
	[bookmark: _Toc165344796][bookmark: _Toc166033564][bookmark: _Toc166035671][bookmark: _Toc167076760][bookmark: _Toc167454938]PROFESSIONAL LEARNING - Professional learning is the means by which teachers, administrators and other school and system employees acquire, enhance and refine the knowledge, skills, and commitment necessary to create and support high levels of learning for all students.

	[bookmark: _Toc165344797][bookmark: _Toc166033565][bookmark: _Toc166035672][bookmark: _Toc167076761][bookmark: _Toc167454939]Professional Learning Standard 1:  The context of professional learning--the who, when, why and where—contributes to the development and quality of learning communities, ensuring that they are functioning, leadership is skillful and focused on continuous improvement, and resources have been allocated to support adult learning and collaboration.

	PL 1.1  Learning Teams

	|_| Not Addressed
	|_| Emergent
	[bookmark: Check3]|X| Operational
	|_| Fully Operational

	Teachers do not participate in learning teams or meet regularly to plan for instruction.



	Some teachers in some grade levels or subject areas meet to plan for instruction, but meetings do not occur regularly and the work is not aligned with school improvement goals.
	Most teachers meet regularly in learning teams to plan for instruction (e.g., develop lesson plans, examine student work, monitor student progress). This collaborative work would be enhanced by clear alignment of group expectations with the school improvement goals.
	All teachers participate in learning teams throughout the year and meet regularly to plan for instruction (e.g., develop lesson plans, examine student work, monitor student progress). The collaborative work is aligned with the school improvement goals.

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our teachers and staff meet weekly on Thursday’s for Professional Learning sessions. These topics may include instructional support on our new Blended Learning model, ways to assess students, modeling of our school-wide R.A.C.E writing strategy, and how to use eClass(desire 2 learn) with students. In addition, we break off weekly to meet on our grade-level teams (A,B,C, D & G.E.A.R) to discuss student behavior, monitoring of their progress and any issues we have on student’s ability to meet their learning objectives. Moreover, weekly we meet with our department chairs and content areas teachers so everyone can collaborate on lessons plans, research based teaching strategies, curriculum standards and district assessments (personal communication with D. Williams, 2015).

	RECOMMENDATIONS:  All of our professional learning sessions, especially within the content-area/grade level teams could be restructured to align to the school improvement goals (Standards for Professional Learning, 2015). This could be done by analyzing the data collected weekly, and sharing this data among the school leaders so that they can see how students are progressing. In addition we can have students complete an online portfolio to showcase student work samples as well as self-assessment of their own goals. Since we work with an at-risk population in an alternative school, it is hard to track data, because the students don’t stay with us permanently. Being able to show growth and progression in students through an online portfolio is a great way to translate what we do with students, while aligning to the SIP.


	
PL 1.2  Learning Community

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	There is little or no evidence that the principal, administrative team or related human resources (e.g., leadership team, coaches, central office) supports or reinforces the creation and maintenance of a learning community.
	There is some evidence that the principal, administrative team, or related human resources (e.g., leadership team, coaches, central office) support or reinforce the creation and maintenance of a learning community, but additional support in this area is needed. Although administrators have created structures for meetings to occur, they have failed to provide teachers with professional development related to the collaboration process.
	The principal, administrative team, and other human resources periodically support the creation and maintenance of an effective learning community to support teacher and student learning. In key aspects of the school, these individuals work collaboratively to reinforce collaborative forms of professional development and learning for staff members. Although this process is operational, it would improve if greater emphasis were given to monitoring its impact on school improvement goals and student achievement.

	The principal, administrative team and other human resources consistently support the creation and maintenance of an effective learning community to support teacher and student learning. These individuals work collaboratively to reinforce teachers’ skillful collaboration (e.g., facilitation skills, conflict resolution, and group decision-making). They also help to create structures to support collegial learning and implement incentive systems to ensure collaborative work. They monitor the impact of these collaborative processes on school improvement goals and on student learning, and participate with other individuals and groups in the operations of the learning community.

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our school has established collaborative learning communities to maintain supportive yet effective professional development opportunities. In our learning communities, we discuss the school’s mission, vision and goals as it relates to student achievement. Our leadership team is heavily involved in the collaborative planning process within departments and teams. We have two instructional coaches that are responsible for helping us meet collaboratively, and reinforce various professional learning opportunities to improve teacher and student growth.  These learning opportunities include Depth of Knowledge (DOK), questioning and cueing, rigor, promoting higher order critical thinking, and assessments strategies. This process is currently operational, because we see this in our school on a frequent basis. Some emphasis is placed on our school improvement goals, but at times there can be a disconnect between what teachers learn in training sessions and how it directly correlates to student achievement (personal communication with D. Williams, 2015).

	RECOMMENDATIONS: In order to improve our learning communities, the administrative team would need to provide an adequate amount of resources to build and maintain collaborative learning environments. This could be done by hiring more skilled personnel outside our school, to effectively train our teachers and staff on collaboration (Standards for Professional Learning, 2015). At times when training comes from within an organization, teachers and staff can become stagnant in accepting new policies and procedures. However, if our school hires personnel from outside, we could see better improvement in teacher effectiveness aligned with student achievement. In addition, giving staff constant access to school improvement goals and data could improve student-learning outcomes as well as build stronger learning communities. 




	PL 1.3  Instructional Leadership Development and Service

	|_| Not Addressed
	[bookmark: Check2]|X| Emergent
	|_| Operational
	|_| Fully Operational

	There are few if any opportunities for teachers to participate in instructional leadership development experiences, serve in instructional leadership roles, or participate in supporting school-based professional learning.


	There are opportunities for teachers to participate in preparing for and serving in instructional leadership roles and contributing to the school-based professional learning plans.  However, the opportunities are limited to a small number of teachers. 



	There are many opportunities for teachers to serve in instructional leadership roles and develop as instructional leaders. They are highly engaged in planning, supporting, and communicating professional learning in the school. This would be enhanced if there were more opportunities for instructional leadership roles among various personnel.
	A variety of teachers take advantage of opportunities to participate in instructional leadership development experiences and serve in instructional leadership roles (e.g., instructional coach, mentor, facilitator). They plan, advocate for support of, and articulate the benefits and intended results of professional learning. 


	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – There are many opportunities for teachers to participate in leadership roles. Many take on critical roles such as department chairs, team leads, course developers, and grade level leads.  Most of the teachers that are in degree programs and/or show an enthusiasm for leadership, are volunteered and/or appointed by the school’s administration. These leaders also help shape the schools professional development experiences, the schools mission/vision, and identify critical needs of the school. “These instructional roles are pivotal to the success of our school, because they provide a diverse array of learning opportunities for our teachers, in addition to helping them grow professionally (personal communications with D. Williams, 2015).

	RECOMMENDATIONS: The school should expand instructional leadership for all teachers by providing professional development on leadership opportunities, have rewards and incentives for those who do participate in these roles, and encourage our instructional coaches to identify potential leaders as they help support teachers in the classroom. Knight (2007) states, that IC’s can empower teachers to identify areas of improvement while building collaborative supportive relationships.  Using these daily interactions with instructional coaches could be the turning point for not only identifying potential leaders in our school, but supporting them as the transition into their new roles.




	PL 1.4  School Culture for Team Learning and Continuous Improvement

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	There is little or no evidence of the principal and other leaders establishing ongoing team learning with clearly articulated expectations for professional learning.
	There is some evidence the principal and other leaders support a culture involving ongoing team learning and continuous improvement.  However, there is not a clearly articulated plan for professional learning for teachers and administrators.  
	There is general evidence the principal and other leaders support a culture involving ongoing learning and continuous improvement through a plan for professional learning for teachers and administrators. The professional learning would be enhanced by including a variety of designs (e.g., lesson study, peer observations, modeling, instructional coaching, collaborative teacher meetings, etc.) constituting high-quality professional learning experiences.
	The principal and other leaders support a school culture that reflects ongoing team learning and continuous improvement. The principal and other leaders plan  for high-quality professional learning, articulate intended results of school-based professional learning, and participate  in professional learning to become  more effective instructional leaders.


	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our school has generated a great climate for ongoing learning and continuous improvement for teachers, school leaders and the leadership team. We have frequent professional learning sessions to support teachers in improving their pedagogy by peer observations, modeling, instructional coaches, collaborative team meetings, and high quality professional learning experiences. To cater to the needs of all of the educators in our school, multiple learning platforms have been established during varied times of the day. According to the Standards for Professional Learning (2015), giving teachers comfort in the learning process can have a huge effect on their quality and effectiveness, especially when it comes to employing what they learned inside the classrooms. Our principle/instructional coaches perform daily snapshot classroom observations, and modeling of new learning strategies. Lastly, our weekly collaborative meetings have improved everyone’s ability to identify the three goal setting questions: Where are we now? Where do we want to go? How will we get there? (Alexander & Mayer, 2011).

	RECOMMENDATIONS: To improve our school culture yet strive for continuous improvement, our principle’s and school leaders would need to articulate the intended results of our school based professional learning consistently, and help teachers to become more effective instructional leaders. In addition, we can have breakout training sessions on leadership traits, 21st century skills for our students, and modeling of research-based classroom practices, to ensure all of our staff has been properly trained. In addition, having an adequate amount of time to practice newly learned skills is critical.  Reflecting on the process as a whole through many evaluation methods continuously, will help stakeholders to identify critical areas of improvement while focusing on our strengths.




	PL 1.5  Job-Embedded Learning and Collaboration

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	Teachers spend little or no time during the workweek learning and collaborating with colleagues to improve their use of curriculum, assessment, instruction, and technology.




	Some teachers spend a small amount of time during the workweek collaborating with colleagues. However, this time is often focused on non-curricular topics and typically occurs after school.





	Most teachers spend time during a workday each week collaborating with colleagues about curriculum, assessment, instruction and technology use in the classroom. This professional learning would be enhanced by allocating more time each week for job-embedded learning (e.g., lesson study, peer-observations, modeling, instructional coaching, teacher meetings).
	Teachers spend a significant part of their workweek in job-embedded learning and collaboration with colleagues addressing curriculum, assessment, instruction, and technology. They receive sufficient support resources (e.g., materials, time, training) and assist with securing additional resources necessary (e.g., funding, time, technology) to sustain their learning. (NSDC Standards recommend that formal and informal job-embedded learning take place during at least 25% of educators’ professional time. Such time can be devoted to lesson study, peer observations and coaching, modeling, conferencing, teacher meetings, mentoring.)

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – “Daily teachers are working on uploading lessons to eClass, getting a better understanding of our new Blended Learning Model, and working together on making their lesson more challenging and culturally responsive for our at-risk students” (person communications with D. Williams, 2015).  “While most teachers spend a small amount of time each work-week to collaborate on curriculum, technology use and enhancing classroom instruction, few time is spent on really getting to the root of what makes our kids learn and flourish” (person communications with D. Williams, 2015).  At times these collaboration periods can be spent on non-curricular topics and thwarted by teachers complaining about inconsistencies in our building, along with things they don’t like.  This digression does not help the teachers focus on the task as hand, which is providing a great learning environment for our students and gain personal growth as teachers.

	RECOMMENDATIONS: To improve our job embedded learning and collaboration, teachers would need to spend more time during the workday to plan useful assessment strategies, encourage the use of engaging technology in the classroom, and teachers help model great lessons for others. Knight (2007) states that instructional coaches can facilitate collaborative supportive relationships among teachers embedded with great listening and communication skills. If we can get our instructional coaches on board to help make job-embedded collaboration more appealing, then teachers would be eager to participate. Creating a planning period learning session where teachers could collaborate during the school day, practice new skills, and get immediate feedback would also be helpful in our school. Using incentives or prizes to motivate teachers during  job-embedded learning, would be a great way to improve teacher buy-in and receptive attitudes towards collaboration during work hours. 




	PL 1.6  Resources Support Job-Embedded Professional Learning

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	Resources are not allocated for job-embedded professional learning that is aligned with high-priority school improvement goals. Little if any professional development is devoted to helping teachers use technology to enhance student learning.
	Some resources are allocated for professional learning. However, much of the professional learning is conducted primarily after school and is not aligned with the high-priority school improvement goals.  There is limited professional development devoted to helping teachers use technology to enhance student learning.
	Most resources for professional learning are allocated for the identified high-priority school improvement goals. However, providing more job-embedded learning opportunities and professional development would enhance teachers’ use of technology to support student learning. In other cases, these forms of professional development need to be more ongoing and sustained to ensure actual classroom implementation of training strategies and processes.
	Resources are allocated to support job-embedded professional learning that is aligned with high-priority school improvement goals and technology supporting student learning. There is sustained commitment to ensuring that these professional development activities result in successful classroom implementation. There is also a process in place to determine the value-added of key strategies and processes, i.e., how they impact student achievement and related organizational short- and long-range goals. 

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – How resources are allocated for professional learning can overcome inequalities, achieve results for educators and students, and affect the overall quality and results of professional learning (Standards for Professional Learning, 2015). Most resources at our school are allocated to identify and support our school improvement goals. Since we are a Tittle I school where 65% of our students receive free and reduced lunch, most of these funds are used for professional development on reading, writing, and math enrichment for our students, school supplies and our Title I Parent Resource Center. In addition, we have monthly Title I staff development meetings to enhance teachers understanding of working with students with academic and behavioral disabilities. Moreover, teachers are trained weekly on the use of eClass technology to support student’s learning, since we have just adopted a new Blended Learning Model. Our training sessions are very frequent and sustained to ensure teachers are implementing classroom strategies and processes learned during staff development. Instructional coaches also give feedback and suggestions for teachers where their may be a disconnect between what they learn in staff development and implementation in the classroom.

	RECOMMENDATIONS: To make this process fully operational, our school needs to ensure that professional development activities result in successful classroom implementation. Knight (2007) suggest that instructional coaches don’t tell teachers what they should do, rather they provide them with enough information to make their own decisions. Hiring more IC’s may be vital to support successful classroom implementation. Lastly, helping teachers determine the value of these key strategies and processes and how they impact student achievement could put us in arms length of reaching our short- and long-range goals.





	[bookmark: _Toc165344798][bookmark: _Toc166033566][bookmark: _Toc166035673][bookmark: _Toc167076762][bookmark: _Toc167454940]Professional Learning Standard 2:   The process—the how—of professional learning is aligned with articulated goals and purposes, data-driven, research-based, evaluated to determine its impact, aligned with adult learning theory, and collaborative in design and implementation.

	PL 2.1  Collaborative Analysis of Data

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	Teachers and/or administrators use personal experiences or opinions to determine student and adult learning needs and goals.  Data is not collected and analyzed in monitoring school and classroom improvement strategies,
	Teachers and/or administrators work in isolation or with limited representation to review student summative data and determine student and adult learning needs and goals.  Student and teacher data is collected and analyzed at the end of the year to monitor the accomplishment of classroom and school goals.
	Teachers and administrators collaboratively analyze disaggregated student learning, demographic, perception, and process data to identify student and adult learning needs and goals.  They collect and analyze relevant student and teacher data at the beginning and end of the year to monitor and revise school and classroom improvement strategies.  Accomplishments are celebrated and results are regularly reported to family and community.
	Teachers and administrators collaboratively analyze disaggregated student learning, demographic, perception, and process data to identify student and adult learning needs and goals.  They continuously (minimum of 4 times a year) collect and analyze relevant student and teacher data (e.g. action research, analyzing student work, classroom observations, Awareness Walks, and surveys) to monitor and revise school and classroom improvement strategies.  Accomplishments are celebrated and results are regularly reported to family and community.

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our school is doing an excellent job at analyzing data, monitoring student progress, and determining the needs of the adults learners. Since our student population involves a revolving door where they constantly enter and exit, it is imperative that we track student growth to see how effective teachers are at teaching, and that students make progress. In addition, supporting teachers professional growth as they  increase the use of cooperative learning and constructivist strategies in the classroom, continuously help students with a variety of academic and behavioral deficiencies (Alexander & Mayer, 2011). According to our School Improvement Plan (2015), we are progressing and showing tremendous growth in literacy, reading and mathematics.  To improve teacher and student awareness at tracking the school’s goals, a Data Room was established last year where teachers, students and the leadership team can come to see the progression of our goals. Monthly each team enters data (i.e. R.A.C.E writing scores, IKAN, Read Theory, DDA’s District Developed Assessments, Interims) on a spreadsheet that is available  to all school personnel and the leadership team takes that data and generate charts, and graphs of how the school is performing.

	RECOMMENDATIONS:  To make this process fully operational, the Standards for Professional Learning (2015) suggests that schools collect data from multiple sources to enrich decisions about professional learning. Multiple sources include both quantitative and qualitative data collected from teachers, students and the administration. In addition, getting a better understanding of the student demographics we teach, teacher perceptions of student achievement, and evaluate the process consistently could help our school increase results for every student that we serve.




	PL 2.2  Evaluating Impact of Professional Learning

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	The principal and other leaders develop and implement a plan for evaluating teachers’ reactions to professional development events. Teachers’ contributions to the evaluation are limited to providing satisfaction ratings. The evaluation identifies changes in teacher knowledge and skills as a result of participation, but it does not evaluate changes in practice or impact on student learning.  
	The principal and other leaders develop and implement a plan for evaluating professional development events. Teachers contribute to the evaluation by collecting and analyzing summative student learning data. The evaluation identifies changes in teacher knowledge and skills as a result of participation and year-end student performance, but it does not evaluate change in teacher practice.  
	The principal and other leaders develop and implement a comprehensive plan for conducting ongoing (formative and summative for a one- to two-year period) evaluation of the impact of professional development on teacher practices and student learning. The evaluation also emphasizes changes in school culture, organizational structures, policies, and processes.  Teachers contribute to the evaluation by collecting and analyzing relevant student learning and process data. 
	The principal and other leaders develop and implement a comprehensive plan for conducting ongoing (both formative and summative over a three- to five-year period) evaluation of the impact of professional development on teacher practices and student learning. Evaluation also emphasizes changes in school culture, organizational structures, policies, and processes.  Teachers contribute to the evaluation by collecting and analyzing a variety (student learning, demographic, perception, and process) of relevant data. The plan specifies the evaluation question(s), data sources, data collection methodology, and data analysis processes.  

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – As of now our principal and school leaders have developed and implemented a plan for evaluating ongoing professional learning, the effect on teacher practices, and impact on student learning. With our new Teacher Evaluation System (TES), educators are evaluated and assessed by administrators with formative and summative assessments. In addition, student perception surveys are administered to assess teacher performance, as well as student data scores on state or district generated assessments. These evaluations  impact school culture, policies and processes because  our administration works closely with our instructional coaches as well as our Tittle I coordinators to ensure teachers are receiving an adequate amount of professional learning and support in curriculum, technology, instruction, and assessments.  Google Forms and  Survey Monkey are sent out periodically to the staff to collect feedback about our professional learning training.  According to the Standards for Professional Learning (2015), educators and professional learning must be held to high standards.  When the content of professional learning integrates student curriculum and educator performance standards, the link between educator learning and student learning becomes explicit, increasing the likelihood that professional learning contributes to increased student learning (Standards for Professional Learning, 2015).

	RECOMMENDATIONS: To make evaluation of professional learning operational, our teachers needs to learn how to collect and analyze student learning, data, demographics, and perceptions that emphasizes change in our school culture. Furthermore, having our leadership team be consistent in teacher evaluations, along with other school leaders becoming involved with teacher evaluation will help teachers bridge the gap between professional development on teacher practices and student learning.




	PL 2.3  Interpreting and Using  Research Results

	|_| Not Addressed
	|X| Emergent
	|_| Operational
	|_| Fully Operational

	The principal and other leaders review professional journals that summarize research instead of actual research or they do not recognize a need for reading and interpreting research when making instructional decisions regarding professional development and school improvement approaches.
	The principal and other leaders review educational research. They create opportunities for a few, select teachers to study educational research. They work with them to conduct reviews of research when making instructional decisions regarding the adoption of professional development and school improvement approaches.
	The principal and other leaders demonstrate modest skills in interpreting educational research (validity and reliability, matching populations, and interpreting effect-size measures).  They create opportunities for teachers to learn to use educational research. They work with them to conduct extensive reviews of research to make informed instructional decisions regarding the adoption of professional development and school improvement approaches.
	The principal and other leaders demonstrate advanced skills in determining appropriate research design, interpreting research results, and determining whether results can be generalized.  They ensure that teachers and community members learn to use educational research. They work with them to conduct extensive reviews of research to make informed instructional decisions regarding the adoption of professional development and school improvement approaches.

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our principle and school leaders has reviewed some educational research to inform decisions regarding professional development and school improvement initiatives.   Since the recent adoption of new Blended Learning Model, we have had many professional developments and school generated training sessions on effective use of  instructional technology, research based practices, and working with an at-risk population with diverse learning needs. We believe that our new learning model was adopted in other school districts out of the state, but concrete findings have not been specifically communicated to the teachers. When a new initiative is adopted in our school, teachers are mostly forced into the process rather than given a chance for early adoption. In addition, most believe that the research has some validity, but most teachers are just unsure because of poor communication from administration. 

	RECOMMENDATIONS: To move our school to operational , our administrative team should use educational relationship with validity and reality to drive our school instructional decisions, professional learning, and school leaders improvement approaches. In years past our school would adopt a new methodology without fully researching it use on our demographic population. We would never stick to anything more than 18 weeks, so how can you track progress or measure growth? If our teachers, school leaders, and administration get all stakeholders on board with the research and data to support our adoption of particular programs, buy-in would increase. In addition, more professional development on graduate/action research for our staff, could shift in attitudes or perceptions when confronted with new program changes.  According to the Standards for Professional Learning (2015), communities of caring, analytic, reflective, and inquiring educators collaborate to learn what is necessary to increase student learning. Within learning communities, members exchange feedback about their practice with one another, visit each other's classrooms or work settings, and share resources. If our school could improvement in the way we explore  and interpret research, then our collaboration, communication, and relationship skills would be more refined and used to support student learning.




	PL 2. 4  Long-Term, In-Depth Professional Learning

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	Teachers experience single, stand-alone professional development events that are typically large group, workshop designs.  There is little if any evidence of implementation or change in practice in classrooms. No emphasis is given to enhancing teachers’ content knowledge or understanding.
	Teachers attend multiple workshops on the same topic throughout the year to gain information about new programs or practices.  They experiment with the new practices alone and infrequently with limited school-based support for implementation. No emphasis is given to enhancing teachers’ content knowledge or understanding.
	Teachers participate in long-term (two- to three-year period), in-depth professional learning that includes a variety of appropriate professional development designs including the use of technology. The various designs are aligned with the intended improvement outcomes. They include but are not limited to follow-up support for implementing new classroom practices (e.g., collaborative lesson design, professional networks, analyzing student work, problem solving sessions, curriculum development, coursework, action research, and classroom observations). Some evidence is present of attention to enhancing teachers’ content knowledge. 
	Teachers participate in long-term (two- to three-year period), in-depth professional learning that engages learning teams in a variety of appropriate professional development designs including the use of technology. The various designs are aligned with the intended improvement outcomes. They include but are not limited to extensive, follow-up support for implementing new classroom practices (e.g., collaborative lesson design, professional networks, analyzing student work, problem solving sessions, curriculum development, coursework,  action research, and coaching with feedback). A major focus of ongoing professional development is a commitment to maintaining and updating all teachers’ knowledge and understanding of the content they are teaching and changes occurring in their field(s).

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our teachers do participate in long-term, in-depth professional learning. Since our school uses a new online Learning Management System to deliver a unified curriculum in the PASS (Preview, Acquire, Summarize, Study) format, teachers have received a variety of appropriate professional development  utilizing  technology (School Improvement Plan, 2015). In addition, we receive support from two instructional coaches to help align what we learn in professional development with  intended improvement outcomes. There has been lots of follow-up support for implementing new classroom practices  in the form of more professional development. I believe teachers just need more time to assimilate the learning received, and translate it in their classroom practices.

	RECOMMENDATIONS:  To move this process to fully operational, our school should have more break out sessions with smaller groups and more content specific training, to ensure every educator is receiving what they need. In addition, training teachers how to analyze student work, problem solving, and complete more action research, is something our school should incorporate in the improvement plan. Completing these new program changes in the long-term with extensive follow-up support for implementing new classroom practices is where we need to shift. Forming more staff development committees could remove the burden of training the whole staff with a few educators who often become burned out with this responsibility. In addition, a major focus of ongoing professional development to maintaining and updating all teachers’ knowledge and understanding of the content they are teaching and changes occurring in their field is something we need to employ immediately.




	PL 2.5  Alignment of Professional Learning with Expected Outcomes

	|_| Not Addressed
	|X| Emergent
	|_| Operational
	|_| Fully Operational

	The principal and other leaders provide single, stand-alone professional development events that are typically large group, workshops with no expectations for implementation of new classroom practices. Generally, activities are not aligned with the school improvement plan or related priorities.
	The principal and other leaders provide multiple workshops on the same topic throughout the year.  They articulate the learning goal, but do not discuss expectations for implementation. Teachers receive limited school-based support for implementing the new classroom practices. Activities are only generally aligned with the school improvement plan or related priorities.
	The principal and other leaders align  a variety of professional development designs with expected adult learning outcomes (e.g., collaborative lesson design, professional networks, analyzing student work, problem solving sessions, curriculum development, coursework, action research, and coaching with feedback). The professional learning is long-term (two-to-three year period) and in-depth with extensive school-based support for the implementation of new practices.  They clearly communicate the expectations for implementation by providing rubrics that describe the desired classroom practices and communicate how those practices connect to the school improvement goals. Generally, activities are aligned with major priorities within the school improvement plan.
	The principal and other leaders align a variety of professional development designs with expected adult learning outcomes (e.g., collaborative lesson design, professional networks, analyzing student work, problem solving sessions, curriculum development, coursework, action research, and coaching with feedback). They ensure that teams of teachers are engaged in long-term (two-to-three year period), in-depth professional learning with extensive school-based support for the implementation of new practices.  They clearly communicate the expectations for implementation with collaboratively developed rubrics describing desired classroom practices and communicate how those practices connect to the school improvement goals. 


	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our principal and other leaders are consistently providing multiple workshops on the same topic throughout the year.  For the most part, they articulate the learning goals, but do not discuss expectations for implementation. It seems that they expect teachers to receive this new information, and the next day expect for it to be implemented with fidelity. Teachers have often complained and express concern about the time given to improve in their instructional practices. Moreover, we have two instructional coaches to assist teachers during  implementation of new classroom practices. Most of the professional learning sessions are generally aligned with the school improvement plan, but does not specifically address certain targets for change. According to the Professional Learning Standards (2015), educators should clearly understand intended outcomes for school improvement. Giving teachers the big picture in our school, could help them shift their understanding on why policies and new procedures are implemented and hopefully align their practices with target outcomes. 

	RECOMMENDATIONS: We should possibly start multiple committees in professional development as to not place the burden on a few people, including our instructional coaches. Getting all teachers to complete action research and employee their own professional learning sessions would not only build in their understanding of why professional learning is needed, but help convince stagnant teachers on the importance of their participation to foster change in the school as a whole. In addition, bridging open communication between the principal, other leaders, and teachers about the importance of professional development aligned to learning outcomes would create a better environment during implementation of new practices.  If administration clearly communicate  the expectations for implementation,  providing rubrics, and  describing the desired classroom practices, there would be no reason for teachers not to perform and gain intended outcome when expectations are established clearly and concisely.




	PL 2.6  Building Capacity to Use Research Results

	|_| Not Addressed
	|X| Emergent
	|_| Operational
	|_| Fully Operational

	Professional development is planned with no regard for research about adult learning needs and individual and organizational change processes. The sessions provided include strategies that do not mirror the instructional strategies teachers are expected to use with students (e.g., lecturing on inquiry method, covering material instead of helping participants to use and internalize it), and sessions are the same for all teachers regardless of their career stage.
	Professional development is planned using research about adult learning needs and how individuals experience the change process. The professional development sessions demonstrate classroom practices through videotapes and simulations.  The experiences focus on procedural learning -“how to do it”- rather than on developing deep understanding of concepts and problem solving strategies. Some professional development is specialized for new and mentor teachers.
	Professional development is planned using research about adult learning needs and individual and organizational change processes. The professional development sessions include modeling and demonstrations of expected classroom practices.  The experiences impact teachers’ depth of understanding enabling them to use the new strategies routinely.  Some professional development is specialized to reflect career stages of new teachers, mentor teachers, and teacher leaders.
	Professional development builds the capacity of the staff to use research about adult learning needs and individual and organizational change processes as they implement new strategies. Professional development sessions consistently employ the same instructional strategies that are expected to be used in their classrooms.  The experiences impact teachers’ depth of understanding enabling them to solve problems and adapt new strategies to classroom circumstances.  Professional development is differentiated to reflect career stage needs and interests (e.g., mentoring, leading learning teams, coaching, utilizing technology, and curriculum development).

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Some professional development is planned in our school using research. They employ many professional learning sessions on strategies that are claimed to be effective. However, teachers find the disconnect between what we are learning, and how it applies to a population of at-risk students with diverse learning needs. Little research is given during professional learning about at-risk and alternative school settings. In addition, our school  videotapes, some modeling, and cooperative learning during professional development sessions to  demonstrate classroom practices.  Most of the experiences our teachers have had focuses on procedural learning -“how to do it”- rather than on developing deep understanding of concepts and problem solving strategies. No professional development is specialized for new and mentor teachers, most teachers novice to veteran receive the same training  and we break off when it is content specific.

	RECOMMENDATIONS: Having our staff development to meet the needs of every teacher where they currently are would improve learning outcomes for every teacher and student in our building. New teachers can receive more training on classroom management, policies and procedures, curriculum and instruction and building pedagogy. Veteran teachers can be developed to become mentors, take on leadership roles, and even began more action research to support changes and drive policies in our school. In addition, we should also build the capacity of the staff to use research about adult learning needs. Every teacher needs a different mode of learning similar to our students, and for change to be evident in our school, we must consider everyone’s needs  as we implement new strategies. Lastly, offering professional development that is differentiated to reflect career stage needs and interests would be a great way to help every staff member grow professionally. Our student s would greatly benefit and have better learning outcomes when the teachers are adequately trained and learning becomes ingrained in their daily practices.




	PL 2.7  Knowledge about Effective Group Processes

	|_| Not Addressed
	|X| Emergent
	|_| Operational
	|_| Fully Operational

	Teachers and administrators lack knowledge about effective group processes and/or work alone, disregarding collective responsibility for student learning. 
	Teachers and administrators have knowledge of stages of group development and effective interaction skills, but lack skill in-group process strategies needed for productive collaborative work.  As a result, colleagues work in temporary groups often encountering unresolved conflict or frustration. Technology (e.g., email, chat rooms, and websites)   is used to support collegial interactions.
	Teachers and administrators have knowledge and skills regarding group processes (e.g., group decision making strategies, stages of group development, effective interaction skills, and conflict resolution) that are necessary to accomplish tasks and satisfy the interpersonal expectations of the participants.  As a result, the school culture is characterized by trust, collegiality, and collective responsibility for student learning where colleagues work collaboratively. Technology (e.g., subject area networks, lesson sharing, seminars) is used to support collegial interactions.
	Teachers and administrators have knowledge and skills to monitor and improve group processes (e.g., group decision-making strategies, stages of group development, effective interaction skills, and conflict resolution) that are necessary to accomplish tasks and satisfy the interpersonal expectations of the participants.  As a result, the school culture is characterized by trust, collegiality, and collective responsibility for student learning where colleagues work collaboratively in established, ongoing learning teams. Technology (e.g., online discussions, web casts, and seminars, educational blogs, listservs, downloadable resources) is used to support collegial interactions and to ensure effective and sustained implementation.

	EVIDENCE:  In the space below, provide detail evidence supporting your rating above –  Our school’s teachers and administrators have knowledge and  experience on group development and effective interaction skills, but lack skills in-group process strategies needed for productive collaborative work.  Even though we meet in our professional learning communities and team meetings, they can often end in a session where teachers are complaining about policies and program changes to the person delivering the message. As a result, colleagues work in temporary groups often encountering unresolved conflict and frustration.  There is great evidence that teachers are frustrated because of the gossip and politics that circulate among the school. Our administration address these unresolved issues in a group setting with a “blanket” statement, and never really address the issues specifically. This starts to affect the dynamics of our collaborative groups, and learning communities because things are swept under a rug and not addressed.

	RECOMMENDATIONS:  To improve our learning communities along with the knowledge and skills needed for group processes, our  teachers and administrators must encourage more professional learning on group decision making strategies, stages of group development, effective interaction skills, and conflict resolution. As a group leader myself, there is a struggle to accomplish necessary tasks and still satisfy the interpersonal expectations of every group participants.  If we have more collaboration and intrapersonal communication skills training for every school member, this could make a difference in the collaborative group we meet in weekly. In addition, we also need to improve in our two-way communication to include trust, collegiality, and collective responsibility for all colleagues  while working collaboratively.  Knight (2007) assert that the success and failures of any program hinges on the ability to provide effective instructional coaching. If we expand our instructional coaches from two to maybe eight or nine, our school climate can be shifted drastically in such a short period of time.
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	[bookmark: _Toc167454941]Professional Learning Standard 3 :    The content—the what—of professional learning reinforces educators’ understanding and use of strategies for promoting equity and high expectations for all students, application of research-based teaching strategies and assessment processes, and involvement of families and other stakeholders in promoting student learning.

	PL 3.1  Classroom Practices Reflect an Emotionally and Physically Safe Learning Environment

	|_| Not Addressed
	|X| Emergent
	|_| Operational
	|_| Fully Operational

	Classroom practices reflect little or no evidence of teachers’ training in understanding the impact that attitudes regarding race, disabilities, background, culture, high expectations, and social class of both students and teachers have on the teaching and learning process. 

	Classroom practices of some teachers reflect evidence of teachers’ training in understanding the impact that attitudes regarding race, disabilities, background, culture, high expectations, and social class of both students and teachers have on the teaching and learning process.  

	Classroom practices of most teachers reflect skill in communicating high expectations for each student and adjusting classroom activities to meet student needs. Respect for students’ cultures and life experiences is evident through the emotionally and physically safe learning environment where students of diverse backgrounds and experiences are taught the school code of conduct (customs) to help them be successful in the school context.
	Classroom practices (e.g., considering interests, backgrounds, strengths, and preferences to provide meaningful, relevant lessons and assess student progress, differentiating instruction, and nurturing student capacity for self-management) of all teachers reflect an emotionally and physically safe environment where respect and appreciation for a diverse population is evident. There are high achievement expectations for all students and teachers. The principal and other leaders provide professional learning for teachers lacking understanding of the impact that attitudes regarding race, disabilities, background, culture, high expectations, and social class of both students and teachers have on the teaching and learning process.  



	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Although my school caters to at-risk students with a variety of academic, behavioral, social and emotional deficiencies (Give East SIP, 2015), we have a high turnover rate with teachers and students. Most teachers do the best they can at understanding the impact of race, disabilities, background, culture, high expectations, and social class of both students and teachers. However, there is no evidence that their understanding actually supports the teaching and learning process.  Our staff does the best they can at training teachers in special education, working with students with disabilities, and some classroom management training. However, the training received is not translated to a positive learning environment for all students due to inconsistencies in educator practices.

	RECOMMENDATIONS:  To make this process fully operational, our school must employ more professional learning and training on culturally responsive pedagogy, diverse classroom expectations, and learning how to connect with students in positive affirming relationships.  If we can get all teachers on board to ensure classroom practices  reflect skill in communicating high expectations for each student and adjusting their classroom activities to meet student needs, their would be beneficial learning outcomes for all students. Our school may struggle with this standard, because they believe all students should be taught in the same way, and this is just not true. Each child has very unique circumstances that must be considered, and consistency in expectations from the top down should be employed. Moreover, respect for students cultures and life experiences is somewhat evident in our school now, but teachers need more thorough training on dealing with at-risk students to provide a emotionally and physically safe learning environment at all times. Establishing more coherence in our school would require more professional learning that builds on what our educators have already learned. Ultimately, we can focuses on positive learning outcomes for students, pedagogy, and  align what we do with national and local curriculum standards (Professional Learning Standards, 2015).



	PL 3.2  Deep Understanding of Subject Matter and Instructional Strategies

	|_| Not Addressed
	|_| Emergent
	|_| Operational
	[bookmark: Check4]|X| Fully Operational

	Teachers demonstrate superficial knowledge of subject matter and mostly rely on textbooks. They primarily use lecture, seatwork, and discussion as instructional strategies and paper-and-pencil tests for assessment.
	Teachers demonstrate breadth of subject matter, but the content they teach is often not aligned with required learning goals (e.g., GPS, district standards). They may use some engaging instructional strategies and a variety of assessment strategies in some contexts; however, most of their instruction is presented in traditional whole-group, teacher-centered fashion.   
	Teachers exhibit a deep understanding of subject matter, use a variety of appropriate instructional strategies, and use various assessment strategies to monitor student progress toward meeting rigorous and required standards. They plan interdisciplinary units with colleagues and can articulate a rationale for why specific instructional strategies and assessments are appropriate to specific content or objectives.
	Teachers exhibit a deep understanding of subject matter;  differentiate instruction based on needs, interests, and backgrounds; use a variety of appropriate instructional strategies; and use various assessment strategies (e.g., constructed-response test items, reflective assessments, academic prompts, culminating performance tasks and projects, interviews, rubrics, peer response groups) to monitor student progress toward meeting rigorous standards. They plan interdisciplinary units with colleagues and can articulate a rationale for why specific instructional strategies and assessments are appropriate to specific content or objectives.



	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – With the adoption of our new Blended Learning Model, teasers in every content area are using a unified curriculum to differentiate instruction based on the needs, interest, and backgrounds of students. There are many assessment strategies that teachers are currently using in the classroom to assess student’s learning. They are formative, summative and diagnostic (Knight, 2007).  Moreover, teachers exhibit a deep understating of subject matter, as we are a Title I school and every teacher is highly qualified teaching in their certification area. Our content curriculum and what student learns is aligned to the national, district and state standards. In addition, learning units are interdisciplinary, and teachers can articulate which instructional strategies and assessments are appropriate for student learning.

	RECOMMENDATIONS: To improve teachers understanding of subject matter and instructional strategies, we could have more professional learning on LoTi Levels and Indicators of Engaged Learning.  According to the LoTi Connection Framework, teachers should integrate technology in their lessons to promote rigor, higher order critical thinking, be challenging yet culturally responsive. In addition, encouraging more   collaborations among students,  promote authentic student problem-solving extending beyond the classroom, and engaged students in more instructional curriculum that is entirely learner- based where the content, process, and product differs, could change the teaching and learning process for our at-risk students (LoTi Connection, 2015).




	PL 3.3  Sustained Development of Deep Understanding of Content and Strategies

	|_| Not Addressed
	|X| Emergent
	|_| Operational
	|_| Fully Operational

	The principal and other leaders encourage but do not require teachers to participate in district-based professional development opportunities to increase knowledge of content, research-based instructional strategies, and assessments. There is minimal if any evidence of school-based professional development to promote student achievement. They create work schedules that result in teacher isolation and individual practice. 

	The principal and other leaders emphasize the importance of teachers’ deep understanding of content knowledge, research-based instructional strategies, and assessment strategies. They create work schedules to support collegial interaction and sharing and encourage teachers to participate in district-based professional development focused on content, pedagogy, and assessment.  
	The principal and other leaders promote teachers’ deep understanding of content knowledge, research-based instructional strategies, and assessment strategies as a high priority.   They avoid large-scale trainings that may not address the needs of all participants. They create work schedules to support collegial learning and differentiated professional development focused on content, pedagogy, and assessment.  Teacher learning time and application of strategies and assessments is closely monitored. 
	The principal and other leaders promote the sustained development of teachers’ deep understanding of content knowledge, research-based instructional strategies, and assessment strategies. All professional development activities are purposeful and aligned with specific individual and group needs. They create work schedules to support ongoing, collegial learning and differentiated professional development focused on content, pedagogy, and assessment.  Teacher learning time and application of strategies and assessments is closely monitored. 



	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – District-based professional development is encouraged at our school, and is regulated by teachers themselves. Teachers are most often encouraged by the administration to seek additional support through the district professional course development classes, but never forced or mandated. If a teacher wants to increase their knowledge, content pedagogy, research based instructional strategies, and assessment use they must choose to go on their own time before, during, or after work hours. According to the Professional Learning Standards (2015) , professional learning effective designs for professional learning assist educators in moving beyond comprehension of the surface features, to new ideas or practices to develop a more complete understanding of its purposes, critical attributes, meaning, and connection to other approaches. For the most part, the professional learning that is offered to teachers is very flexible. Our school just ensures that it offers an abundant amount of professional learning to meet the needs of all students.

	RECOMMENDATIONS: Our school can sustain staff development with a deep understanding of content curriculum, knowledge, and research based instructional strategies if there is continued support, resources and incentives offered to meet the needs of each learner. Teachers will participate if they are paid, earn rewards, and even gain professional learning credit towards certification. In addition, providing  support in the context of teachers time, work schedules and learning needs could further sustain district based professional learning.



	PL 3.4  Partnerships to Support Student Learning

	|_| Not Addressed
	|_| Emergent
	|X| Operational
	|_| Fully Operational

	There is no collaboration with parents or the community in developing activities to support learning. Communication through only written correspondence is limited to encouraging parents to attend school functions, yearly conferences, and performances.
	There is a school committee to focus on developing community partnerships to support student learning.  Communication through written correspondence or phone is about school programs, student progress, and encouraging attendance at school functions, yearly conferences, and performances.
	There is a committee that works with families and the community through partnerships that develop programs to support student learning.  Strategies are implemented to increase family involvement such as offering suggestions about ways parents can support student learning at home and communicating with families about school programs and student progress (e.g., information about report cards, grading practices, student work, homework, and school events) through a website, phone, email, voice mail, and written correspondence. 
	Partnerships among teachers, families, and the community are maintained to develop programs that support learning and enhance student skills and talents. Strategies are implemented to increase family involvement such as providing parent education workshops with information on child development and supporting student learning at home and communicating with families about school programs and student progress (e.g., information about report cards, grading practices, (student work, homework, and school events) through an interactive website, phone, email, voice mail and written correspondence. 



	EVIDENCE:  In the space below, provide detail evidence supporting your rating above – Our Title I Committee is dedicated to improving the relationships between school, parent and community. According to our LSPI, “we will build our parents capacity to support their children's academic achievement by implementing the activities identified in the Parent Involvement Policy and School/Parent Compact” (Give East LSPI, 2015). This is something that our Title I committee works hard to do. They collaborate with our community sponsors and families, to keep parents abreast on students’ progress in school. In addition, they have used Remind 101 to send parents up to date information, Newsletters to keep them inform of upcoming events, and parent workshops to train them in the use of our eClass online learning system. This great communication between school, family, and students drives the successes and failures of student learning. 

	RECOMMENDATIONS: To make this process fully operational, our school could continue to consistently communicate with parents about grading practices, school events, and programs that we offer. Go out in the community to volunteer, provide resources, and bring on other sponsors to help our needy or low-income families. Encourage teachers to communicate weekly with all of their students’ parents to increase parental involvement, and keep track of our progress as outline in the school improvement plan. Lastly, Knight (2007) asserts that building warm and affirming relationships with others while practicing great listening/communication skills will promote a greater understanding between you and the other person. This would be very beneficial for our students, teachers, parents, community leaders.












References
Give Center East School Improvement Plan (2016). Retrieved November 1, 2015 from Gwinnett County Schools
Knight, Jim. (2007). Instructional coaching: A partnership approach to improving instruction. Corwin Press: Thousand Oaks.
LoTi Frameworks. (2015). Retrieved October 4, 2015, from http://www.loticonnection.com
Standards for Professional Learning. (2015). Retrieved November 2, 2015 from Learning Forward Standards
[bookmark: _GoBack]Mayer, R. E., Alexander, P. A. (2011). Handbook of research on learning and instruction. Educational Psychology, p.249-256




