values and supports quality education and expects
educated citizens.

Commurity invalvament Is impoertant to increase the future success
of our schaols.

Families will be active partners in the process of educating their
children.

Al adult members of the school community will be committed to
continuous personat and professional growth.

All members of the school community will treat each other with
respect.

What should all students have?

¢ All students should have access to the

general education curriculum.

» All studenis should have regular and

routine progress monitoring that informs
instruction, student insight and parent
insight.

® Al student’s interventions should be

consistent and woven into the school day
so all educators coordinate their
instructional efforts.

Concord School District

e Special Education Services at:

¢ Preschool

» Elementary
s Middle

* High Schoal

s Transition to Postsecondary Education and
Adulthood




Transition from Birth to Age 37

Referrals to preschool special
education...

 Take place through out the year from...

* parents

= medical community

o childcare and private preschool providers
* Early Support Services

What about child find for
preschoolers?

» 3 Official Child Check Clinics
— Held on Saturdays for parent/s convenience

» Ongoing screenings are held through out
the year including summer

Interagency Agreement and
Partnership with ESS

What does that mean?

¢ Formalized interagency agreement between CSD
and Community Bridges

* Details 2 mandated seamless transition process,
procedures, and timelines to be followed

* Process Is reviewed twice a year with NH DOE,
CSD and Community Bridges

A seamless transition leads to...




Preschool

* What are our special education services at
the preschool (ages 3 — 5) level?

# School based programming and

¢ Community-based programming

Preschool Students with Disabilities

» Total Coded = 77 Approx age 2-4 = 1125

* Age Child Coded %% Coded
* 3 yr 4yr 6.8%
* 34 43

¢ School — based (BMS & MBS) =44
* Community — Based Preschool = 33

Beaver Meadow Preschool

Mill Brook Preschool

What is the number of students in
community-based preschool?

« Crimson Tide Preschool = 04 students on IEPs
® Emerson Preschool = (8 students on 1EPS
® Head Start Preschool = 10 students on IEPs

* Woodside Preschool = 10 students on IEPs
32 students on LEPs

What about Community-based
Preschool Progress Monitoring?

« Contractual agreement with private preschools
to progress monitor each preschooler on an IEP

* Monthly meetings focus on student progress

= Annual IEP and placement meetings focus on
student progress




What about BMS and MBS
Preschool Progress Monitoring?

o AEPS| — Assessment, Evaluation, 8 Pregramming System
for Infants and Children — federally required mandated
for progress monitaring for preschoolers on 1EPs

Initial assessment — first six weeks of enrollment and
conducted yearly and exit from preschoocl

Staff uses [anguage samples, classreom observations,
checklists, IEP Progress Reporting twice a year

& AEPS has an embedded curriculum and this is used by
our schocl-based preschool programs

Preschool Staff Certification...

¢ We are proud that all of our BMS and MBS
center based prescheol teachers are;

* NH DOE Early Childhood Specdial Education
Certified.

e SLP, OT, and PT are cettified/licensed and
dedicated to the preschool programming.

Transitioning into kindergarten

Seamless Transition to Elementary
School Programming

® Our process is...
— To begin transition planning a year before kindergarten

— Fall - preschool coordinator meets with elementary principals
and building coordinators to review number of incoming special
education students ang thelr specific needs. R

* Elementary coordinators atiend preschool team meetings to
begin transitlon planning.

— Winter — preschool cocrdinator meets with elementary special
services teams {o provide in-depth information en Incoming
kindergarinars.

More to the Transition Process

- SBring — elementary staff visit preschool programs to
observe incoming kindergarten students.

— May/June - Preschool siaff Invite elementary teams
to transition team meetings at the receiving school.

— Summer —
* summer programming in neighborhood scheols.
« Individual programming developed as necessary
« Transition days prior to school start-up as needed

— Fall - there i3 a follow-up, when necessary, between
preschool staff and elementary staff.

Elementary School




Who are our elementary school
students with disabilities?

s Total Population: 1,987 Students
— Qut of District Placement: 1

— Number of Coded Students; 262 — 13.15%

Abbot Downing School

Abbot Downing School

e Jotal Pop O0OD 9% Coded

© 429 58 01 13.52 %

Beaver Meadow School

» Total Pop Coded/3R 00D % Coded

* 362 54 06 00 14.92%

Broken Ground School




Broken Ground School

* Total Pop Coded OOD % Coded

* 368 49 00 13.32%

Christa McAuliffe School

Christa McAuliffe School

e Total Pop Coded OOD % Coded

» 422 54 00 12.80%

Mill Brook School

Mill Brook School

e Total Pop Coded OOD % Coded

* 406 047 00 11.58%

What is the distribution of disabilities at each
elementary school i.e. % SLD, % SLP, % ED, eic?

® | et's refer to the
chart... % 3




What staff are involved in conducting evaluations
following referral and what are their credentals?

» Based on evaluation questions at referral
meelings, evaluators may include

—Special Education Coordirator - LEA
—Special Education Teacher

— Classroom Teacher

— SpeechfLanguage Pathalogist
—~Qcecupational Therapist

— Physical Therapist

— School Psychologist

What are the credentials of our
evaluators?

e All special education staff possess current
and valid N.H. Department of Education
credentialing.

Do we have evaluators who can diagnose whera/why the
learning process s breaking down and not just state that
the student is “below grade level”?

» Working toward a collaborative model of usin
multiplé data sources to analyze wherefwhy the
learming process is breaking down.

* Data Sources:

— Standardized testing

— Fountas & Pinnell Benchmark Assessment

- AIMSWeb

—~ EDM Profiles of Progress

— BEAR Assessment/Word Journeys

— Various Inventories (CAP, lettar/sound knowledge)
— Informal ohservation/work samplas

Where do the majerity of students with
disabilities receive their primary instruction?

e The majority of students with disablitles receive primary
instruction in the classrcom.

* Pull-out or push-In instruction for small dqrcaup work
oceurs with speclal educators as needed.

v Students who have discrete tifal work as pait of thelr
primary instruction usuaily work oufside of the
classroom.

» Team teaching is utilized in some buildings betwieen
special ed. Teacher/general ed. Teacher.

From whom do students with disabilities
receive their primary instruction?

+ The district goal is for classroom teachers to provide the
primary instruction for most students with disabilides,

o Students with disabilities receive supplemental
interventions with special education teachers, reading
teachers, tutors, and therapists, both in and out of the
ciasstoom.

¢ A smali percentage of students with significant needs
induding autism, behavior, and medical needs are
mainly supported by special education teachers, district
consultants, educational assistants.

Do special educators attend monthly data
team meeatings ?

L et’s discuss!




Are there other opportunities for
special/general educators o meet to discuss
individual student prograss?

¢ Monthly collaborative meetings
= [EP progress checks

¢ Consults between special educator and
classroom teachers

* IEP meetings

Who is primarily'responsible for assuring
that a student with disability makes growth
in the general curriculum?

® All staff involved with the instruction of
the student are directly responsible,

¢ Indirectly, many people are responsible
for the growth of students with disabilities
{staff, administration, parents, support

staff)

What are our Elementary School
successes that we are proud of...

¢ Collaboration around transitions between preschos! to
elementary and elementary to middle school

Growing collaboration and shared ownership of students
between special educators and general educators

* Comprehensive programming for students with autism

Success with students with low incidence disabilities
{hearing impaired, medically fragfle, slght impaired}

* Relatonships with families

Rundlett Middle School

Transition from Elementary Schools
to Middle School

Seamless Transitioh to Middle
Schoo! Programming

s We offer a standard transition process for all
students that includes opportunities for both
students and families to learmn about RMS in the
Spring of 5t grade.

» Coordinator discussions; Artlc. Sheets; Transition
Meetings; Move Up Night

s We also provide more intensive models for
Individuals when necessary.




Rundlett Middle School receives
students from four elementary
schools...

Abbot-Downing School K - Grade 5
| Beaver Meadow School K - Grade 5
Broken Ground School  Grade 3 -5
Christa McAuliffe School K - Grade 5

Middie School

* Total Pop Q0D/Coded % Coded
= 979 [ 149 15.22%

* gthgrade=13.71%
v 7t grade=17.21%
« gthgrade=14.33%

What is the distribution of disahilities at Rundlett Middle
Scheol L.e. % SLD, % SLP, % ED, etc?

e Students by Primary Disability

e Autism = 9%
* ED = QU
«ID = A%,

* MD = >1%
s OHI =25%
eSID =40%
oSl =10%
Y| = 1%

What staff are involved in conducting
evaluations following referral and what are
their credentials?

« AT RMS we are fortunate enough to have
staff with LD, ED and ID certifications,
allowing us to have necessary evaluators
for all areas of identification.

Do you have evaluators who can diagnose
where/why the learning process is breaking
down and not just state that the student is

"helow grade level™?

The educators diagnose the breakdown in
the learning process thru the use of a
range of data sources including
standardized assessments from initial and
3 year evaluations, as well as, CBM's and
progress monitor tools (primarily in the
area of reading).

What are the credentials of our
avaluators?

» All special educafion evaluators possess
the New Hampshire DOE credentials for
the evaluations that they conduct.




Where and from whom do the majority of students
with disabilities receive thair primary Instruction?

* RMS offers a full continuum of services and
settings but the emphasis is on incusion
wherever possible.

* The vast majority of students receive instruction
in the general education classroom with support
in PREP.

¢ There is a very small sub-set of students
receiving Instruction n a separate setting.
(primarily those w/ low-incidence disabilities).

@ Qur LBI program offers co-taught Math and LA
classes with non-identified peers.

Do spacial educators attend monthly data
team meetings ?

& There have been a number of data review
models used at RMS aver the last few
years.

* The current model places an emphasis on
utilizing the cluster and the comman
planning time.

» Ve are working as a building to develop a

data review mode! based on Wellman's
work,

Are there cther epportunities for ;
special/general educators to meet: to discuss
individual student progress?

Math:
* EDM Profiles of Pregress in 6% grade.

e Mathscapes end of unit assessments 7t
and 8t

® Discussion of common assessments as
part of ongoing curriculum work

Who Is primarily responsible for assuring
that a student with disability makes growth
in the general curriculum?

General Education Teachers

What are our RMS successes we
are proud of?

» Reading Scores have been Improving
* NECAP scores cross over

s Belief that Math can follow the same
patiern

~ Transition from Middle School to
High School

10



Transition Process

* Meetings in September for grade 8
siudents to prepare for grade 9

® CHS Staff attend meetings at the RMS
® Meetings in April at CHS

» Entering students at CHS receive ESY at
CHS .

* Participate in all grade 8 - 9 general
education transition process

Transition to CHS

e Similar to the transition into RMS
we offer a standard transition
process for all students that
includes opportunities for both
students and families to learn
about CHS in the Spring of 8™
grade.

Concord High School

High School
e Total Pop 0QOD/Coded % Coded
» 1532 18 261 17.04%

s Deerfield Students @ CHS
¢ Total Pop Coded % Coded

* 190 33 17.37%
e Total Pop Coded % Coded
e 1722 294 17.07%

What does our CHS special
education programming look like?

* Prep Program = 52% students w/ IEP
* | BT Program = 11% students w/IEP
® ACCESS Program = 17% students w/IEP
* Advance Progtam = 15% students w/IEP

e Qut of District = 05% students w/IEP

‘What is the distribution of
disabilities at Concord High School
i.e. % SLD, % SLP, % ED, etc?

® The chart tells us...

i1




What staff are involved in doing evaluaticns
following referral and what are their
credentials?

Based on evaluation questions at referral meeting
evaluator may include:

Special Education Coordinator — LEA Representative
Special Education Teacher

School Psychologist

General Education Teacher

Student Guidance Counselor

Do you have evaluators who can diagnose wherefwhy the
learning process is breaking down and not just state that
the student is "below grade lavel"?

Yes, evaluators are certified in flelds of :

ED, LD, ID, Speech and Language, OT, PT,
Nurse '

What are the credentials of your evaluators?

Possessing Certification by NH DOE

Where do the majority of students with
disabilities receive their primary instruction?

General education classrcom

From whom do students with disabilities
receive their primary instruction?

General education teachers

Do special educators attend monthly data
team meetings?

CHS has 4 student review teams with spedial educators on
all 4 teams.

Are there other opportunities for
special/general educators to meet to
discuss individual student progress?

Yes, face to face informal and formal meetings, emai, IEP
meetings

Who is primarily responsible for assuring
that a student with disability makes growth
in the general curriculum?

General educafion teacher in collaboration
with the special education casemanager

and our students with disabilities
successfully graduate fram CHS!!!

What are we proud of at CHS?

* Special Education and General
Education Collaboration and Common
Planning

» Extended Classes

¢ Focus on instruction, transition, and
access to general education
curriculum

» Ability to diversify programming

12



What was our graduating class of 2013

students with disabilities projected plans for

postsecondary opportunities, employment
and adult services?

What are the results from the 2013
CHS Graduating Class Student

Out of District

Survey?
* Gradusting class student enroflment =358 78%  college bound . EdUCElﬁOI"‘IEﬂ Day Placements =20
* Graduating students with IEPs =52 reported: 14.53%
Postsacondary Plans to Enroll =30 58% college bound ¢ Residential Placements =01
Military = 004 {Coast Guard, Navy)
Employment {Full andfor Part-time) =04
Qther = 14 Not speciied = 27% e Court ordered Placements = 04

QOut of District Students What does the district data tell us?

s Preschool level = 00 student - -
* Elementary level = 01 student
s Middle level = (6 students

e High School level = 18 students
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What is our district perspective?

e Per grade, how many students
with disabilities are there?

e Grades K - Grade 57
® Grades 6 - Grade 8?
® Grades 9 - Grade 127

* What is the % of students with
disabilities per level?

Tota! C5D = 14.94%
Enroliment = 4498
Coded =672

e TotalK-5 = 13.19%

. s

Enrollment = 1987
Coded = 262

Total 6-8 = 15.22%
Enrollment = 979

¢ Coded =149

Total 9-12= 17.07%:
Enroliment = 1722
Coded = 294

What is the % of students on IEPs
per grade?

Grade i =12.20%
Grade 1 =13.16%
Grade 2 =13.21%
Grade 3 =15.14%
Grade 4 =13.60%
Grade 5 =11.85%
Grade 6 ~13.71%
Grade 7 =17.21%
Grade 8 =14.33%
Grade 9 =14.89%
Grade 10=216.24%
Grade 11=18.46%
Grade 12=19.03%

Questions???

What should be our next steps???

14
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