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2017-20 Plan Summary
THE STORY
Briefly describe the students and community and how the LEA serves them.
Golden Valley River School is an independent charter school. We serve approximately 330 students K through 8th grade. Our student population is
2% English Learner (EL), 34% are classified low-income, and 9.4% special education. Our student population demographic is made up of 18.8%
Hispanic, 1.2% Asian, 0.3% Filipino, 0.3% Native Hawaiian / Pacific Islander, 0.3% American Indian / Alaskan Native, 68.2% White, 10.9 % Multiple
races.
Our school is a community of parents and teachers using a curriculum inspired by Waldorf education that nourishes and inspires our students. The
education brings forth creative imagination, critical thinking, self-confidence, and a sense of delight, and respect for nature and humanity: while
building a strong academic foundation. Within this framework, each teacher selects and presents the subject matter using a curriculum inspired by
Waldorf Education and other best practices tailored to the learning needs of the children in his/her class and aligned with common core standards.
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LCAP HIGHLIGHTS
Identify and briefly summarize the key features of this year’s LCAP.
Working closely with stakeholders throughout the charter school, 5 goals have been identified for focus within the next three years.
Goal 1 – High-quality academics: GVRS will provide a high quality educational system and along with a comprehensive instructional public Waldorfinspired program designed to increase achievement in the classroom. # 5 actions/services (p.17-22)
Goal 2 – Broader community and family supports: GVRS will ensure students, staff, parents and the community are satisfied and engaged in our
schools and programs. # 7 actions/services (p.23 - 34)
Goal 3 – School Climate: GVRS is clean, safe, and has a positive climate for academic, emotional and physical needs of all students during school
day. # 6 actions/service (p.35 - 42)
Goal 4 – High-quality staff: GVRS will attract, recruit, and retain highly effective and diverse teachers with a California Teaching Credential and
Waldorf Education Certification. Once hired, if the teacher is not Waldorf trained, the school will provide an opportunity for Waldorf training on the
methodology and pedagogy. # 5 actions/services (p. 41 -46)
Goal 5 – Efficient operations: GVRS will improve the school budget and demonstrate cost-effective budget management in the allocation of funds. #
1 actions/services (p. 48-50)

REVIEW OF PERFORMANCE
Based on a review of performance on the state indicators and local performance indicators included in the LCFF Evaluation Rubrics, progress toward
LCAP goals, local self-assessment tools, stakeholder input, or other information, what progress is the LEA most proud of and how does the LEA plan
to maintain or build upon that success? This may include identifying any specific examples of how past increases or improvements in services for low-income
students, English learners, and foster youth have led to improved performance for these students.
This year CAASPP ELA test scores rose from 59 % of the students assessed met or exceeding the achievement
standard to 65 % of students assessed met or exceeded the achievement standard.

GREATEST
PROGRESS

Using the Accountability Dashboard, the measurement was not objective, as it was comparing data compiled
from 2 LEAS (our sister school, Golden Valley Orchard School).
The parent body is highly invested in multiple areas of volunteerism such as parent circle, festival committee,
safety committee, finance committee, class parents, field trip coordinators, and board of trustees.
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The school continues to implement RTI (Response to Intervention) educational services to support students who
need extra help in the areas of math, writing and reading.

Referring to the LCFF Evaluation Rubrics, identify any state indicator or local performance indicator for which overall performance was in the “Red” or
“Orange” performance category or where the LEA received a “Not Met” or “Not Met for Two or More Years” rating. Additionally, identify any areas that
the LEA has determined need significant improvement based on review of local performance indicators or other local indicators. What steps is the LEA
planning to take to address these areas with the greatest need for improvement?

Based on the 2016 CAASPP, 19.6 % of the River School students assessed exceeded the achievement standard,
20.5 % of the students assessed met the achievement standard. 36.5% of the students assessed nearly met the
achievement standard, and 23.3% of the students assessed did not meet the achievement standard.

GREATEST NEEDS

*(did not use data from Accountability Dashboard, for it included both schools)
We continue to invest in targeted support and intervention programs to meet the instructional needs of at-risk
students at all grade levels.
See: Goal 1 (pg. 17-22),

Referring to the LCFF Evaluation Rubrics, identify any state indicator for which performance for any student group was two or more performance
levels below the “all student” performance. What steps is the LEA planning to take to address these performance gaps?
CAASPP Math scores are incrementally improving. 2015 CAASPP Math scores rose from 8.9 % of students
assessed exceeding the achievement standard to 19.6% of students assessed exceeding the achievement
standard in 2016.

PERFORMANCE
GAPS

Additionally, 29% of students assessed did not met the achievement standard in 2015 on the CAASPP, and
23.3% of students assessed on the 2016 CAASPP did not meet the achievement standard in Math.
*(did not use data from Accountability Dashboard, as it includes both schools)
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INCREASED OR IMPROVED SERVICES
If not previously addressed, identify the two to three most significant ways that the LEA will increase or improve services for low-income students,
English learners, and foster youth.

Based on stakeholder feedback and research on effective practices, we are implementing more than 18 LCAP actions and services to improve services for our lowincome student sub-group at GVRS.

BUDGET SUMMARY
Complete the table below. LEAs may include additional information or more detail, including graphics.

DESCRIPTION

AMOUNT

Total General Fund Budget Expenditures for LCAP Year

$ 2,393,136

Total Funds Budgeted for Planned Actions/Services to Meet the Goals in
the LCAP for LCAP Year

$ 177,830

The LCAP is intended to be a comprehensive planning tool but may not describe all General Fund Budget Expenditures. Briefly describe any of the General Fund
Budget Expenditures specified above for the LCAP year not included in the LCAP.
The general fund budget expenditures of the amount of $2,577,765.00 was used in the category of certificated salaries, classified salaries, employee
benefits, books and supplies, services and other operating expenses and capital outlay that are not included in the LCAP.
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$ 2,586,042

Total Projected LCFF Revenues for LCAP Year
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Annual Update

LCAP Year Reviewed: 2016-2017

Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.

Goal
1

Students will improve their ELA proficiency scores through strategic academic
interventions, access to Common Core State Standards and instructional best
practices.

State and/or Local Priorities Addressed by this goal:

STATE
COE
LOCAL

x1 x2 x3 x4 x5 x6 x7 x8
9

10

___N/A___________________________________

ANNUAL MEASURABLE OUTCOMES
EXPECTED

ACTUAL

Beginning in the first grade the number of students who are at grade level or
above in reading will increase by an average of 5% through the course of any
given year.

Based on the end-of-year Golden Valley benchmark assessments, 53 % of
students were at or above grade level standards for ELA.

ACTIONS / SERVICES
Duplicate the Actions/Services from the prior year LCAP and complete a copy of the following table for each. Duplicate the table as needed.
Action

1

Actions/Services

Expenditures

Action

2

Empty Cell

Empty Cell

PLANNED

ACTUAL

Our students are introduced to formal reading instruction
beginning in first grade. Beginning in second grade and
continuing through the eighth grade, students below
grade level in reading will receive active interventions in
reading acquisition. (i.e. small group instruction)

30 % of students enrolled at GVRS received RTI services throughout
the 2016-17 school year.

BUDGETED

ESTIMATED ACTUAL

Cost of ES Staff
($15K – LCFF Base)

$15,000.00

Empty Cell

Empty Cell
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Actions/Services

Expenditures

Action

3

Actions/Services

Expenditures

PLANNED

ACTUAL

Maintain adequate standards, aligned instructional
materials and classroom supplies to support portfolio
assessment (main lesson books)

Middle School classes, grades 6-8, utilized the "Math in Focus"
common core aligned math curriculum during the 2016-17 school
year. Students in all grades were provided with instructional
materials and classroom supplies to support portfolio assessment.

BUDGETED

ESTIMATED ACTUAL

Cost of Main Lesson Books / crayons ($10K – LCFF SG)
Code 4100 and 4325

$10,000.00

Empty Cell

Empty Cell

PLANNED

ACTUAL

Student achievement will be measured by formative and
summative assessments.

Benchmark assessments aligned with Common Core standards
were created and administered three times during the 2016-17
school year. Students participated in the CAASPP summative
assessments.

BUDGETED

ESTIMATED ACTUAL

Illuminate Assessment Coordinator
($30K-LCFF SG)

$30,000.00

ANALYSIS
Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.
Use actual annual measurable outcome data, including performance data from the LCFF Evaluation Rubrics, as applicable.
Empty Cell

Describe the overall implementation of the
actions/services to achieve the articulated goal.

Teachers have implemented the common core aligned "Math in Focus" curriculum in grades 6-8. Students
are receiving differentiated instruction in Math. RTI push-in and pull-out support is provided as needed in
grades 3-8.

Describe the overall effectiveness of the
actions/services to achieve the articulated goal as
measured by the LEA.

All students were administered the GV Benchmark Assessments for ELA and Math every trimester
throughout the 2016-17 school year. Teachers analyze the results of these assessments and do further
assessments to determine interventions needed within the classroom as well as students needing shortterm interventions in small pull-out groups.
Comparison Fall to EOY Benchmark results
1st grade ELA Benchmark Assessment (based on California’s Common Core State Standards aligned with
the Alliance of Public Waldorf Education Standards) showed growth from 57% fall proficiency to 88%
spring proficiency.
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5th grade Math Benchmark Assessment (based on California’s Common Core State Standards aligned
with the Alliance of Public Waldorf Education Standards) showed growth from 14.8% fall proficiency to
38% spring proficiency.
Explain material differences between Budgeted
Expenditures and Estimated Actual Expenditures.

They have stayed the same.

Describe any changes made to this goal, expected
outcomes, metrics, or actions and services to achieve
this goal as a result of this analysis and analysis of
the LCFF Evaluation Rubrics, as applicable. Identify
where those changes can be found in the LCAP.

Effective implementation time of Math in Focus curriculum in grades 5-8. Additionally, Professional
Development in RTI Math has been a focus this year. Overall, the school decided to combine ELA and
Math into one goal to provide high quality education along with a comprehensive instructional program to
increase achievement in the classroom.
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Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.

Goal
2

All students will improve their Math proficiency scores through strategic academic interventions, access to Common Core State
Standards and instructional best practices.

State and/or Local Priorities Addressed by this goal:

STATE
COE
LOCAL

x1 x2 x3 x4 x5 x6 x7 x8
9

10

___N/A___________________________________

ANNUAL MEASURABLE OUTCOMES
EXPECTED

ACTUAL

Beginning in the first grade the number of students who are at grade level or
above in math will increase by an average of 5% through the course of any
given year.

Based on the end-of-year Golden Valley benchmark assessments, 39 %
of students are at or above grade level standards in math.

ACTIONS / SERVICES
Duplicate the Actions/Services from the prior year LCAP and complete a copy of the following table for each. Duplicate the table as needed.
Action

1

Actions/Services

Expenditures

Empty Cell

Empty Cell

PLANNED

ACTUAL

Students in the 1st - 8th grade will receive differentiated
instruction in Math using CCSS/Public Waldorf aligned
curriculum and materials.

30% of students enrolled at GVRS received RTI services during the
2016-17 school year.

BUDGETED

ESTIMATED ACTUAL

Cost of Educational Support (ES) Staff ($30K LCFF
Base)

$30,000.00
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Action 2

Actions/Services

Expenditures

PLANNED

ACTUAL

Student achievement will be measured by teacher
made formative and summative assessments

Benchmark assessments aligned with Common Core standards
were created and administered three times during the 2016-17
school year. Students participated in the CAASPP summative
assessments.

BUDGETED

ESTIMATED ACTUAL

Cost of ES Staff ($15K - LCFF Base)

$15,000.00

ANALYSIS
Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.
Use actual annual measurable outcome data, including performance data from the LCFF Evaluation Rubrics, as applicable.
Empty Cell

Describe the overall implementation of the
actions/services to achieve the articulated goal.

Teachers have implemented the common core aligned "Math in Focus" curriculum in grades 6-8.
Students are receiving differentiated instruction in Math. RTI push-in and pull-out support is provided as
needed in grades 3-8.
Effective implementation time of Math in Focus curriculum in grades 5-8. Additionally, Professional
Development in RTI Math has been a focus this year. Overall, the school decided to combine ELA and
Math into one goal to provide high quality education along with a comprehensive instructional program
to increase achievement in the classroom.

Describe the overall effectiveness of the
actions/services to achieve the articulated goal as
measured by the LEA.

Comparison Fall to EOY Benchmark results

Explain material differences between Budgeted
Expenditures and Estimated Actual Expenditures.

N/A
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Describe any changes made to this goal, expected
outcomes, metrics, or actions and services to
achieve this goal as a result of this analysis and
analysis of the LCFF Evaluation Rubrics, as
applicable. Identify where those changes can be
found in the LCAP.

Goal
3

N/A

All students will be housed in appropriate San Juan Unified School District facilities.

State and/or Local Priorities Addressed by this goal:

STATE
COE
LOCAL

x1 x2 x3 x4 x5 x6 x7 x8
9

10

___N/A___________________________________

Action 1

Actions/Services

Expenditures

PLANNED

ACTUAL

Work with San Juan District Facilities Director on
the Facilities Use Agreement that satisfies the needs of
our student population.

Continue to work with San Juan Facilities Director to continue to
meet the needs of all students who attend GVRS.

BUDGETED

ESTIMATED ACTUAL

0

0

Action 2
Actions/Services

PLANNED

ACTUAL

Work with San Juan District Facilities Director to
adequately maintain the facilities.

San Juan Unified School District updated alarm system
infrastructure.
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BUDGETED

Expenditures

ESTIMATED ACTUAL

0

0

ANALYSIS
Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.
Use actual annual measurable outcome data, including performance data from the LCFF Evaluation Rubrics, as applicable.
Empty Cell

Describe the overall implementation of the
actions/services to achieve the articulated goal.

The school continues to negotiate facility arrangements with San Juan Unified School District.

Describe the overall effectiveness of the
actions/services to achieve the articulated goal as
measured by the LEA.

N/A

Explain material differences between Budgeted
Expenditures and Estimated Actual Expenditures.

N/A

Describe any changes made to this goal, expected
outcomes, metrics, or actions and services to
achieve this goal as a result of this analysis and
analysis of the LCFF Evaluation Rubrics, as
applicable. Identify where those changes can be
found in the LCAP.

None

Goal
4

All students will be educated in a learning environment that is safe, drug free and conducive to learning.

State and/or Local Priorities Addressed by this goal:

STATE

x1 2

3 4

5

6

7 8
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COE
LOCAL

9

10

___N/A___________________________________

ANNUAL MEASURABLE OUTCOMES
EXPECTED

ACTUAL

Increase positive behavior supports to ensure a safe and healthy learning
environment where students are engaged.

Action 1

Actions/Services

Expenditures

PLANNED

ACTUAL

Create grade level appropriate descriptions for
categories of disruptive student behavior which will
provide teachers with guidelines for issuing Behavior
Referrals.

Contracted Psychologist and Speech Therapist have designed and
implemented SST (Student Study Team) procedures as well as
behavior supports, social skills groups and behavior plans.

BUDGETED

ESTIMATED ACTUAL

0

Action 2
Actions/Services

PLANNED

ACTUAL

The School Climate Leadership Team, made up of

See above *Action 1 actual

administration and teachers, will develop the criteria as
stated above.
BUDGETED

Expenditures

0

ESTIMATED ACTUAL

0

Action 3
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Actions/Services

Expenditures

PLANNED

ACTUAL

Implement the Nurtured Heart (Positive Behavior),

Subject Specialists received Nurtured Heart training and
professional development this year.

Virtues Project, and Hope System (social skills) at all
grade levels. Including purchasing of materials.
BUDGETED

ESTIMATED ACTUAL

$2,000.00

$2,000.00

ANALYSIS
Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.
Use actual annual measurable outcome data, including performance data from the LCFF Evaluation Rubrics, as applicable.
Empty Cell

Describe the overall implementation of the
actions/services to achieve the articulated goal.

Subject Specialty teachers were trained in the Nurtured Heart Program.
Social Skills groups are offered for students through contracted Speech Therapist and School
Psychologist.

Describe the overall effectiveness of the
actions/services to achieve the articulated goal as
measured by the LEA.

Explain material differences between Budgeted
Expenditures and Estimated Actual Expenditures.

N/A

Describe any changes made to this goal, expected
outcomes, metrics, or actions and services to
achieve this goal as a result of this analysis and
analysis of the LCFF Evaluation Rubrics, as
applicable. Identify where those changes can be
found in the LCAP.

Increase of suspensions 2016-17 suspension data: 14 suspensions and (11 students)
2015-16 school year had 5 suspensions (5 students)
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Goal
5

Attract more parents to Parent Enrichment opportunities and class meetings.

State and/or Local Priorities Addressed by this goal:

STATE
COE
LOCAL

1 2
9

3x 4x

5x

6x

7

8

10

___N/A___________________________________

ANNUAL MEASURABLE OUTCOMES
EXPECTED

ACTUAL

The number of parents who attend Parent Enrichment offerings and class
meetings will increase by 5% annually. Data will be collected on sign-in
sheets.

28% of parents attended Parent Enrichment Events.

Action 1

Actions/Services

Expenditures

PLANNED

ACTUAL

Advertise events to parent through a variety of
communication methods.

Phone messages (all-calls, blackboard connect) website, fliers, and
emails were all used as communication to advertise school events
in the community.

BUDGETED

ESTIMATED ACTUAL

$1250 for advertising (LCFF Base)

$1250.00

Action 2
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Actions/Services

Expenditures

PLANNED

ACTUAL

Provide childcare for students during Parent
Enrichment offerings.

The school provided childcare for Parent Enrichment Events.

BUDGETED

ESTIMATED ACTUAL

$500

$500.00

ANALYSIS
Complete a copy of the following table for each of the LEA’s goals from the prior year LCAP. Duplicate the table as needed.
Use actual annual measurable outcome data, including performance data from the LCFF Evaluation Rubrics, as applicable.
Empty Cell

Describe the overall implementation of the
actions/services to achieve the articulated goal.

The actions and services were accomplished. More parents attended parent enrichment events in the
fall of 2016 and spring of 2017.

Describe the overall effectiveness of the
actions/services to achieve the articulated goal as
measured by the LEA.

The advertisement method was successful which resulted in increasing the percentage of parents
attending parent enrichment events.

Explain material differences between Budgeted
Expenditures and Estimated Actual Expenditures.

N/A

Describe any changes made to this goal, expected
outcomes, metrics, or actions and services to
achieve this goal as a result of this analysis and
analysis of the LCFF Evaluation Rubrics, as
applicable. Identify where those changes can be
found in the LCAP.

None at this time.
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Stakeholder Engagement
-LCAP Year

X 2017–18

X2018–19

X 2019–20

Empty Cell

INVOLVEMENT PROCESS FOR LCAP AND ANNUAL UPDATE
How, when, and with whom did the LEA consult as part of the planning process for this LCAP/Annual Review and Analysis?

Town Hall Meetings - September 28, 2016 and February 8, 2017
Surveys to stakeholders: February 27-March 13
Faculty and Staff - February 27, 2017
5th-8th grade students – February 28, 2017
Parent survey – March 6, 2017

IMPACT ON LCAP AND ANNUAL UPDATE
How did these consultations impact the LCAP for the upcoming year?

The surveys and town hall meetings will enable the school to navigate with stakeholder input. The consultation from the stakeholders will drive the school to
improve current committees who support the needs expressed by parents and students.
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Goals, Actions, & Services
Strategic Planning Details and Accountability
Complete a copy of the following table for each of the LEA’s goals. Duplicate the table as needed.

x New

Goal 1

Modified

Unchanged

– High-quality academics: GVRS will provide a high quality educational system and along with a comprehensive instructional
public Waldorf inspired program designed to increase achievement in the classroom.

Empty Cell
Empty Cell

State and/or Local Priorities Addressed by this
goal:

STATE
COE
LOCAL

Identified Need

1

2
9

3

4 5

6

7

8

10

______________________________________

Math CAASPP results indicate 60% of students designate a need for improvement.
ELA CAASPP results indicate 35 % of students designate a need for improvement.

EXPECTED ANNUAL MEASURABLE OUTCOMES
Metrics/Indicators

Baseline

2017-18

2018-19

2019-20

CAASPP Math 40 % Met
/Exceeded standard

School 40 %

School 45 %

School 50 %

School 55 %

CAASPP ELA 65 %
standard Met/Exceeded

School 65 %

School 70 %

School 75 %

School 80 %

Academic Indicator
rubric data to monitor
progress in the CA state
indicator

Cannot use as baseline, as it used
data compiled from 2 LEA’s.

GVRS ELA Achievement
Scores

Over 52% met or exceeded ELA
achievement standards

School 55%

School 57%

School 59%
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GVRS Math
Achievement Scores

39% met or exceeded Math

School 41%

School 43%

School 45%
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PLANNED ACTIONS / SERVICES
Complete a copy of the following table for each of the LEA’s Actions/Services. Duplicate the table, including Budgeted Expenditures, as needed.

Action

1

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
English Learners

Foster Youth

Scope of Services
Location(s)

All schools

LEA-wide

x Low Income
Schoolwide

OR

Specific Schools:___________________

Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

1 hour a month of Professional Development focusing on
Math, ELA and NGSS

1 hour a month of Professional Development
focusing on Math, ELA and NGSS

1 hour a month of Professional Development on Math,
ELA and NGSS

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

1500.00

Amount

2000.00

Amount

2000.00

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base
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Budget Reference

Action

Budget
Reference

Object code 1100

1.1

Empty Cell

Budget
Reference

Object code 110

Object code 1100

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
Foster Youth

x Low Income

LEA-wide

Schoolwide

English Learners
Scope of Services
Location(s)

All schools

Specific Schools:___________________

OR

Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

On-going evaluation and mentorship from Principal and
contracted mentors.

On-going evaluation and mentorship from
Principal and contracted mentors.

On-going evaluation and mentorship from Principal
and contractor mentors.

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

10,000.00

Amount

10,000.00

Amount

10,000.00

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base
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Budget Reference

Action

Budget
Reference

Object Code 1300 and 5800

1.2

Empty Cell

Budget
Reference

Object 1300 and 5800

Object Code 1300 and 5800

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
Foster Youth

x Low Income

LEA-wide

Schoolwide

English Learners
Scope of Services
Location(s)

All schools

Specific Schools:___________________

OR

Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

Summer professional development for Waldorf Curriculum

Summer professional development for
Waldorf Curriculum

Summer professional development for Waldorf
Curriculum

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20
Amount

Amount

$4,660.00

Amount

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base

Budget Reference

Object code 5200

Budget
Reference

Object code 5200

Budget
Reference

Object code 5200
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Action

1.3

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served

All

Location(s)

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
Foster Youth

x Low Income

LEA-wide

Schoolwide

English Learners
Scope of Services
Location(s)

All schools

Specific Schools:___________________

OR

Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

Provide teachers with professional development upon
benchmark results

Provide teachers with professional
development upon benchmark results

Provide teachers with professional development upon
benchmark results

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20
Amount

Amount

$3,398.30

Amount

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base

Budget Reference

Object 5000 series

Budget
Reference

Resource 0000 – Object 5000
series

Budget
Reference

Resource 0000 – Object 5000 series

Action

1.4

Empty Cell

Empty Cell
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For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
Foster Youth

x Low Income

LEA-wide

Schoolwide

English Learners
Scope of Services
Location(s)

All schools

Specific Schools:___________________

OR

Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

On-going educational support for students that are performing
below grade level

On-going educational support for students
that are performing below grade level

On-going educational support for students that are
performing below grade level

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

$40,000

Amount

$40,000

Amount

$45,000

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base

Budget Reference

Object codes 1100 -1999 & 4000 - 4999

Budget
Reference

Object codes 1100 -1999 &
4000 - 4999

Budget
Reference

Object codes 1100 -1999 & 4000 - 4999

Complete a copy of the following table for each of the LEA’s goals. Duplicate the table as needed.
New

Modified

Unchanged
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Goal 2

Goal 2 – Broader community and family supports: GVRS will ensure students, staff, parents and the community are satisfied
and engaged in our schools and programs. # actions/services (pp)

Empty Cell
Empty Cell

State and/or Local Priorities Addressed by this goal:

STATE
COE
LOCAL

Identified Need

1

2
9

3 4

5

6 7 8

10

______________________________________

Updated technology to improve communication from school to parents
To develop a clear structure of the organization for the stakeholders

EXPECTED ANNUAL MEASURABLE OUTCOMES
Metrics/Indicators

Monitor yearly LCAP
parent survey

Baseline
Implementation of LCAP parent
survey – first year
45% of River families who
participated in the LCAP parent
survey

2017-18

2018-19

2019-20

Increase 55% of families to
participate in the LCAP parent
survey

Increase 60% of families to
participate in the LCAP parent
survey

Increase 65% of families to
participate in the LCAP parent survey

Monitor parents’
attendance to parent circle
and festival committee.

12-22 parents who regularly
attend parent circle monthly
meetings.

Increase attendance of parents who
attend the parent circle monthly
meetings by 2%

Increase attendance of parents
attend the parent circle monthly
meetings by 2%

Increase attendance of parents
attend the parent circle monthly
meetings by 2%

Monitor parents’
attendance to parent
enrichment events

A total of 80 parents attended
parent enrichment events

Increase attendance of parents who
attend parent enrichment events by
3%

Increase attendance of parents who
attend parent enrichment events
by 5%

Increase attendance of parents who
attend parent enrichment events by
5%

Monitor Parent information
meeting attendance

40 prospective parents attended the
last 3 Parent Information Meetings
(PIM)

Increase attendance of
prospective parents to (PIM) by
5%

Increase attendance of prospective
parents to (PIM) by 5%

Increase attendance of prospective
parents to (PIM) by 5%
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PLANNED ACTIONS / SERVICES
Complete a copy of the following table for each of the LEA’s Actions/Services. Duplicate the table, including Budgeted Expenditures, as needed.

2.0

Action

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
LEA-wide
Group(s)

Scope of Services
Location(s)

All schools

x Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New
-

2018-19
Modified

Unchanged

New

On-going parent involvement in Parent Circle
(PTA), festivals.

-

2019-20
Modified

Unchanged

New

On-going parent involvement in
Parent Circle (PTA), festivals.

-

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Modified

Unchanged

On-going parent involvement in Parent
Circle (PTA), festivals.

Amount

0

Amount

0

Amount

0

Source

N/A

Source

N/A

Source

N/A

Budget
Reference

N/A

Budget
Reference

N/A

Budget
Reference

N/A
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2.1

Action

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
LEA-wide
Group(s)

Scope of Services
Location(s)

All schools

x Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New
-

2018-19
Modified

Unchanged

Fostering on-going volunteerism on field trips,
in the classroom and school support

New

2019-20
Modified

Unchanged

New

Fostering on-going volunteerism on
field trips, in the classroom and school
support

-

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Modified

Unchanged

Fostering on-going volunteerism on field
trips, in the classroom and school support

Amount

0

Amount

0

Amount

0

Source

0

Source

0

Source

0

Budget
Reference

0

Budget
Reference

0

Budget
Reference

0
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Action
Empty Cell

2.2

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

[Specific Student Group(s)]___________________

All schools
Specific Schools:___________________
spans:__________________

Specific Grade

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners
Scope of Services

Location(s)

Foster Youth
LEA-wide
Student Group(s)

x Low Income
Schoolwide

OR

All schools
Specific Schools:___________________
spans:__________________

Limited to Unduplicated
Specific Grade

ACTIONS/SERVICES
2017-18

2018-19

New
Unchanged
-

Modified

Updating technology that
will improve the
communication with
stakeholders

2019-20

New
-

Modified

Unchanged

New

Updating technology that will improve the communication with
stakeholders

-

Modified

Unchanged

Updating technology that will improve the
communication with stakeholders

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

$250

Amount

$1050

Amount

$1050

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base

Budget Reference

Resource
0000 Object

Budget Reference

Resource 0000 Object
4000/5000 series

Budget
Reference

Resource 0000 Object 4000/5000
series
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4000/5000
series
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2.3

Action

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
LEA-wide
Group(s)

Scope of Services
Location(s)

All schools

x Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18

2018-19

New

Modified

Unchanged

2019-20

New

Modified

Unchanged

New

Developing a clear structure of the
organization

Developing a clear structure of the organization

Modified

Developing a clear structure of the
organization

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

0

Amount

0

Source

0

Source

0

Budget
Reference

0

Budget
Reference

0

Unchanged

Amount

0
0

Budget
Reference

0
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2.4

Action

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
LEA-wide
Group(s)

Scope of Services
Location(s)

All schools

x Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18

2018-19

New

Modified

Unchanged

2019-20

New

Modified

Unchanged

New

Provide parent enrichment events to
support parents with Waldorf
Education in the public and charter
school movement

Provide parent enrichment events to support
parents with Waldorf Education in the public and
charter school movement

Modified

Provide parent enrichment events to support
parents with Waldorf Education in the public
and charter school movement

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

$1200

Amount

$1200

Source

LCFF Base

Source

LCFF Base

Budget
Reference

Resource 0000 Object 5000 series

Budget
Reference

Resource 0000 Object 5000
series

Unchanged

Amount

$1200
LCFF Base

Budget
Reference

Resource 0000 Object 5000 series
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2.5

Action

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
LEA-wide
Group(s)

Scope of Services
Location(s)

All schools

x Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18

2018-19

New

Modified

Unchanged

2019-20

New

Modified

Unchanged

New

On-going parent information
meetings to recruit new students

On-going parent information meetings to recruit
new students

Modified

On-going parent information meetings to
recruit new students

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

$3500

Amount

$3500

Source

LCFF Base

Source

LCFF Base

Budget
Reference

Resource 0000 Object 5000 series

Budget
Reference

Resource 0000 Object
5000 series

Empty Cell

Unchanged

Amount

$3500
LCFF Base

Budget
Reference

Resource 0000 Object 5000 series

Empty Cell
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Action

2.6
For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

X English Learners

Foster Youth
LEA-wide
Group(s)

Scope of Services
Location(s)

All schools

x Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18

2018-19

New

Modified

Unchanged

2019-20

New

Modified

Unchanged

New

Work with student services,
administrators, parent groups,
student council, staff to develop
ideas to increase student daily
attendance

Work with student services, administrators, parent
groups, student council, staff to develop ideas to
increase student daily attendance

Modified

Work with student services, administrators,
parent groups, student council, staff to
develop ideas to increase student daily
attendance

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

0

Amount

0

Source

0

Source

0

Budget
Reference

0

Budget
Reference

0

Unchanged

Amount

0
0

Budget
Reference

0

complete a copy of the following table for each of the LEA’s goals. Duplicate the table as needed.
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New

Goal 3

Modified

Unchanged

School Climate: GVRS is clean, safe, and has a positive climate for academic, emotional and physical needs of all students
during school day.

Empty Cell
Empty Cell

State and/or Local Priorities Addressed by this goal:

STATE

1

2 3

COE

9

10

LOCAL

Identified Need

•
•
•

4

5

6 7 8

______________________________________
Developing a behavior support committee
Continuing to have an active student council
Employ a school psychologist

EXPECTED ANNUAL MEASURABLE OUTCOMES
Metrics/Indicators

Baseline

2017-18

2018-19

2019-20

Using suspension rate
indicator rubric data to
monitor progress in the
State indicator

14 suspensions (11 students) were
suspended based on 330 students

Suspension will stay the same and/
or decrease

Suspension will stay the same
and/or decrease

Suspension will stay the same and/or
decrease

Monitor school climate
through parent survey

45% parents who participated on
the survey

Parent participation on the survey
will increase by 5-10%

Parent participation on the survey
will increase by 5%

Parent participation on the survey
will increase by 5%

9
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PLANNED ACTIONS / SERVICES
Complete a copy of the following table for each of the LEA’s Actions/Services. Duplicate the table, including Budgeted Expenditures, as needed.

Action

3.0

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Scope of Services
Location(s)

All schools

LEA-wide

Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student Group(s)

Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

On-going Safety Committee (consists of one parent, teacher,
principal, and administrative assistant)

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

On-going Safety Committee (consists of one
parent, teacher, principal, and administrative
assistant)

On-going Safety Committee (consists of one parent,
teacher, principal, and administrative assistant)

2018-19

2019-20

BUDGETED EXPENDITURES
2017-18

Amount

0

Amount

0

Amount

0

Source

0

Source

0

Source

0
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Budget Reference

Action

Budget
Reference

0

3.1

Empty Cell

Budget
Reference

0

0

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Scope of Services
Location(s)

All schools

LEA-wide

Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student Group(s)

Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

Employ a school psychologist (part-time)

Employ a school psychologist (full time)

Retaining a school psychologist (full time)

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

$49,050.00

Amount

$100,00.00

Amount

$100,000.00

Source

LCFF Base

Source

LCFF Base

Source

LCFF Base

Budget Reference

Budget
Reference

Budget
Reference
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Action

3.2

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Scope of Services
Location(s)

All schools

Low Income

LEA-wide
Group(s)

Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student

Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

Continuing to have an active student council lead by 7th grade
teacher

2019-20

New Modified

X Unchanged

New

Modified

X Unchanged

Continuing to have an active student council
led by 7th grade teacher

Continuing to have an active student council lead by 7th
grade teacher

2018-19

2019-20

BUDGETED EXPENDITURES
2017-18

Amount

0

Amount

0

Amount

0

Source

0

Source

0

Source

0

Budget Reference

0

Budget
Reference

0

Budget
Reference

0
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3.3

Action

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Scope of Services
Location(s)

All schools

LEA-wide
Group(s)

Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student

Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New

Modified

Unchanged

On-going, active communication with parents about chronic
absences

On-going, active communication with
parents about chronic absences

On-going, active communication with parents about
chronic absences

BUDGETED EXPENDITURES

Empty Cell

Empty Cell

2017-18

2018-19

2019-20

Amount

$2,500.00

Amount

$2,500.00

Amount

$2,500.00

Source

LCFF Base

Source

LCFF

Source

LCFF

Budget Reference

Object Code Series 1000 -5999

Budget
Reference

Object Code Series 10005999

Budget
Reference

Object Code Series 1000-5999

Empty Cell

Empty Cell
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3.4

Action

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Scope of Services
Location(s)

All schools

LEA-wide
Group(s)

Low Income
Schoolwide

Specific Schools:___________________

OR

Limited to Unduplicated Student

Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

Developing a behavior support committee to reduce suspensions

2019-20

New X Modified

Unchanged

New

X Modified

Unchanged

Developing a behavior support committee to
reduce suspensions

Developing a behavior support committee to reduce
suspensions

2018-19

2019-20

BUDGETED EXPENDITURES
2017-18

Amount

0

Amount

500

Amount

500

Source

0

Source

LCFF Base

Source

LCFF Base

Budget Reference

0

Budget
Reference

TBD

Budget
Reference

TBD

Duplicate the table as needed.
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New

Goal 4

Modified

Unchanged

Goal 4 – High-quality staff: GVRS will attract, recruit, and retain highly effective and diverse teachers with a California Teaching
Credential and Waldorf Education Certificate. Once hired, if the teacher is not Waldorf trained, the school will provide an
opportunity for Waldorf training on the methodology and pedagogy.

Empty Cell
Empty Cell

State and/or Local Priorities Addressed by this goal:

STATE

1 2 3

COE

9

LOCAL

Identified Need

-

4 5 6 7 8

10

______________________________________
Development of teacher evaluation form aligned with ESSA
On-going support for teachers with preliminary credential
On-going professional development to support teachers with instructional methods
On-going support with outside mentoring
Trying to be competitive in teaching salary scale with local district
To attract highly qualified teachers, school will participate in education job fair and EdJoin

EXPECTED ANNUAL MEASURABLE OUTCOMES
Metrics/Indicators

Baseline

2017-18

2018-19

2019-20

Monitoring teachers’
credential status

85% of FTE staff who are fully
credentialed (clear induction)

90% of FTE staff who are fully
credentialed (clear induction)

95% of FTE staff who are fully
credentialed (clear induction)

100% of FTE Staff who are fully
credentialed (clear induction)

Monitor the teachers’
yearly evaluation with
rubric

100% percent of the teachers
were evaluated

100% percent of the teachers were
evaluated

100% percent of the teachers were
evaluated

100% percent of the teachers were
evaluated

Monitor the teachers’
attendance to professional
development

100% percent of the teachers
attended one or more professional
development trainings

100% percent of the teachers
attended one or more professional
development trainings

100% percent of the teachers
attended one or more professional
development trainings

100% percent of the teachers
attended one or more professional
development trainings
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PLANNED ACTIONS / SERVICES
Complete a copy of the following table for each of the LEA’s Actions/Services. Duplicate the table, including Budgeted Expenditures, as needed.

Action

4.0

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

X Low Income
Scope of Services

Location(s)

All schools

Specific Schools:___________________

LEA-wide
Schoolwide
OR
Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New
-

2018-19
Modified

Unchanged

Current full-time teachers will be attending “Art of Teaching”
as a requirement by the organization at a local Waldorf
institute to develop efficient lesson plans over the summer for
the upcoming school year.

New
Unchanged

2019-20
Modified

New

Modified

Unchanged

Current full-time teachers will be
attending “Art of Teaching” as a
requirement by the organization at a
local Waldorf institute to develop
efficient lesson plans over the summer
for the upcoming school year.

Current full-time teachers will be attending
“Art of Teaching

2018-19

2019-20

” as a requirement by the organization at a
local Waldorf institute to develop efficient
lesson

BUDGETED EXPENDITURES
2017-18
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$6,343.01

Amount

Teacher Training (certification – RSC)

Source

Budget
Reference

Action

Amount

Resource 0000 Object 5000 series

4.1

Empty Cell

Amount

Source

Teacher Training
(certification -RSC)

Source

Teacher
Training
(certificatio
n – RSC)

Budget Reference

Resource 0000
Object 5000 series

Budget
Reference

Resource
0000
Object
5000 series

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Low Income
Scope of Services

Location(s)

All schools

Specific Schools:___________________

LEA-wide
Schoolwide
OR
Limited to Unduplicated Student Group(s)
Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New
-

2018-19
Modified

Unchanged

New teachers without a Waldorf Education background, will
attend a local Waldorf institute over the summer in to learn the
fundamentals of Waldorf curriculum which is tied CCSS

2019-20

New
Unchanged

Modified

New teachers without a
Waldorf Education
background, will attend a local
Waldorf institute over the
summer to learn the
fundamentals of Waldorf
curriculum which is tied CCSS

New

Modified

Unchanged

New teachers without a Waldorf
Education background, will attend
a local Waldorf institute over the
summer in order to learn the
fundamentals of Waldorf
curriculum which is tied CCSS
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BUDGETED EXPENDITURES
2017-18

Amount

Source

Budget
Reference

Action

2018-19

$4,660.00

Amount

Teacher Training (certification – RSC)

Resource 0000 Object 5000 series

4.2

2019-20

Empty Cell

Amount

Source

Teacher Training
(certification -RSC)

Source

Teacher
Training
(certificatio
n – RSC)

Budget Reference

Resource 0000
Object 5000 series

Budget
Reference

Resource
0000
Object
5000 series

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

X Low Income

Scope of Services
Location(s)

All schools

LEA-wide
Schoolwide
Unduplicated Student Group(s)

Specific Schools:___________________

OR

Limited to

Specific Grade spans:__________________

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

New

2019-20
Modified

Unchanged

New
Unchanged

Modified
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School will place teachers with a preliminary
credential into an Induction program through the
Placer County Office of Education.

School will place teachers with a preliminary
credential into an Induction program through the
Placer County Office of Education.

School will place
teachers with a
preliminary
credential into an
induction program
through Sacramento
County.

BUDGETED EXPENDITURES
2017-18

2018-19

Amount

FTE $7,720.00 (total $15,440.00 includes ES & SS)

Amount

Source

LCFF Base

Source

Budget
Reference

Action

Resource 0000 Object 5000 series

4.3

Empty Cell

2019-20

Amount
LCFF Base

Budget Reference

Resource 0000 Object
5000 series

Source

LCFF
Base

Budget
Reference

Resource
0000
Object
5000
series

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

[Specific Student Group(s)]___________________

All schools
Specific Schools:___________________
spans:__________________

Specific Grade

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
Scope of Services

Location(s)

Low Income
LEA-wide
Schoolwide
Unduplicated Student Group(s)

All schools
Specific Schools:___________________
spans:__________________

OR

Limited to

Specific Grade
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ACTIONS/SERVICES
2017-18

2018-19

New
-

Modified

Unchanged

2019-20

New

Modified

New
Unchanged

Unchanged

School will seek out a professional mentor to
support teachers with instruction and
evaluation.

School will seek out a professional mentor to support
teachers with instruction and evaluation.

Modified

School will seek out a
professional mentor to
support teachers with
instruction and
evaluation.

BUDGETED EXPENDITURES
2017-18

2018-19

TBD

Amount

2019-20

TBD

Amount

TBD

Amount

Source

Source

Source

Budget
Reference

Budget Reference

Budget
Reference

Action

4.4

Empty Cell

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

All schools

[Specific Student Group(s)]___________________

Specific Schools:___________________

Specific Grade spans:__________________

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth
Scope of Services

Location(s)

All schools

X Low Income

LEA-wide
Schoolwide
Unduplicated Student Group(s)

Specific Schools:___________________

OR

Limited to

Specific Grade spans:__________________
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ACTIONS/SERVICES
2017-18

2018-19

New
-

Modified

Unchanged

2019-20

New
-

School will develop a new evaluation form that is
aligned with ESSA and the California Standards for
the Teacher Profession

Modified

Unchanged

School will develop a new evaluation form
that is aligned with ESSA and the
California Standards for the Teacher
Profession

New
Unchanged
-

-

Modified

School will develop a new
evaluation form that is aligned
with ESSA and the California
Standards for the Teacher
Profession

BUDGETED EXPENDITURES
2017-18

2018-19

2019-20

Amount

0

Amount

0

Amount

0

Source

0

Source

0

Source

0

Budget
Reference

Resource 0000 Object 5000 series

Budget Reference

Resource 0000
Object 5000 series

Budget
Reference

Resource 0000
Object 5000
series

x New

Goal 5

Modified

Unchanged

GVRS will reduce the cost paid for administrative services, allowing more funds for educational programs.

Empty Cell
Empty Cell

State and/or Local Priorities
Addressed by this goal:

STATE
COE
LOCAL

1 2 3
9

4

6

X7 8

10

______________________________________
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Identified Need

GVRS will reduce the costs paid for administrative services, allowing more funds for education programs.

EXPECTED ANNUAL MEASURABLE OUTCOMES
Metrics/Indicators
Monitoring and
reducing central
management fee

Action

5.0

Baseline

2017-18

Central Office Management
fee of $252,416.09
Empty Cell

201920

2018-19

3% reduction

3% reduction

Empty Cell

For Actions/Services not included as contributing to meeting the Increased or Improved Services Requirement:
Students to be Served
Location(s)

All

Students with Disabilities

[Specific Student Group(s)]___________________

All schools
Specific Schools:___________________
spans:__________________

Specific Grade

OR
For Actions/Services included as contributing to meeting the Increased or Improved Services Requirement:
be Served

English Learners

Foster Youth

Scope of Services
Location(s)

LEA-wide
Student Group(s)

Low Income
Schoolwide

OR

All schools
Specific Schools:___________________
spans:__________________

Limited to Unduplicated
Specific Grade

ACTIONS/SERVICES
2017-18
New

2018-19
Modified

Unchanged

The Leadership Team will find ways to reduce the cost paid for
administrative services to allocate funds for educational
programs.

2019-20
New

Modified

X Unchanged

New

Modified

X Unchanged

The Leadership Team will find ways to
reduce the cost paid for administrative
services to allocate funds for educational
programs.
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BUDGETED EXPENDITURES
2017-18

2018-19

Amount

Amount
Source

2019-20

LCFF Base

Source

LCFF Base

Budget
Reference

Budget Reference

Amount

TBD

Source

LCFF Base

Budget
Reference

Demonstration of Increased or Improved Services for Unduplicated Pupils
LCAP Year

X2017–18

2018–19

2019–20

Estimated Supplemental and Concentration Grant
Funds:

$60,332

7.39 %

Percentage to Increase or Improve Services:

Describe how services provided for unduplicated pupils are increased or improved by at least the percentage identified above, either qualitatively or quantitatively, as
compared to services provided for all students in the LCAP year.
Identify each action/service being funded and provided on a schoolwide or LEA-wide basis. Include the required descriptions supporting each schoolwide or LEA-wide use of
funds (see instructions).
The
End
Goal 1
1.0 See Appendix B
1.1 See Appendix B
1.2 See Appendix B
1.3 See Appendix B
1.4 See Appendix B

Goal 2
2.0 See Appendix C
2.1 See Appendix C
2.2 See Appendix C
2.3 See Appendix C
2.4 See Appendix C
2.6 See Appendix C

Goal 3
3.3 See Appendix D

Goal 4
4.0 See Appendix E
4.2 See Appendix E
4.4 See Appendix E
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Appendix
Local Control and Accountability Plan and Annual Update Template Instructions
Addendum
The Local Control and Accountability Plan (LCAP) and Annual Update Template documents and communicates local
educational agencies’ (LEAs) actions and expenditures to support student outcomes and overall performance. The LCAP
is a three-year plan, which is reviewed and updated annually, as required. Charter schools may complete the LCAP to
align with the term of the charter school’s budget, typically one year, which is submitted to the school’s authorizer. The
LCAP and Annual Update Template must be completed by all LEAs each year.
For school districts, the LCAP must describe, for the school district and each school within the district, goals and specific
actions to achieve those goals for all students and each student group identified by the Local Control Funding Formula
(LCFF) (ethnic, socioeconomically disadvantaged, English learners, foster youth, pupils with disabilities, and homeless
youth), for each of the state priorities and any locally identified priorities.
For county offices of education, the LCAP must describe, for each county office of education-operated school and
program, goals and specific actions to achieve those goals for all students and each LCFF student group funded through
the county office of education (students attending juvenile court schools, on probation or parole, or expelled under certain
conditions) for each of the state priorities and any locally identified priorities. School districts and county offices of
education may additionally coordinate and describe in their LCAPs services funded by a school district that are provided
to students attending county-operated schools and programs, including special education programs.
If a county superintendent of schools has jurisdiction over a single school district, the county board of education and the
governing board of the school district may adopt and file for review and approval a single LCAP consistent with the
requirements in Education Code (EC) sections 52060, 52062, 52066, 52068, and 52070. The LCAP must clearly
articulate to which entity’s budget (school district or county superintendent of schools) all budgeted and actual
expenditures are aligned.
Charter schools must describe goals and specific actions to achieve those goals for all students and each LCFF subgroup
of students including students with disabilities and homeless youth, for each of the state priorities that apply for the grade
levels served or the nature of the program operated by the charter school, and any locally identified priorities. For charter
schools, the inclusion and description of goals for state priorities in the LCAP may be modified to meet the grade levels
served and the nature of the programs provided, including modifications to reflect only the statutory requirements explicitly
applicable to charter schools in the EC. Changes in LCAP goals and actions/services for charter schools that result from
the annual update process do not necessarily constitute a material revision to the school’s charter petition.

For questions related to specific sections of the template, please see instructions below:

Instructions: Linked Table of Contents
Plan Summary
Annual Update
Stakeholder Engagement
Goals, Actions, and Services
Planned Actions/Services
Demonstration of Increased or Improved Services for Unduplicated Students
For additional questions or technical assistance related to completion of the LCAP template, please contact the local
county office of education, or the CDE’s Local Agency Systems Support Office at: 916-319-0809 or by email at:
lcff@cde.ca.gov.

Plan Summary
The LCAP is intended to reflect an LEA’s annual goals, actions, services and expenditures within a fixed three-year planning cycle.
LEAs must include a plan summary for the LCAP each year.
When developing the LCAP, mark the appropriate LCAP year, and address the prompts provided in these sections. When developing
the LCAP in year 2 or year 3, mark the appropriate LCAP year and replace the previous summary information with information
relevant to the current year LCAP.
In this section, briefly address the prompts provided. These prompts are not limits. LEAs may include information regarding local
program(s), community demographics, and the overall vision of the LEA. LEAs may also attach documents (e.g., the LCFF Evaluation
Rubrics data reports) if desired and/or include charts illustrating goals, planned outcomes, actual outcomes, or related planned and
actual expenditures.
An LEA may use an alternative format for the plan summary as long as it includes the information specified in each prompt and the
budget summary table.
The reference to LCFF Evaluation Rubrics means the evaluation rubrics adopted by the State Board of Education under EC Section
52064.5.

Budget Summary
The LEA must complete the LCAP Budget Summary table as follows:
•

Total LEA General Fund Budget Expenditures for the LCAP Year: This amount is the LEA’s total
budgeted General Fund expenditures for the LCAP year. The LCAP year means the fiscal year for which an
LCAP is adopted or updated by July 1. The General Fund is the main operating fund of the LEA and accounts
for all activities not accounted for in another fund. All activities are reported in the General Fund unless there
is a compelling reason to account for an activity in another fund. For further information please refer to the
California School Accounting Manual (http://www.cde.ca.gov/fg/ac/sa/). (Note: For some charter schools that
follow governmental fund accounting, this amount is the total budgeted expenditures in the Charter Schools
Special Revenue Fund. For charter schools that follow the not-for-profit accounting model, this amount is total
budgeted expenses, such as those budgeted in the Charter Schools Enterprise Fund.)

•

Total Funds Budgeted for Planned Actions/Services to Meet the Goals in the LCAP for the LCAP Year: This amount is
the total of the budgeted expenditures associated with the actions/services included for the LCAP year from all sources
of funds, as reflected in the LCAP. To the extent actions/services and/or expenditures are listed in the LCAP under more
than one goal, the expenditures should be counted only once.

•

Description of any use(s) of the General Fund Budget Expenditures specified above for the LCAP year not included in
the LCAP: Briefly describe expenditures included in total General Fund Expenditures that are not included in the total
funds budgeted for planned actions/services for the LCAP year. (Note: The total funds budgeted for planned
actions/services may include funds other than general fund expenditures.)

Total Projected LCFF Revenues for LCAP Year: This amount is the total amount of LCFF funding the LEA estimates it will
receive pursuant to EC sections 42238.02 (for school districts and charter schools) and 2574 (for county offices of
education), as implemented by EC sections 42238.03 and 2575 for the LCAP year respectively.

•

Annual Update
The planned goals, expected outcomes, actions/services, and budgeted expenditures must be copied verbatim from the previous
year’s* approved LCAP. Minor typographical errors may be corrected.
* For example, for LCAP year 2017/18 of the 2017/18 – 2019/20 LCAP, review the goals in the 2016/17 LCAP. Moving forward,
review the goals from the most recent LCAP year. For example, LCAP year 2020/21 will review goals from the 2019/20 LCAP
year, which is the last year of the 2017/18 – 2019/20 LCAP.

Annual Measurable Outcomes
For each goal in the prior year, identify and review the actual measurable outcomes as compared to the expected annual
measurable outcomes identified in the prior year for the goal.

Actions/Services
Identify the planned Actions/Services and the budgeted expenditures to implement these actions toward achieving the
described goal. Identify the actual actions/services implemented to meet the described goal and the estimated actual
annual expenditures to implement the actions/services. As applicable, identify any changes to the students or student
groups served, or to the planned location of the actions/services provided.

Analysis
Using actual annual measurable outcome data, including data from the LCFF Evaluation Rubrics, analyze whether the
planned actions/services were effective in achieving the goal. Respond to the prompts as instructed.
•

Describe the overall implementation of the actions/services to achieve the articulated goal. Include a
discussion of relevant challenges and successes experienced with the implementation process.

•

Describe the overall effectiveness of the actions/services to achieve the articulated goal as measured by the LEA.

•

Explain material differences between Budgeted Expenditures and Estimated Actual Expenditures. Minor variances in
expenditures or a dollar-for-dollar accounting is not required.

•

Describe any changes made to this goal, expected outcomes, metrics, or actions and services to achieve this goal as a
result of this analysis and analysis of the data provided in the LCFF Evaluation Rubrics, as applicable. Identify where
those changes can be found in the LCAP.

Stakeholder Engagement
Meaningful engagement of parents, students, and other stakeholders, including those representing the student groups identified by
LCFF, is critical to the development of the LCAP and the budget process. EC identifies the minimum consultation requirements for
school districts and county offices of education as consulting with teachers, principals, administrators, other school personnel, local
bargaining units of the school district, parents, and pupils in developing the LCAP. EC requires charter schools to consult with
teachers, principals, administrators, other school personnel, parents, and pupils in developing the LCAP. In addition, EC Section
48985 specifies the requirements for the translation of notices, reports, statements, or records sent to a parent or guardian.
The LCAP should be shared with, and LEAs should request input from, school site-level advisory groups, as applicable (e.g., school
site councils, English Learner Advisory Councils, student advisory groups, etc.), to facilitate alignment between school-site and
district-level goals and actions. An LEA may incorporate or reference actions described in other plans that are being undertaken to
meet specific goals.
Instructions: The stakeholder engagement process is an ongoing, annual process. The requirements for this section are the
same for each year of a three-year LCAP. When developing the LCAP, mark the appropriate LCAP year, and describe the
stakeholder engagement process used to develop the LCAP and Annual Update. When developing the LCAP in year 2 or year
3, mark the appropriate LCAP year and replace the previous stakeholder narrative(s) and describe the stakeholder
engagement process used to develop the current year LCAP and Annual Update.
School districts and county offices of education: Describe the process used to consult with the Parent Advisory
Committee, the English Learner Parent Advisory Committee, parents, students, school personnel, the LEA’s local

bargaining units, and the community to inform the development of the LCAP and the annual review and analysis for
the indicated LCAP year.
Charter schools: Describe the process used to consult with teachers, principals, administrators, other school
personnel, parents, and students to inform the development of the LCAP and the annual review and analysis for the
indicated LCAP year.
Describe how the consultation process impacted the development of the LCAP and annual update for the indicated LCAP year,
including the goals, actions, services, and expenditures.

Goals, Actions, and Services
LEAs must include a description of the annual goals, for all students and each LCFF identified group of students, to be achieved for
each state priority as applicable to type of LEA. An LEA may also include additional local priorities. This section shall also include a
description of the specific planned actions an LEA will take to meet the identified goals, and a description of the expenditures
required to implement the specific actions.
School districts and county offices of education: The LCAP is a three-year plan, which is reviewed and updated annually, as
required.
Charter schools: The number of years addressed in the LCAP may align with the term of the charter schools budget,
typically one year, which is submitted to the school’s authorizer. If year 2 and/or year 3 is not applicable, charter schools
must specify as such.
New, Modified, Unchanged
As part of the LCAP development process, which includes the annual update and stakeholder engagement, indicate if the
goal, identified need, related state and/or local priorities, and/or expected annual measurable outcomes for the current
LCAP year or future LCAP years are modified or unchanged from the previous year’s LCAP; or, specify if the goal is new.

Goal
State the goal. LEAs may number the goals using the “Goal #” box for ease of reference. A goal is a broad statement that
describes the desired result to which all actions/services are directed. A goal answers the question: What is the LEA seeking
to achieve?

Related State and/or Local Priorities
Identify the state and/or local priorities addressed by the goal by placing a check mark next to the applicable priority or
priorities. The LCAP must include goals that address each of the state priorities, as applicable to the type of LEA, and any
additional local priorities; however, one goal may address multiple priorities. (Link to State Priorities)

Identified Need
Describe the needs that led to establishing the goal. The identified needs may be based on quantitative or qualitative
information, including, but not limited to, results of the annual update process or performance data from the LCFF
Evaluation Rubrics, as applicable.

Expected Annual Measurable Outcomes
For each LCAP year, identify the metric(s) or indicator(s) that the LEA will use to track progress toward the expected
outcomes. LEAs may identify metrics for specific student groups. Include in the baseline column the most recent data
associated with this metric or indicator available at the time of adoption of the LCAP for the first year of the three-year
plan. The most recent data associated with a metric or indicator includes data as reported in the annual update of the LCAP
year immediately preceding the three-year plan, as applicable. The baseline data shall remain unchanged throughout the
three-year LCAP. In the subsequent year columns, identify the progress to be made in each year of the three-year cycle of
the LCAP. Consider how expected outcomes in any given year are related to the expected outcomes for subsequent years.
The metrics may be quantitative or qualitative, but at minimum an LEA must use the applicable required metrics for the
related state priorities, in each LCAP year as applicable to the type of LEA. For the student engagement priority metrics, as
applicable, LEAs must calculate the rates as described in the LCAP Template Appendix, sections (a) through (d).

Planned Actions/Services

For each action/service, the LEA must complete either the section “For Actions/Services not contributing to meeting
Increased or Improved Services Requirement” or the section “For Actions/Services Contributing to Meeting the Increased or
Improved Services Requirement.” The LEA shall not complete both sections for a single action.

For Actions/Services Not Contributing to Meeting the Increased or Improved Services Requirement
Students to be Served
The “Students to be Served” box is to be completed for all actions/services except for those which are included by the LEA
as contributing to meeting the requirement to increase or improve services for unduplicated students. Indicate in this box
which students will benefit from the actions/services by checking “All”, “Students with Disabilities”, or “Specific Student
Group(s)”. If “Specific Student Group(s)” is checked, identify the specific student group(s) as appropriate.

Location(s)
Identify the location where the action/services will be provided. If the services are provided to all schools within the LEA,
the LEA must indicate “All Schools”. If the services are provided to specific schools within the LEA or specific grade spans
only, the LEA must mark “Specific Schools” or “Specific Grade Spans”. Identify the individual school or a subset of schools or
grade spans (e.g., all high schools or grades K-5), as appropriate.
Charter schools operating more than one site, authorized within the same charter petition, may choose to distinguish
between sites by selecting “Specific Schools” and identify the site(s) where the actions/services will be provided. For
charter schools operating only one site, “All Schools” and “Specific Schools” may be synonymous and, therefore, either
would be appropriate. Charter schools may use either term provided they are used in a consistent manner through the
LCAP.

For Actions/Services Contributing to Meeting the Increased or Improved Services Requirement:
Students to be Served
For any action/service contributing to the LEA’s overall demonstration that it has increased or improved services for
unduplicated students above what is provided to all students (see Demonstration of Increased or Improved Services for
Unduplicated Students section, below), the LEA must identify the unduplicated student group(s) being served.

Scope of Service
For each action/service contributing to meeting the increased or improved services requirement, identify scope of
service by indicating “LEA-wide”, “Schoolwide”, or “Limited to Unduplicated Student Group(s)”. The LEA must select
one of the following three options:
• If the action/service is being funded and provided to upgrade the entire educational program of the LEA, place a
check mark next to “LEA-wide.”
• If the action/service is being funded and provided to upgrade the entire educational program of a particular school
or schools, place a check mark next to “schoolwide”.
• If the action/service being funded and provided is limited to the unduplicated students identified in “Students to
be Served”, place a check mark next to “Limited to Student Groups”.
For charter schools and single-school school districts, “LEA-wide” and “Schoolwide” may be synonymous and,
therefore, either would be appropriate. For charter schools operating multiple schools (determined by a unique CDS
code) under a single charter, use “LEA-wide” to refer to all schools under the charter and use “Schoolwide” to refer to
a single school authorized within the same charter petition. Charter schools operating a single school may use “LEAwide” or “Schoolwide” provided these terms are used in a consistent manner through the LCAP.

Location(s)
Identify the location where the action/services will be provided. If the services are provided to all schools within the LEA,
the LEA must indicate “All Schools”. If the services are provided to specific schools within the LEA or specific grade spans
only, the LEA must mark “Specific Schools” or “Specific Grade Spans”. Identify the individual school or a subset of schools or
grade spans (e.g., all high schools or grades K-5), as appropriate.

Charter schools operating more than one site, authorized within the same charter petition, may choose to distinguish
between sites by selecting “Specific Schools” and identify the site(s) where the actions/services will be provided. For
charter schools operating only one site, “All Schools” and “Specific Schools” may be synonymous and, therefore, either
would be appropriate. Charter schools may use either term provided they are used in a consistent manner through the
LCAP.

Actions/Services
For each LCAP year, identify the actions to be performed and services provided to meet the described goal. Actions and
services that are implemented to achieve the identified goal may be grouped together. LEAs may number the
action/service using the “Action #” box for ease of reference.
New/Modified/Unchanged:
•

Check “New” if the action/service is being added in any of the three years of the LCAP to meet the articulated
goal.

•

Check “Modified” if the action/service was included to meet an articulated goal and has been changed or
modified in any way from the prior year description.

•

Check “Unchanged” if the action/service was included to meet an articulated goal and has not been changed
or modified in any way from the prior year description.
o

If a planned action/service is anticipated to remain unchanged for the duration of the plan, an LEA
may check “Unchanged” and leave the subsequent year columns blank rather than having to
copy/paste the action/service into the subsequent year columns. Budgeted expenditures may be
treated in the same way as applicable.

Note: The goal from the prior year may or may not be included in the current three-year LCAP. For example, when
developing year 1 of the LCAP, the goals articulated in year 3 of the preceding three-year LCAP will be from the prior
year.
Charter schools may complete the LCAP to align with the term of the charter school’s budget that is submitted to
the school’s authorizer. Accordingly, a charter school submitting a one-year budget to its authorizer may choose
not to complete the year 2 and year 3 portions of the “Goals, Actions, and Services” section of the template. If
year 2 and/or year 3 is not applicable, charter schools must specify as such.

Budgeted Expenditures
For each action/service, list and describe budgeted expenditures for each school year to implement these actions, including
where those expenditures can be found in the LEA’s budget. The LEA must reference all fund sources for each proposed
expenditure. Expenditures must be classified using the California School Accounting Manual as required by EC sections
52061, 52067, and 47606.5.
Expenditures that are included more than once in an LCAP must be indicated as a duplicated expenditure and include a
reference to the goal and action/service where the expenditure first appears in the LCAP.
If a county superintendent of schools has jurisdiction over a single school district, and chooses to complete a single LCAP,
the LCAP must clearly articulate to which entity’s budget (school district or county superintendent of schools) all budgeted
expenditures are aligned.

Demonstration of Increased or Improved Services for Unduplicated Students
This section must be completed for each LCAP year. When developing the LCAP in year 2 or year 3, copy the “Demonstration of
Increased or Improved Services for Unduplicated Students” table and mark the appropriate LCAP year. Using the copy of the table,
complete the table as required for the current year LCAP. Retain all prior year tables for this section for each of the three years
within the LCAP.

Estimated Supplemental and Concentration Grant Funds
Identify the amount of funds in the LCAP year calculated on the basis of the number and concentration of low income,
foster youth, and English learner students as determined pursuant to California Code of Regulations, Title 5 (5 CCR) Section
15496(a)(5).

Percentage to Increase or Improve Services
Identify the percentage by which services for unduplicated pupils must be increased or improved as compared to the
services provided to all students in the LCAP year as calculated pursuant to 5 CCR Section 15496(a)(7).
Consistent with the requirements of 5 CCR Section 15496, describe how services provided for unduplicated pupils are increased or
improved by at least the percentage calculated as compared to services provided for all students in the LCAP year. To improve
services means to grow services in quality and to increase services means to grow services in quantity. This description must address
how the action(s)/service(s) limited for one or more unduplicated student group(s), and any schoolwide or districtwide
action(s)/service(s) supported by the appropriate description, taken together, result in the required proportional increase or
improvement in services for unduplicated pupils.
If the overall increased or improved services include any actions/services being funded and provided on a schoolwide or districtwide
basis, identify each action/service and include the required descriptions supporting each action/service as follows.
For those services being provided on an LEA-wide basis:
• For school districts with an unduplicated pupil percentage of 55% or more, and for charter schools and county
offices of education: Describe how these services are principally directed to and effective in meeting its goals for
unduplicated pupils in the state and any local priorities.
•

For school districts with an unduplicated pupil percentage of less than 55%: Describe how these services are
principally directed to and effective in meeting its goals for unduplicated pupils in the state and any local
priorities. Also describe how the services are the most effective use of the funds to meet these goals for its
unduplicated pupils. Provide the basis for this determination, including any alternatives considered, supporting
research, experience or educational theory.

For school districts only, identify in the description those services being funded and provided on a schoolwide basis, and
include the required description supporting the use of the funds on a schoolwide basis:
•

For schools with 40% or more enrollment of unduplicated pupils: Describe how these services are principally
directed to and effective in meeting its goals for its unduplicated pupils in the state and any local priorities.

•

For school districts expending funds on a schoolwide basis at a school with less than 40% enrollment of
unduplicated pupils: Describe how these services are principally directed to and how the services are the most
effective use of the funds to meet its goals for English learners, low income students and foster youth, in the state
and any local priorities.

State Priorities
Priority 1: Basic Services addresses the degree to which:
A. Teachers in the LEA are appropriately assigned and fully credentialed in the subject area and for the pupils they are
teaching;
B. Pupils in the school district have sufficient access to the standards-aligned instructional materials; and
C. School facilities are maintained in good repair.
Priority 2: Implementation of State Standards addresses:
A. The implementation of state board adopted academic content and performance standards for all students, which are:
a. English Language Arts – Common Core State Standards (CCSS) for English Language Arts
b. Mathematics – CCSS for Mathematics
c. English Language Development (ELD)
d. Career Technical Education
e. Health Education Content Standards
f. History-Social Science
g. Model School Library Standards
h. Physical Education Model Content Standards
i. Next Generation Science Standards
j. Visual and Performing Arts
k. World Language; and
B. How the programs and services will enable English learners to access the CCSS and the ELD standards for purposes of
gaining academic content knowledge and English language proficiency.
Priority 3: Parental Involvement addresses:
A. The efforts the school district makes to seek parent input in making decisions for the school district and each individual
school site;
B. How the school district will promote parental participation in programs for unduplicated pupils; and
C. How the school district will promote parental participation in programs for individuals with exceptional needs.
Priority 4: Pupil Achievement as measured by all of the following, as applicable:
A. Statewide assessments;
B. The Academic Performance Index;
C. The percentage of pupils who have successfully completed courses that satisfy University of California (UC) or California
State University (CSU) entrance requirements, or programs of study that align with state board approved career technical
educational standards and framework;
D. The percentage of English learner pupils who make progress toward English proficiency as measured by the California
English Language Development Test (CELDT);
E. The English learner reclassification rate;
F. The percentage of pupils who have passed an advanced placement examination with a score of 3 or higher; and
G. The percentage of pupils who participate in, and demonstrate college preparedness pursuant to, the Early Assessment
Program, or any subsequent assessment of college preparedness.
Priority 5: Pupil Engagement as measured by all of the following, as applicable:
A. School attendance rates;
B. Chronic absenteeism rates;
C. Middle school dropout rates;
D. High school dropout rates; and
E. High school graduation rates;
Priority 6: School Climate as measured by all of the following, as applicable:
A. Pupil suspension rates;
B. Pupil expulsion rates; and
C. Other local measures, including surveys of pupils, parents, and teachers on the sense of safety and school connectedness.
Priority 7: Course Access addresses the extent to which pupils have access to and are enrolled in:
A. S broad course of study including courses described under EC sections 51210 and 51220(a)-(i), as applicable;
B. Programs and services developed and provided to unduplicated pupils; and
C. Programs and services developed and provided to individuals with exceptional needs.
Priority 8: Pupil Outcomes addresses pupil outcomes, if available, for courses described under EC sections 51210 and 51220(a)-(i), as
applicable.
Priority 9: Coordination of Instruction of Expelled Pupils (COE Only) addresses how the county superintendent of schools will
coordinate instruction of expelled pupils.

Priority 10. Coordination of Services for Foster Youth (COE Only) addresses how the county superintendent of schools will
coordinate services for foster children, including:
A. Working with the county child welfare agency to minimize changes in school placement
B. Providing education-related information to the county child welfare agency to assist in the delivery of services to foster
children, including educational status and progress information that is required to be included in court reports;
C. Responding to requests from the juvenile court for information and working with the juvenile court to ensure the delivery
and coordination of necessary educational services; and
D. Establishing a mechanism for the efficient expeditious transfer of health and education records and the health and
education passport.
Local Priorities address:
A. Local priority goals; and
B. Methods for measuring progress toward local goals.

APPENDIX A: PRIORITIES 5 AND 6 RATE CALCULATION INSTRUCTIONS

For the purposes of completing the LCAP in reference to the state priorities under EC sections 52060 and 52066, as
applicable to type of LEA, the following shall apply:
(a) “Chronic absenteeism rate” shall be calculated as follows:
(1) The number of pupils with a primary, secondary, or short-term enrollment during the academic year (July 1 –
June 30) who are chronically absent where “chronic absentee” means a pupil who is absent 10 percent or
more of the schooldays in the school year when the total number of days a pupil is absent is divided by the
total number of days the pupil is enrolled and school was actually taught in the total number of days the pupil
is enrolled and school was actually taught in the regular day schools of the district, exclusive of Saturdays and
Sundays.
(2) The unduplicated count of pupils with a primary, secondary, or short-term enrollment during the academic
year (July 1 – June 30).
(3) Divide (1) by (2).
(b) “Middle School dropout rate” shall be calculated as set forth in 5 CCR Section 1039.1.
(c) “High school dropout rate” shall be calculated as follows:
(1) The number of cohort members who dropout by the end of year 4 in the cohort where “cohort” is defined as the number
of first-time grade 9 pupils in year 1 (starting cohort) plus pupils who transfer in, minus pupils who transfer out,
emigrate, or die during school years 1, 2, 3, and 4.
(2) The total number of cohort members.
(3) Divide (1) by (2).
(d) “High school graduation rate” shall be calculated as follows:
(1) The number of cohort members who earned a regular high school diploma [or earned an adult education high school
diploma or passed the California High School Proficiency Exam] by the end of year 4 in the cohort where “cohort” is
defined as the number of first-time grade 9 pupils in year 1 (starting cohort) plus pupils who transfer in, minus pupils
who transfer out, emigrate, or die during school years 1, 2, 3, and 4.
(2) The total number of cohort members.
(3) Divide (1) by (2).
(e) “Suspension rate” shall be calculated as follows:
(1) The unduplicated count of pupils involved in one or more incidents for which the pupil was suspended during
the academic year (July 1 – June 30).
(2) The unduplicated count of pupils with a primary, secondary, or short-term enrollment during the academic year
(July 1 – June 30).
(3) Divide (1) by (2).
(f) “Expulsion rate” shall be calculated as follows:
(1) The unduplicated count of pupils involved in one or more incidents for which the pupil was expelled during the
academic year (July 1 – June 30).

(2) The unduplicated count of pupils with a primary, secondary, or short-term enrollment during the academic
year (July 1 – June 30).
(3) Divide (1) by (2).

NOTE: Authority cited: Sections 42238.07 and 52064, Education Code. Reference: Sections 2574, 2575, 42238.01,
42238.02, 42238.03, 42238.07, 47605, 47605.6, 47606.5, 48926, 52052, 52060, 52061, 52062, 52063, 52064, 52066,
52067, 52068, 52069, 52070, 52070.5, and 64001,; 20 U.S.C. Sections 6312 and 6314.

APPENDIX B
Goal 1
Goal 1.1

Raising Student Achievement Through Professional
Development
Recent extensive research has highlighted the shortcomings of the one-off workshops that many school districts
tend to provide and has also found that the ongoing, job-embedded, collaborative, professional learning that is
proven to be highly effective overseas is not widely used across the United States.
Factors impacting on the
achievement (Hattie 2003)
The most powerful way to raise
student achievement is through
professional learning. More than
ever before, students need
effective teaching if they are to
develop the higher order thinking
skills they will need to be career
and college ready in the 21st
century. At the same time the
expectations
for
student
achievement are being raised, the
student population in schools is
becoming increasingly diverse.
This means the need for effective
professional development for
schools and teachers is critical.
Research has shown that what
distinguishes high performing,
high poverty schools from lower
performing schools is effective
collaborative
professional
development for teachers'
Professional development serves
three,
often
overlapping,
functions:
To improve school performance
To improve the quality of
classroom instruction To support
the implementation of new
initiatives
Professional development is a
comprehensive, ongoing, and
intensive approach to improving
teachers'
and
principals'
effectiveness in raising student
achievement.
While
most
teachers across the country take
part in professional development

variation

every year, current state, district
and school approaches to
professional learning vary widely.
The impact of the professional
development in terms of turning
schools around and raising
student achievement has also
varied greatly2. Like other
countries, teachers in the United
States
are
provided
with
opportunities for professional
development in the form of
workshops,
but
they
fall
significantly
behind
high
performing countries when it
comes to opportunities to take part
in extended and collaborative
professional development'.
For twenty years, we have been
working
to
raise
student
achievement through providing
quality professional development
for school communities in ways
that support and sustain effective
classroom
practice.
This
experience and a solid research
base
have
highlighted
the
characteristics of professional
development that result in
improved teaching and increased
student achievement. Effective
professional development:
Is
planned over time, sustained,
rigorous and embedded within the
context of the school
Fosters
collaboration within schools and
across districts

Uses data to

directly link to the school goals Is
evidence-based and datadriven

in

student
both to guide improvement and
measure impact Is differentiated
and ensures an intensive focus on
the teachinglearning relationship.

Ongoing and
embedded within the
context of the school
Significant
and
sustainable
change in practice is an ongoing
process and it takes time to
implement and reflect on new
practices. Current research shows
that
intensive
ongoing
professional development for
administrators and teachers leads
to an increase in student
achievement4.
Research shows that teachers
need on-the-job support to make
the new ideas part of their daily
practice5. This evidence suggests
that states reap greater benefits
in terms of student achievement
when they invest in classroombased coaching as opposed to
more costly changes such as
smaller classes6.
Site
based
professional
development is embedded in the
teachers' daily practice. It has
meaning and relevance to them,
as it is about their students and will
help them to facilitate the learning
of these students today.

Factors attributed
ability

to student
Impact of
the
teacher
Impact
ofthe
home
Impact of
school
environment

Our professional development is planned
Over time and embedded within the
context of the school to ensure sustained
impact.

Fosters collaboration
within and across
schools
For the last three decades
research has consistently shown
that where there is a shared
responsibility
throughout
the
district or school community for
student achievement positive
changes are more likely to be
sustained. A five year study of
1,500
schools
undergoing
comprehensive reform showed
that in schools where professional
learning
communities
were
established
achievement
increased.
Furthermore,
the
collaboration
and
shared
responsibility
for
student
achievement
narrowed
the
achievement gap in schools with

Impact of peers 5%
Impact of the principal
to create structures
students from low income homes 7
professional learning.
.
The greater the challenge of the
school context, the greater the
need for a deliberate leadership
focus on student learning and
well-being. Very rarely have
schools been turned around
without the leadership from a
principal who has set clear
priorities and goals that are
followed through with professional
learning. Many other factors
contribute to positive change in
schools, but leadership is the
catalysts.
Although the principal is in a
critical position to lead change,
he or she cannot do it alone.
Empowering others throughout
the school to develop and
exercise leadership roles and to
share in the leadership of change
is both desirable and achievable.

Our professional development is planned
collaboratively with the principal and staff

that

sustain

Evidence-based and
data-driven both to
guide improvement
and measure impact
Focused effort in a school is
important if school-wide teaching
and student learning are to
improve.
Professional
development is an ongoing cycle
of improvement, where data is
used to encourage reflection,
inquiry, and dialogue in a
collaborative
learning
community. It is the analysis of
data about students, teachers,
principals, and systems from
both
formal
accountability
systems and internal monitoring
programs that drives decisions
about the purpose and content of
effective
professional
developments.

When professional development
starts with an analysis Of data
about students and educators, it
will be more closely aligned to
the school goals and meet the
unique needs of educators and
their students by differentiating
learning for individuals and
teams Of educators. Data drives
the planning and implementation
of
effective
professional
development and is also used to
monitor and evaluate the quality
and results of individual, team.
and school-wide professional
learning.
All change processes benefit from
being evidence-informed and
having regular review of progress
and impact.
Our professional development uses
district, school, and student data to drive
the content and purpose of the
professional development. Data from
clients is used to monitor and evaluate the
quality and effects ofour professional
development.

Differentiated
to
ensure an intensive
focus
on
the
teaching—
learning
relationship
Effective
professional
development targets classroom
instruction and is researchbased in terms of both content
and
pedagogy,
Successful

professional learning immerses
teachers in the content they
teach and provides researchbased knowledge about how
students learn.
The need for professional
development to focus on
instruction comes from the critical
assumption that the quality of
instruction is the key determinant
Of variation in student
achievement10 , In order to
support excellent teaching, school
leaders and teachers need to
acquire and develop expertise
about what constitutes powerful
instruction. School-based
professional development, then.
needs to support principals in
developing the vision, the
language, and the tools to
observe, analyze, and lead for
high-quality instruction in every
classroom.
Ongoing,
intensive
professional development that
focuses
on
Supporting
teachers'
planning
and
instruction has a greater
chance of influencing teaching
practice and in turn, raising
student achievementlt.

Any professional development
needs to provide in-school
support for teachers In:
Engaging all students in a
rigorous, standards-based
core academic curriculum
Emphasizing project- based
learning and other engaging,
inquiry-based teaching
methods that provide
opportunities for students to
master academic content,
think critically, and develop
personal strengths;
Customizing teaching and
learning using new
technologies Differentiating
instruction and providing
supports that meet the varied
learning needs of diverse
student populations
Connecting curriculum to
realworld contexts that build
upon student and community
resources Using multiple
measures to assess student
Outcomes, including
performance-based
assessments Developing
coherence and consistency in
teaching practices

Just as students have diverse
learning needs, so do their
teachers.
Professional
development needs to be
differentiated and take into
account
teachers'
previous
experiences and learning styles,
and build on their current
understandings. There is no one-

Our differentiated professional
development supports teachers in
becoming
more
effective
practitioners by focusing on
instructional strategies, curriculum
design, student learning and
assessment practices.

size-fits-all answerl

In conclusion, we provide
professional development that is
comprehensive,
ongoing,

intensive and designed to
improve teachers' and principals'
effectiveness in raising student
achievement.
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Goal 1.0 and 1.4

Improving educational outcomes for poor
children
Brian A. Jacob and Jens Ludwig

implicitly, one of the following explanations for why children
in high-poverty schools are not performing as well as we
would like:

Brian Jacob is Walter H. Annenberg Professor of Education
Policy, Professor of Economies. and Director of the Center on
Local, State, and Urban Policy at the University Of Michigan,
as well as Research Associate of the National Bureau of
Economic Research. Jens Ludwig is McCormick Foundation
Professor of Social Service Administration. Law, and Public
Policy at the University of Chicago. Nonresident Senior
Fellow in Economic Studies at the Brookings Institution, and
Research Associate at the National Bureau of Economic
Research.

l. Schools serving poor and minority students have fewer
resources than they need. In this case, a potential solution
would be to provide more money to disadvantaged
schools.
2.

High-poverty schools lack the capacity to substantially
improve student learning, independent of financial
resources. Potential solutions to this problem would
involve helping schools improve the quality of their
Standard operating practices, or increasing the
instructional capacity of staff in these schools through
professional development or more selective hiring.

3.

High-poverty schools do not have sufficient incentives or
flexibility to improve instruction. Proponents of this
perspective argue that without clarifying key objectives
and holding key actors accountable. additional spending
will be squandered.

4.

Schools matter only so much. The real problem rests with
the social context in which schools operate— namely, the
family, neighborhood, and peer environments that under
this perspective make it difficult for low-income children
to take advantage of educational opportunities. Adopting
accountability or marketoriented reforms without
changing social policy more broadly will punish
educators for factors beyond their control. and potentially
drive the most able teachers toward schools serving lessdisadvantaged students.

Introduction
One of the best ways to avoid being poor as an adult is to
obtain a good education. I People who have higher levels of
academic achievement and more years Of schooling earn more
than those with lower levels of human capital. This is not
surprising, since economists believe that schooling makes
people more productive and that wages are related to
productivity.
Yet in modern America, poor children face an elevated risk for
a variety Of adverse educational outcomes. According to the
2007 National Assessment of Educational Progress, only 16
percent of fourth-grade students eligible for free lunch score at
proficient levels in reading. compared with 44 percent of
fourth graders whose family incomes are above the eligibility
cutoff for free lunch.2 The disparity in math scores between
those above and below the eligibility threshold for free lunch
is even larger.' Equally large disparities in achievement test
scores are observed between whites and minority racial or
ethnic groups, with test score gaps that show up as early as
three or four years of age. 4 In fact, the black-white test score
gap among twelfth graders may not be all that different in
magnitude from the gap observed among young children when
they first start school
Understanding why children's outcomes vary so dramatically
along race and class lines in America is central to formulating
effective education policy interventions. Disagreements about
how to improve schooling outcomes for poor children stem in
part from different beliefs about the problems that underlie the
unsatisfactory outcomes in many of our nation's public
schools. Broadly speaking. critics tend to invoke, at least

For some reason, current education policy debates often seem
to be argued as if the problems listed above are mutually
exclusive. In contrast, we believe that there is likely some truth
to each of these major explanations: schools confront no single
problem that can be addressed with just one solution.
Identifying the optimal policy response to the mix of problems
that plagues our public schools is complicated by the
possibility that these problems might interact with each other.
For example, it may be the case that certain curriculum reforms
are effective only if they are accompanied by an increase in
resources such as student support services, or by an increase in
teacher quality generated by reforms to hiring and tenure
policies. Social science theory and common sense are likely to
carry us only so far in identifying the most effective—and
cost-effective—mix of education policy changes. For almost
every education intervention that some theory suggests might
be effective, another plausible theory suggests that the
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intervention is likely to be ineffective or even harmful.
Education policy also needs to be guided by rigorous
evaluation evidence about what actually works m practice.
Research over the past four decades has unfortunately fostered
the impression that "nothing works" to improve schools for
poor children. One of the first studies to contribute to this sense
of pessimism was the landmark 1966 report by sociologist
James Coleman and his colleagues.6 Drawing on a large.
nationally representative sample, the Coleman Report found
that most of the variation in student test scores occurs within
rather than across schools, that family background is the
strongest predictor of academic achievement, and that most
measurable school inputs like student-teacher ratios are Only
weakly correlated with student outcomes. Subsequent

average improve student outcomes. 8 There is, however,
stronger evidence that some targeted increases in specific
school inputs can improve student outcomes. Three areas in
which we believe increased resources may yield important
benefits for poor children are (l) increased investments in early
childhood education: (2) class-size reductions in the early
grades; and (3) targeted salary bonuses to help disadvantaged
schools recruit and retain better teachers.

Early childhood education
Disparities in academic achievement by race and class are
apparent as early as ages three and four—well before children
enter kindergarten. Recent research in neuroscience,
developmental psychology, economics, and other fields
Focus vol. 26. No. 2, Fall
2009

evaluation studies of different educational interventions also
tended to be disappointing. and helped contribute to a sense of
pessimism about the ability of schools to improve poor
children 's life chances.
In contrast, we offer a message of tempered optimism. Over
the past few decades, the technology of education-policy
evaluation has improved dramatically. making it much easier
to detect moderately-sized program impacts within the
complex environment that determines schooling outcomes.
The available evidence reveals a number Of potentially
promising ways to improve the learning outcomes of lowincome children. This is not to say that everything works:
many current and proposed education policies either have no
empirical support for their effectiveness. or in some cases have
strong empirical evidence for their ineffectiveness. The most
successful educational interventions will reduce, but not
eliminate, racial and social class disparities in educational
outcomes. This is not a reason for either despair or inaction.
The appropriate standard of success for policy interventions is
that they generate net benefits, not miraculous benefits.
Education policies that are capable Of improving poor
children's schooling outcomes by enough to justify the costs of
these policies are worth doing, even if these policies or
programs by themselves are not enough to equalize learning
opportunities for all children in America.

School resources
The question of whether "money matters" has been the subject
of contentious debate in the research literature for the past 40
years. Isolating the causal effects of extra school funding is
complicated by the possibility that compensatory spending
may be directed towards schools serving the most
disadvantaged students, and adequately controlling for all
aspects of student disadvantage is quite difficult in practice.
The weight of current evidence provides fairly weak support
for the idea that increases in unrestricted school funding on

suggests that the earliest years of life may be a particularly
promising time to intervene in the lives of low-income
children. 10 Studies show that early childhood educational
programs can generate learning gains in the short-run and, in
some cases, improve the long-run life chances of poor
children. Moreover, the benefits generated by these programs
are large enough to justify their costs.
Although preschool interventions represent a promising way
to improve the life chances of poor children. their success is
not well reflected in federal government budget priorities,
which allocate nearly seven times as much money per capita
for K—12 schooling as for pre-kindergarten, other forms of
early education. and child care subsidies for three- to
fiveyear-olds. Il Most social policies attempt to make up for
the disadvantages poor children experience early in life. But
given the substantial disparities between poor and nonpoor
children that already exist among very young children, it is
perhaps not surprising that many disadvantaged children
never catch up.

Class-size reduction
Reducing average class sizes may enable teachers to spend
more time working with individual students, tailor instruction
to match children's needs, and make it easier for teachers to
monitor classroom behavior. Class-size reductions are
expensive, as they require hiring additional teachers and in
some cases expanding a school's physical space. However. the
best available evidence suggests that class-size reduction.
holding teacher quality constant, can improve student
outcomes by enough to justify these additional expenditures,
with benefits that are particularly pronounced for lowincome
and minority children. Some research has suggested that classsize reduction might be most effective if focused on lowincome districts or schools. 12
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Bonuses for teaching in high-needs schools
or subjects
Research has identified substantial variation across teachers in
the ability to raise student achievement, both within and across
schools. These studies attempt to isolate the value that a
teacher adds to student achievement, referred to as
"valueadded" measures of teacher effectiveness. If
disadvantaged children were taught by the most effective
teachers, disparities in schooling outcomes might be narrowed.
Value-added measures of teacher effectiveness are not very
strongly correlated with the easiest-to-observe characteristics
of teachers. Novice teachers are less effective than more
experienced ones, but this experience premium disappears
after the first few years of teaching. 13 Teachers who have
higher scores on the SAT or various teaching exams are
generally more effective than others. 14 Still, many other
observable teacher characteristics, such as whether teachers
hold traditional teacher certifications or
advanced degrees, are not systematically correlated with
student learning.
The policy challenge in this domain is to induce more
effective teachers to teach in schools serving the most
disadvantaged children, knowing that effectiveness cannot
easily be measured. The dramatic variation in effectiveness
that we observe among teachers highlights the great potential
value of successful policies in this area.

Changing school practices
Some Observers of America's schooling system remain
skeptical that additional spending is needed to improve the
learning outcomes of poor children. They argue that improving
the Ways in which schools are organized, including the way
they deliver instruction. could improve student achievement
with few additional resources. This line of reasoning assumes
there is good evidence on which practices are most effective,
but that school personnel do not have the capacity to identify
or implement these programs on their own.
Some low-cost changes in school operating practices that
seem to improve student outcomes include changes to school
organization, classroom instruction. and teacher hiring and
promotion. What remains unclear is why these "best
practices" have not been more widely adopted—presumably
the answer is some combination of lack of information,
political resistance, bureaucratic inertia, or other factors.

Curricular and instructional interventions
In 2002. the Institute for Education Sciences within the U.S.
Department of Education created the What Works
Clearinghouse (WWC) in order to collect and disseminate
scientific evidence on various educational interventions. Thus
far, there is a lack of convincing evidence on curricular
interventions. A more recent approach to school improvement
known as Comprehensive School Reform (CSR) attempts to

improve many different aspects of the school at the same time.
Unfortunately, the evaluation evidence about the effectiveness
of CSR programs is also somewhat limited.
Nevertheless, at the elementary school level a few models
have been shown to improve student outcomes. One of the
more promising interventions seems to be Success for All
(SFA), a comprehensive whole-school reform model that
operates in more than 1,200 mostly high-poverty Title I
schools. 16 SFA focuses on reading, with an emphasis on
prevention and early intervention. A random assignment
evaluation of SEA documented that at the end of three years,
students in the treatment schools scored roughly 0.2 standard
deviations higher than students in the control schools on a
standardized reading assessment, a difference equivalent to
about one-fifth of the gap between low and high
socioeconomic-status children. 17

Teacher labor markets
A key policy challenge for school districts is to induce more
effective teachers to teach in high-poverty schools. There are
a variety of potential inefficiencies in the way schools hire,
promote, and dismiss teachers, and at least some of these
problems might be addressed without substantial increase in
resources.
One promising approach is to promote alternative pathways
into teaching. Traditional certification requirements impose a
high cost (both in money and time) on individuals interested
in teaching, particularly on those with the best outside labor
market options. Studies exploring the relative effectiveness of
teachers with traditional versus alternative (or no) certification
have generally found that differences between the groups are
relatively small, and that in certain grades and subjects,
teachers with alternative certification may actually outperform
those with traditional certification. 19
Whatever system is used to hire teachers, it is inevitable that
some teachers will not perform well in the classroom.
Recognizing that the hiring process is imperfect, virtually all
school systems place new teachers on probation. However, in
practice. public schools typically do not take advantage of the
probationary period to Obtain additional information about
teacher effectiveness and weed out lower-quality teachers.
One possible solution is to raise the tenure bar for new
teachers, and to deny tenure to those who are not effective at
raising student achievement. We suggest that this type of highstakes decision should be based on a variety of teacher
performance measures that include. but are not limited to.
measures of effectiveness at raising student test scores.
Principal evaluations should be included as one factor in
teacher tenure ratings. both because they may add additional
information beyond student test scores, and also because they
reduce potential negative effects of relying solely on an
output-based measure.
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Incentives and accountability
Class size reduction is an "input-based" educational
intervention. based on the assumption that schools will
perform better with additional resources. Comprehensive
School Reform is based on the assumption that schools are not
using best practices. and therefore seeks to improve schooling
outcomes by prescribing a more effective instructional
approach based on the knowledge of centralized decision
makers. Both strategies assume that educators are willing to
work as hard as they can gtven their resource constraints.
An alternative approach to school reform focuses on
enhancing both the incentives and flexibility enjoyed by
school personnel. While the theories underlying school choice
and school accountability differ in important ways, both
strategies rely on the core notions of incentives and flexibility.
The available evidence to date is probably strongest on behalf
of the ability of school accountability systems to change the
behavior of teachers and principals, although one lesson from
that body' of research is the great importance of getting the
design of such policies right.

Teacher merit pay
Most public school teachers are paid according to strict
formulas that incorporate years of service and credits of
continuing education including Master's and doctorate
degrees, despite the fact that research consistently finds that
advanced degrees are not associated with better student
performance and that experience only matters in the first few
years of teaching. For this reason, reformers have suggested
that a teacher's compensation should be tied directly to
productivity as measured by student performance or
supervisor evaluation. Proponents of "pay-for-performance,"
also known as "merit" or "incentive" pay, argue that it would
not only provide incentives for current teachers to work
"harder" or "smarter," but also could affect the type of people
who enter the teaching force and then choose to remain.
Incentive pay has a long history in American education,
though few systems that directly reward teachers on the basis
of student performance have lasted very long. 20 There is some
evidence that incorporating incentive pay along with pay for
additional professional development activities and other
service may improve student performance on standardized
tests 2 1 Given this tentative but positive evidence. we believe
that it is worthwhile for schools and districts to continue
experimenting with. and evaluating. pay for performance.

School accountability systems
Recent studies suggest that accountability reforms can foster
positive changes in behavior by school administrators,
teachers, and students. At the same time. research provides
some warnings that incentive-based reforms often generate
unintended negative consequences. such as teachers
neglecting certain students. cutting corners, or even cheating

to artificially raise student test scores. The fact that actors
within the school system do respond to changes in incentives
highlights both the promise and pitfalls of accountability
reform. and underscores the importance of the specific design
details of accountability policies.
A recent review of simple national time trends suggests that
No Child Left Behind (NCI.B) may have improved student
achievement. particularly the math pertòrmance of younger
children. 22 However, to our knowledge, there has not been any
systematic investigation of the impact of NCLB at a national
level that attempts to account for prior achievement trends or
the presence of other policies. Even without any direct
evaluation evidence of NCLB, the available accountability
research suggests a number of modifications to NCI-B that
seem likely to do some good. First, we would encourage the
adoption of a single achievement standard for all districts in
the country. Second, we recommend moving away from a
single proficiency level—that is. holding schools accountable
for the share of students with scores above some single cutoff
value—since this provides students an incentive to neglect
students who are far above or below this threshold. Third, we
suggest that if the current level of federal funding is not
increased substantially, states and districts be provided the
flexibility to focus on the schools most in need of
improvement.

School choice
Another way to clarify goals or change incentives is to provide
parents greater choice of schools for their children through
public magnet schools, charter schools, or vouchers for
students to attend private schools. Proponents suggest that by
creating a marketplace in which parents can select schools, a
choice-based system might generate competition among
schools that would improve the quality of schools throughout
the marketplace. This theory rests on several assumptions,
including that the degree of choice will be large enough to
generate meaningful competition. A choice system must
permit relatively easy entry into the market by potential
suppliers, which includes individuals and organizations
wishing to open schools. There must also be easy "exit" from
the market that allows (and, indeed, forces) unsuccessful
schools to close. 23
The second set of assumptions involves the information
available to parents and the preferences they have for their
children's education. Parents must have sufficient information
to make an informed choice. Data on school performance must
be transparent, accessible, and easily understood by parents
with varying degrees of sophistication.
There is mixed evidence on whether the opportunity to attend
a choice school has substantial academic benefits for poor
children, as well as on the question of whether largescale
choice programs might improve the productivity Of schools
in general. In our view, the main risk associated with
expanded choice opportunities is the possibility of
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exacerbating the segregation of poor, minority. or lowperforming students within a subset of schools. Thus, the
effects of any choice plan are likely to depend crucially on the
details of key design questions, such as whether schools are
allowed to select the best students from their applicant
pools.24

The role of student background
Some believe that the disappointing performance of our public
schools stems in large part from the challenges that poor
children face outside of school. Clearly, differences in family
background help explain a large share of the variation in
academic achievement outcomes across children. Poor
children have substantially lower achievement test scores than
nonpoor children as young as ages three or four, before they
even start school.
More relevant for present purposes is whether the challenges
Of living in poverty cause poor children to benefit less than
nonpoor children from similar types of schooling experiences.
Our reading of the available evidence instead suggests that
improving the quality of academic programs is at the very least
sufficient to make noticeable improvements in poor children's
educational outcomes. In fact, studies of early childhood

education programs typically find that disadvantaged children
benefit even more from these interventions than do nonpoor
children. As a result, social policy changes outside the realm
of education that reduce child poverty in America, as desirable
as they may be on their own merits, are not a necessary
condition for enacting education reforms that improve poor
children's outcomes by enough to justify the costs of these
reforms.
At the same time, the fact that poor children are geographically
concentrated in neighborhoods that are segregated by race and
social class presents special challenges for education policy,
given that children have traditionally attended neighborhood
schools. For example. research suggests that. all else equal,
teachers tend to prefer to work in schools that serve more
affluent and less racially diverse student bodies.25 In addition,
systems that fail to adequately account for the confounding
influence of family background may help drive the most
effective teachers out of high-poverty schools. Peer
characteristics may also directly affect student learning, if
teachers set the level or pace of instruction to match the
average student ability in their classroom.
In theory, education policies could overcome the burden that
concentrated poverty imposes on poor children by breaking

the link between place of residence and school assignment.

Increase investments in early-childhood education for

Some evidence suggests that earlier desegregation efforts did

poor children. Even though short-term gains in IQ or

improve the schooling outcomes of disadvantaged children.26

achievement test scores diminish over time, there is

However. the potential for contemporaneous desegregation

evidence of long-term improvement in a variety of

policies to achieve large gains in student outcomes remains

outcomes, including educational attainment. that will

unclear. First. there are substantial barriers—both logistical

help children escape from poverty as adults. Increased

and political—to further integrating schools along race or

investment in early childhood education is particularly

class lines. Second, both schooling and social conditions for

important given the limited investment our society cur-

poor children have changed substantially since the initial

rently makes in the cognitive development of very

desegregation efforts, which may limit the effectiveness

young children. This should be the top priority for new

of desegregation efforts today. For example, although still

spending in public education.

far from equal, the difference in resources across poor and
nonpoor schools has greatly narrowed since the early 1970s.

2.

Take advantage of the opportunity provided by No Child
Left Behind (NCLB) to better utilize accountability

A different approach to addressing the problem of concen-

reforms to improve outcomes for poor children. NCLB

trated poverty is to use housing policy to help poor families

was enacted in 2001 with bipartisan support, although

move into different neighborhoods, though it is still unclear

it has received considerable criticism in recent years.

how effective such policies would be at changing neighbor-

In our view, the debate over the existence of NCLB

hood environment, or whether such a change would be suf-

misses a fundamental lesson we have learned about ac-

ficient to improve a child's academic outcomes. 2'

countability in the past decade: the specific design of

Reducing the prevalence of either child poverty or the geo-

the program matters enormously. It would be a shame if

graphic concentration Of poverty in America is difficult. Although the persistence of these social problems is not benefi-

the current (often legitimate) concerns with how NCI-B

cial for the well-being of children. improving the educational

oriented accountability in education. Instead, we would

opportunities of poor children in their current neighborhoods

recommend several changes to NCI-B as well as co-ex-

has been implemented lead to a retreat from outcome-
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still has the potential to help them escape from poverty.

isting state or district accountability systems: adopting
common achievement standards across states, focusing
accountability on student growth rather than proficiency
levels, providing states and districts with the flexibility to
focus limited resources on the neediest schools, and
reconciling federal and state accountability systems.

Conclusions
The release of the landmark Coleman Report in 1966 fostered
pessimism about the ability of schools to improve the life
chances of poor children. This report and subsequent reseaRh

3.

Provide educators with incentives to adopt practices
with a compelling research base while expanding efforts

pushed policymakers to consider outcome-based measures of

to develop and identify effective instructional regimes.

success and spurred interest in reform strategies that focus

One of the lessons from the accountability movement is

on changing the incentives within the public school system.

that highly disadvantaged schools (and districts) often

A careful review of the empirical evidence, however, sug-

lack the capacity to change themselves. State and dis-

gests a variety of policies that are likely to substantially im-

trict officials should ensure that disadvantaged schools,

prove the academic performance of poor children. We found

particularly those that have continued to fail under

examples of successful programs or policies within each of

recent accountability systems, adopt instructional prac-

three broad categories. Targeted investment of additional re-

tices and related policies with a strong research base.

sources in early childhood education, smaller class sizes, and

There is no need to reinvent the wheel. At the same time,

bonuses for teachers in hard-to-staff schools and subjects

the federal government could help spur such advantages

seem likely to pass a cost-benefit test, even without a funda-

through more focused research and development spend-

mental reorganization of the existing public school system.

ing, and governments at all levels could help increase

At the same time, researchers have identified some ways of

the supply of high-quality practices by requiring schools

changing standard operating procedures within schools that

to use programs that have been rigorously evaluated.

can improve the outcomes of poor children even without

Continue to support and evaluate a variety of public

large amounts of additional spending. Finally. policies that

school choice options. Although we believe that the cur-

seek to change incentives within schools offer some promise
of improving schooling for poor children.

rent evldence on the benefits of public school choice is
limited, we also think that the risk associated with these

Given limited financial resources and perhaps even more

policies is small so long as they are implemented in

limited political attention, it is unlikely that policymakers

ways that do not substantially exacerbate school segre-

could adopt all of the "successful" practices discussed in

gation along race or class lines. We encourage states to

this article. Based on our read of the empirical literature, we

facilitate the expansion of magnet and charter schools,

believe that the following should be the highest priorities for

and to carefully evaluate the impact of these schools

education policies to improve the academic achievement of

on the students they serve as well as the surrounding

poor children:

schools.

Most antipoverty policies focus on lifting adults out of
poverty. These policies are often controversial because of an
unavoidable tension between the desire to help people who
have been unlucky and the motivation to encourage hard work
and punish socially unproductive behavior. In contrast,
successful education policies can not only help reduce poverty
over the long term by making poor children more productive
during adulthood, but also foster economic growth that
expands the "pie" for everyone. Educational interventions also
benefit from a compelling moral justification. Disadvantaged
children should not be punished for the circumstances into
which they are born. and improved education policy is one of
the best ways to prevent this from happening.
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Goal 1.1, 1.2, and 1.3

Teaching Teachers: Professional Development To Improve Student
Achievement
Professional Development: Leadership
Overview:
Good teachers form the foundation of good schools, and improving teachers' skills and knowledge is one of the most
important investments of time and money that local, state, and national leaders make in education. Yet with the wide
variety of professional development options available, which methods have the most impact on student learning?
Research on professional development is scattered throughout subject areas, with its focus ranging from classroom
processes and
Structures to teachers' personal traits. We have limited our review to learning opportunities for teachers that are
explicitly aimed at increasing student achievement,

What Are Teachers Learning?
FOCUS ON TEACHING SKILLS
Research on the links between teacher learning and student achievement is divided into two waves. The first wave,
beginning in the 1960s, focused primarily on "generic" teaching skills, such as allocating class time, providing clear
classroom demonstrations, assessing student comprehension during lectures, maintaining attention, and grouping
students.
These studies showed small to moderate positive effects on students' basic skills, such as phonetic decoding and
arithmetic operations; in a few cases, reasoning skills also improved. For example, in an experimental study of fourthgrade mathematics in urban schools serving primarily low-income families, student achievement was greater when
teachers emphasized active whole-class instruction — giving information, questioning students, and providing feedback
— and more frequent reviews, among other measures. Student achievement also was enhanced when teachers
learned to follow the presentation Of new material with "guided practice" — asking questions and supervising exercises.

FOCUS ON SUBJECT MATTER AND STUDENT LEARNING
In the 1990s, a second wave of research delved deeper into student learning, focusing on students' reasoning and
problemsolving potentials rather than only on basic skills. It suggested that professional development can influence
teachers' classroom practices significantly and lead to improved student achievement when it focuses on (1) how
students learn particular subject matter; (2) instructional practices that are specifically related to the subject matter
and how students understand it; and (3) strengthening teachers' knowledge of specific subject-matter content. Close
alignment of professional development with actual classroom conditions also is key.
In one study, Thomas Carpenter and colleagues randomly placed first-grade teachers either in a monthlong workshop
that familiarized them with research on how students understand addition and subtraction word problems or in
professional development that focused on mathematical problem-solving strategies but not on how students learn.
Teachers who participated in the student learning workshop more often posed complex problems to students, listened
to the processes students used to solve those problems, and encouraged them to seek different methods of finding
answers. By contrast, teachers who were not in the workshop emphasized basic fact recall, getting answers quickly,
and working alone rather than in groups.
Student achievement was consistently higher and growth in students' basic and advanced reasoning and problemsolving skills was greatest when their teachers' professional development focused on how students learn and how to
gauge that learning effectively. This suggests that professional development that is rooted in subject matter and focused
on student learning can have a significant impact on student achievement.
In another study, Paul Cobb and colleagues provided opportunities for teachers to examine new curriculum materials,
solve mathematics problems that they would teach to students, and then study student learning. At the end of the
school year, these teachers' students did better on conceptual understanding and maintained their basic
(computational) skills.
Although research in teacher professional development is dominated by mathematics studies, good examples of such
research also exist in other subjects including science, literacy, and basic reading skills.
In reading, Deborah McCutchen and colleagues studied two groups of kindergarten and first-grade teachers. One group
received professional development that improved their knowledge of word sounds and structure, whereas the Other
group had no additional training. Students' reading performance then was tracked over the course of a year. Teachers
who got the extra training spent more time explicitly teaching the building blocks of words and language, and their
students did better on tests of word reading, spelling, and in first grade, comprehension.

1

LINKING PROFESSIONAL LEARNING TO TEACHERS' REAL WORK
To be effective, professional development must provide teachers with a way to directly apply what they learn to their
teaching. Research shows that professional development leads to better instruction and improved student learning
when it connects to the curriculum materials that teachers use, the district and state academic standards that guide
their work, and the assessment and accountability measures that evaluate their success.
Two recent studies that support focusing professional development on curriculum have implications for states striving
to connect education policy to instruction. David Cohen and Heather Hill found that teachers whose learning focused
directly on the curriculum they would be teaching were the ones who adopted the practices taught in their
professional development. These teachers embraced new curriculum materials when they were supported by training
and, in some cases, workshops about the new state-required student assessment. The study also showed that
students Of teachers who participated in this kind of curriculum-focused professional development did well on
assessments. Unfortunately, most teachers received less effective forms Of training.
In another study, Michael Garet and colleagues surveyed a nationally representative sample of teachers who, in the
late 1990s, participated in the Eisenhower Professional Development Program, which emphasized mathematics and
science. The study found that teachers were more likely to change their instructional practices and gain greater subject
knowledge and improved teaching skills when their professional development linked directly to their daily experiences
and aligned with standards and assessments.

How Much Professional Development Is Enough, and HOW Well IS It Working?
Studies suggest that the more time teachers spend on professional development, the more significantly they change
their practices and that participating in professional learning communities optimizes the time Spent on professional
development. Therefore, it is striking that One national survey found that in nine of 10 content areas, most teachers
said that they spent one day or less on professional development during the previous year.
While adequate time for professional development is essential, studies also show that by itself, more time does not
guarantee Success. If the sessions do not focus on the subject-matter content that research has shown to be effective,
then the duration will do little to change teachers' practices and improve student learning.
Most states and school districts do not know how much money they are spending on professional development for
teachers Or what benefit they are actually getting from their outlays because they do not systematically evaluate how
well the additional training works. An effective evaluation includes an examination Of actual classroom practices, the
training's impact on teacher behavior, and its effect On student learning. Evaluation should be an ongoing process that
starts in the earliest stages of program planning and continues beyond the end Of the program.

Conclusion
Our changi ng goals for learning, coupled with shifts in curriculum emphasis and a deeper understanding of teacher
learning and student thinking, have led to new findings about the impact Of teacher professional development and
how best to sharpen teachers' skills and knowledge.
What matters most is what teachers learn. Professional development should improve teachers' knowledge of the
subject matter that they are teaching, and it should enhance their understanding Of student thinking in that subject
matter. Aligning substantive training with the curriculum and teachers' actual work experiences also is vital.
The time teachers spend in professional development makes a difference as well, but only when the activities focus on
high-quality subjectmatter content. Extended opportunities to better understand student learning, curriculum materials
and instruction, and subject-matter content can boost the performance of both teachers and students.
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APPENDIX C
Goal 2
Goal 2 – Action 2.0, 2.1 (according to the National Education Association or NEA)
http://www.nea.org/tools/17360.htm
Research Spotlight on Parental Involvement in Education
NEA Reviews of the Research on Best Practices in Education
“When schools, families, and community groups work together to support learning, children tend to do better in school, stay in school longer, and
like school more.” That’s the conclusion of A New Wave of Evidence, a report from Southwest Educational Development Laboratory (2002).
The report, a synthesis of research on parent involvement over the past decade, also found that, regardless of family income or background,
students with involved parents are more likely to:

•
•
•
•
•

Earn higher grades and test scores, and enroll in higher-level programs
Be promoted, pass their classes, and earn credits
Attend school regularly
Have better social skills, show improved behavior, and adapt well to school
Graduate and go on to postsecondary education (see A New Wave of Evidence, Southwest Educational Development Laboratory, 2002 - in
references below).

The school plays an important role in determining the levels of parental involvement in school. Specifically, schools can outline their expectations of
parents and regularly communicate with parents about what children are learning. Also, schools can provide opportunities for parents to talk with
school personnel about parents' role in their children's education through home visits, family nights, and well-planned parent-teacher conferences
and open houses. In addition, the National PTA recommends that parent/family involvement programs welcome parents as volunteer partners in
schools and that these programs invite parents to act as full partners in making school decisions that affect children and families.
When parents talk to their children about school, expect them to do well, make sure that out-of-school activities are constructive, and help them
plan for college, their children perform better in school.
When schools engage families in ways that improve learning and support parent involvement at home and school, students make greater gains.
When schools build partnerships with families that respond to parent concerns, honor their contributions, and share decision-making
responsibilities, they are able to sustain connections that are aimed at improving student achievement.
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Goal 2 – Action 2.3 (according to the ASCD)
Transforming Your School with Digital Communication
By Eric Sheninger
Learning to use social media can enhance your school's public image, your community connections, and your students' learning.
In 2009, as principal at New Milford High School in New Jersey, I made a small change that ultimately transformed my leadership style and my
school. I shifted from using traditional forms of communication with families and community members—newsletters and e-mail—to using social
media. With a click of a mouse, I set up my Twitter account and changed the course of my instructional leadership.
Twitter was my first step in a social media communication strategy that expanded to include a range of tools and approaches. What made these
tools different from any I'd used before was their power to reach in all directions. Whether sending updates on school cancellations or tweeting
about great student projects, with a few keystrokes, I could share ideas and information with students, students' families, community members,
and the larger world—while inviting everyone's responses.
This transformation involved more than new tools. My colleagues and I had to make pedagogical and philosophical shifts, which had a deep impact
on New Milford's students and our community. Each of these transformations was powerful for me personally. Watching my colleagues and me
learn new things, reach out across geographic divides, and take risks offered a powerful model for students.
As I leveraged social media to enhance our school's impact on learning and our image, I discovered key principles for effectively communicating
through digital tools: transparency, flexibility, and accessibility.1
Tapping the Power of Transparency
The power of using social media rests in the ability to engage stakeholders in two-way communications. Tools like Instagram, Twitter, Google+, and
YouTube let me share information about New Milford more frequently and accurately and provide updates in real time—which engaged more
stakeholders than traditional methods had. Teachers, parents, and even outsiders began contributing ideas to New Milford's work.
For this to happen, I had to commit to a new level of transparency and openness. This sometimes meant sharing challenges as well as successes
and opening myself to feedback from anyone.
This was the case when I tackled the grading culture at New Milford High School in 2012. At the time, our grading policies were similar to those of
most U.S. schools. However, after reviewing the latest research on grading and considering what was best for our students, I knew our current
behaviors had to change. Getting detailed information to everyone in the community would be crucial.
The grading shift was one of the most difficult changes to make. When I broke the news to my staff that we were going to revise our grading
culture, they reacted with questions, skepticism, and resentment. During initial conversations, I presented up-to-date research, some of which I
gathered through social media, to serve as a foundation for changing our system. Social media also enabled me to share with staff perspectives on
grading from other educators across the Unites States. Showing teachers how their colleagues in other schools were tackling grading to make
learning assessments more beneficial for students went a long way in moving this change forward.
Together, we tackled difficult questions (What does a letter grade actually mean? How do you measure student learning?). A group of teacher
volunteers helped establish new grading guidelines and support structures focused on student learning. These included






Using multiple forms of assessment.
Promoting retests and retakes.
Eliminating zeros; students had to keep trying until they got a score of 50 or higher on any graded assignment.
Requiring teachers to meet seven criteria before they gave any student a failing course grade.

To ensure that parents and students were fully aware of the changes and why we made them, I began posting about these new policies on my
principal's blog. Before adopting social media, I would have written a traditional memo about the new policies—that might or might not have made
it to parents—and placed the information on the school's website. Visibility and access to the information would have been limited. We did place
the information in the student handbook, which was linked to from the school website, but blogging enhanced the chances that the entire school
community would see it. I pushed out the message using an arsenal of social media tools and our school app, with a hyperlink to my blog posts
included.
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I received a tsunami of tweets and comments on the blog. Many comments were from other educators offering insights on grading philosophy,
including feedback from colleagues around the world as my posts were shared. A handful were from parents asking for more clarification. One
student commented openly in support of creating a system that focused more on learning than on quality stamping effort with letters and
numbers. A greater discussion on effective grading practices transpired before my eyes.
Reviewing and responding to this feedback took time, but as a leader looking to improve ineffective practices, I felt it was time well spent. The
transparency and open dialogue allowed us to build stakeholder support.
Many comments supported our rationale for creating a different system, comments representing different points of view challenged my thinking
and afforded me the opportunity to further refine the grading changes we'd made. One comment focused on the importance of avoiding a
situation in which one major project has the potential to very negatively affect a student's overall grade. With this information in hand, we made
sure to shape our policy to avoid this scenario.
Flexibility: Checking How Our Community Wanted to Communicate
One important aspect of our approach was involving students, parents, teachers, and community members in shaping the tools and processes we
would use to communicate. We invited many stakeholders into our leadership and decision-making process.
Students, teachers, and administrators collaborated to develop our school communication app in partnership with a company called Beeonics. The
only way we could create a tool that met everyone's needs was to invite representatives from the community to lead the design process. This team
shaped the app's requirements and features, a process that involved both face-to-face brainstorming and eliciting feedback through online tools
like Facebook and Google Apps.
The result was an app that supported communication in every direction: between students and teachers, between families and school staff, and
across the faculty. It enabled students to check grades and submit work, teachers to share assignments and information, and parents to easily
connect with teachers and view student progress. It also made it much easier for me to share updates and announcements quickly with all
members of the school community.
This experience helped cultivate leadership skills across our student body. It also made clear to families that they were a valued part of the school
community. And modeling transparency in school policy changes set an expectation of transparency across the school. Students' focus, too, shifted
to sharing work and getting feedback at all levels, including creating work for a wider audience. This increased the quality of work across the board.
Expanding Access to Learning
Digital connections helped me grow professionally. Through Twitter, I discovered like-minded, passionate educators from all over the world. When
struggling with a challenge, I could collect diverse ideas—more than my staff and I could have generated—from these colleagues. I engaged in
conversations that ultimately improved my professional practice. How liberating to acquire new knowledge, resources, ideas, and feedback from
anyone anywhere—while sitting at home in my pajamas!
For the longest time, I felt that professional development was something done to me. It lacked meaning and rarely helped me acquire skills and
knowledge that enabled me to create a better school culture. Social media put me on a path to becoming the driver of my own professional
learning.
Inspired to offer this kind of learning to my entire school, I began sharing with groups of teachers several ideas, strategies, and tools I'd acquired
from my personal learning network. We worked as a team to create a shared vision for integrating social media to enhance teachers' learning, with
an emphasis on free web-based tools. At targeted learning sessions after school, I demonstrated how to integrate these tools to enhance learning.
Teachers chose from a variety of topics throughout the school year. I followed up with teachers who attended—and used social media to celebrate
their successes! As we removed the fear of failure and provided necessary support for a culture of experimentation, teachers began to leverage
their newfound autonomy and online tools.
Soon, instructional practices shifted and students also began to harness social media to support their own learning. Rather than limiting themselves
to the expertise available within our school, students became part of a global classroom, drawing on expertise from leaders and thinkers around
the world.
To provide students and teachers with access to this global classroom, I also needed to make sure the path was clear. Many districts block social
media sites to "protect" students. Policies like these can be counterproductive; students will access social media outside school, so why not provide
a supportive environment in which they learn to use these tools productively and safely? Digital leaders' work involves helping community and
district leaders understand the power of social media for learning and creating tech policies that support access.
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Sharing Positive News
From Communications Boost to Public Relations Strategy
Once students and staff embraced this shift of learning from—and sharing with—a wider network, my job was to communicate this positive change
far and wide. New Milford's communications strategy evolved into a powerful public relations strategy of targeted blog posts, tweets, and
Facebook updates. These communications about the work taking place in our school caught the eye of national media outlets, which began
producing news stories focused on our innovative practices.2
Educators make a difference every day, but mainstream media often focus on the negative stories. Subtle but hopeful stories—such as a teacher's
conversion to a paperless digital learning environment—go unseen and unheard. Social media give school leaders the means to shape and share
their school's narrative on their own terms, to highlight the everyday successes and hard work of students and teachers.
Amplifying Students' Stories
As well as raising New Milford's profile and enabling school leaders to tell a more nuanced, optimistic story about our work, digital communication
tools empowered students to tell their stories to new audiences. This was the case with a presentation created with digital tools and shared
through social media by sophomore Sarah Almeda.
As part of our Academies program, in addition to the added coursework students must complete to receive an Academies certification, students
engage in authentic learning activities—field trips or special projects—outside the school day. For one such project, students read Out of Our
Minds: Learning to Be Creative by Ken Robinson (Capstone, 2011); watched a video on the importance of creativity in learning; then created a
presentation sharing their creative experiences with their Academies group. Students could use any format they wanted—a written document,
poster, collage, pin board through Pinterest, or any other media or combination thereof—as long as they answered these questions:







Tell about your creative self and how you are creative.
When do you feel the most inspired?
What stifles your creativity?
Tell about (at least) one other person whose creativity you admire.
What do schools need to do better to enhance students' creativity? Provide an example of something that helped you be more creative—
or that would have helped you.

In the resulting presentations, student after student explained the essential role of creativity in their learning—and how they yearned for freedom
over how they might demonstrate their present and emerging learning. All students shone as they presented meaningful learning artifacts that
reflected their own choices and voices.
Sarah's video (created with a graphics tablet, Bamboo Pad, the iMovie editing program, and QuickTime to record, on the computer screen, Sarah in
the act of drawing) was one of the most thought-provoking student presentations I've seen. Not only was it created entirely through self-directed
learning, it also sent a strong message about the power of creativity. In the video, Sarah articulated how schools strip creativity away from students
and how schools could change this situation.
Social media amplified Sarah's voice and took her project to a whole new level. She uploaded her completed video to YouTube, and we were able
to share her project well beyond our school community. To date, it's been viewed more than 10,000 times. With her permission, I shared the link to
her video through my Twitter and other social media accounts and posted it on the school Facebook page. Other students, teachers, and schools
could now see Sarah's exemplary work. Ken Robinson himself commented on Sarah's project on Twitter and posted the YouTube link to it on his
official Facebook page.
The Most Important Transformation
To use social media effectively, I had to see myself as a learner, not just a leader. Making the shift from traditional to digital leadership demanded
that I question my own assumptions, acknowledge how much I don't know, take risks, and learn from failure. This transition from a fixed to a
growth mind-set was probably the most important component of the transformation at my school.
Just as teachers differentiate instruction for a variety of learning styles in the classroom, school leaders should differentiate our communication
efforts if we want true partnerships between home and school. As leaders, we have the power to shape the culture of our schools. Using social
media and digital tools as a lever, we can open the door to new ways of learning, thinking, and communicating for all members of our community.
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Goal 2 – Action 2.3 (according to Community Tool Box, a service of the Work Group for Community Health and Development
at the University of Kansas)
http://ctb.ku.edu/en/table-of-contents/structure/organizational-structure/overview/main

Learn how to develop a framework that gives members clear guidelines on building organizational structure, and keeping the
organization functional.

•

What is organizational structure?

•

Why should you develop a structure for your organization?

•

When should you develop a structure for your organization?

What is organizational structure?
By structure, we mean the framework around which the group is organized, the underpinnings which keep the coalition functioning. It's the
operating manual that tells members how the organization is put together and how it works. More specifically, structure describes how members
are accepted, how leadership is chosen, and how decisions are made.
Why should you develop a structure for your organization?

•
•
•

Structure gives members clear guidelines for how to proceed. A clearly-established structure gives the group a means to maintain order
and resolve disagreements.
Structure binds members together. It gives meaning and identity to the people who join the group, as well as to the group itself.
Structure in any organization is inevitable -- an organization, by definition, implies a structure. Your group is going to have some
structure whether it chooses to or not. It might as well be the structure which best matches up with what kind of organization you have,
what kind of people are in it, and what you see yourself doing.

When should you develop a structure for your organization?
It is important to deal with structure early in the organization's development. Structural development can occur in proportion to other work the
organization is doing, so that it does not crowd out that work. And it can occur in parallel with, at the same time as, your organization's growing
accomplishments, so they take place in tandem, side by side. This means that you should think about structure from the beginning of your
organization's life. As your group grows and changes, so should your thinking on the group's structure.
Elements of Structure
While the need for structure is clear, the best structure for a particular coalition is harder to determine. The best structure for any organization will
depend upon who its members are, what the setting is, and how far the organization has come in its development.
Regardless of what type of structure your organization decides upon, three elements will always be there. They are inherent in the very idea of an
organizational structure.
They are:

•
•
•

Some kind of governance
Rules by which the organization operates
A distribution of work

Governance
The first element of structure is governance - some person or group has to make the decisions within the organization.
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Rules by which the organization operates
Another important part of structure is having rules by which the organization operates. Many of these rules may be explicitly stated, while others
may be implicit and unstated, though not necessarily any less powerful.
Distribution of work
Inherent in any organizational structure also is a distribution of work. The distribution can be formal or informal, temporary or enduring, but every
organization will have some type of division of labor.
There are four tasks that are key to any group:

•
•
•
•

Envisioning desired changes. The group needs someone who looks at the world in a slightly different way and believes he or she can make
others look at things from the same point of view.
Transforming the community. The group needs people who will go out and do the work that has been envisioned.
Planning for integration. Someone needs to take the vision and figure out how to accomplish it by breaking it up into strategies and goals.
Supporting the efforts of those working to promote change. The group needs support from the community to raise money for the
organization, champion the initiative in the state legislature, and ensure that they continue working towards their vision.

Common Roles
Every group is different, and so each will have slightly different terms for the roles individuals play in their organization, but below are some
common terms, along with definitions and their typical functions.

•
•
•
•

An initial steering committee is the group of people who get things started. Often, this group will create plans for funding, and
organizational and board development. It may also generate by-laws, and then dissolve. If they continue to meet after approximately the
first six months, we might say they have metamorphosed into a coordinating council.
A coordinating council (also referred to as a coordinating committee, executive committee, and executive council), modifies broad,
organization-wide objectives and strategies in response to input from individuals or committees.
Often, one person will take the place of the coordinating council, or may serve as its head. Such a person may be known as the Executive
Director, Project Coordinator, Program Director, or President. He or she sometimes has a paid position, and may coordinate, manage,
inspire, supervise, and support the work of other members of the organization.
Task forces are made up of members who work together around broad objectives. Task forces integrate the ideas set forward with the
community work being done.

For example, from the director of a coalition to reduce violence in a medium-sized city: "Currently, we have three operational task forces. Members
of each have an ongoing dialogue with members of the coordinating council, and also with their action committees. The oldest was formed with
the goal of eliminating domestic violence about fifteen years ago, when a local woman was killed by her husband. Then, after several outbreaks of
violence in the schools a few years back, our group offered to help, and a second task force sprung up around reducing youth violence. We've just
started a third, with the goal of increasing gun safety.
"All of it is interrelated, and all of it applies to our mission of increasing the safety of residents of South Haven, as well as that of our visitors. But
each task force is contributing to that mission in vastly different ways, with different objectives, and using different strategies. 'Cause, you know,
the strategies you use to stop a ninth grader from bringing a gun to school just aren't the same as the ones you use to stop a 40-year-old man on
unemployment from beating his wife."

•

Action committees bring about specific changes in programs, policies, and practices in the sectors in which they work.

For example, the task force on domestic violence mentioned above has the following action committees:

•
•
•

A government and law enforcement committee. Members include police officers, lawyers, a judge, and a state representative. Currently,
they are trying to pass laws with stronger penalties for those convicted of domestic violence, especially repeat offenders. They are also
training officers to be better able to spot an abusive relationship, and better able to inform a victim of his or her options.
A social services committee. Members (who include representatives from most of the service agencies in town) work to assure that staff
members know where to send someone for the resources he or she needs. They are also trying to increase the number of trained
volunteer counselors who work at the battered women's shelter.
A media committee. Members include local journalists, writers, and graphic designers. They keep the project and the issue in the public's
minds as much as possible with editorials, articles and news clips of events, as well as advertisements and public service announcements.
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•
•

•
•
•

Support committees are groups that help ensure that action committees or other individuals will have the resources and opportunities
necessary to realize their vision. Financial and media committees are examples of committees formed to help support or facilitate your
work.
Community trustees, also known as the board of trustees or as the board of directors, provide overall support, advice, and resources to
members of the action groups. They are often either people who are directly affected by the issue or have stature in the community. That
way, they are able to make contacts, network with other community leaders, and generally remove or weaken barriers to meeting
organizational objectives.
Grantmakers are another part of the picture. Grantmakers exist on an international, national, state, and local level and may be private
companies and foundations, or local, county, state, or federal government organizations (for example, block grants given by the city
would fall into this category).
Support organizations (not to be confused with the support committees listed above) are groups that can give your organization the
technical assistance it needs.
Partner organizations are other groups working on some of the same issues as your organization.
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Goal 2 – Action 2.4 (according to the Educating Parents/Enriching families or PEP)
http://pepparent.org/why-parenting-education/research/
The Research
Research findings support the fact that parenting classes such as PEP’s have a strong impact on both parents and children. The positive parenting
theory and practice that PEP teaches is internationally well documented by educators, mental health professionals and child development experts
as highly effective.
Why is parenting education a good choice for parents? Parenting education has been linked to the following positive results:

•

Improved parent-child bond and communication [1]

•

Increased child compliance to parent requests [2]

•

Increased parental knowledge of child development and parenting issues [3]

•

Fewer negative parenting behaviors such as yelling, using bribery or hitting [4]

•

Better physical, cognitive and emotional development in children [5]

•

Reduced youth substance abuse such as smoking and drinking [6,7,8]

•

Better adolescent school performance and stronger school engagement [9]

•

Better mental health for children and fewer symptoms of depression [10,11]

References:
1. Centers for Disease Control and Prevention, Parent Training Programs: Insight for Practitioners (Atlanta: Centers for Disease Control and
Prevention, 2009).
2. Ibid.
3. Anne Samuelson, “Best practices for parent education and support programs,” What Works: Wisconsin Research to Practice Series 10 (Madison:
University of Wisconsin–Madison/Extension, 2010).
4. Jody McVittie, M.D., and Al M. Best, Ph.D., “The Impact of Adlerian-Based Parenting Classes on Self-Reported Parental Behavior,” Journal of
Individual Psychology 65 no. 3 (Fall 2009): 264-285, http://www.positivediscipline.com/files/Press_Release_12_5_09.pdf.
5. Samuelson, “Best practices for parent education and support programs.”
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Goal 2 – Action 2.6
https://www.aft.org/resolution/preparing-stakeholders-reduce-students-chronic-absenteeism

PREPARING STAKEHOLDERS TO REDUCE STUDENTS’ CHRONIC ABSENTEEISM
WHEREAS, chronic absenteeism is a national problem that undermines our efforts to improve education and
life outcomes among our students and significantly predicts children’s long-term ability to thrive; and
WHEREAS, chronic absenteeism is a challenge as early as preschool, and too many students at all grade levels
miss 10 percent or more of scheduled instructional days due to chronic absenteeism, thereby placing them at
academic risk;
And WHEREAS, the common metric of average daily attendance can mask chronic absenteeism, which is not
simply a matter of truancy; it is defined as including unexcused absences, suspensions and excused absences,
which are often related to illness, poverty and other social determinants of health, as well as a lack of access
to needed physical health and mental health supports, resulting in further loss of valuable instructional time;
And WHEREAS, students only benefit from classroom instruction if they are in class, and chronic absenteeism
as early as preschool, kindergarten and first grade is a proven early warning sign that a student will fall behind
in reading and other key areas by third grade;
And WHEREAS, by secondary school, chronic absenteeism predicts course failure and dropping out of school,
and research connects chronic absenteeism to the school-to-prison pipeline;
And WHEREAS, diverse root causes lead to chronic absenteeism, including the compounded effects of
community and family impoverishment, chronic illness, school climate, zero-tolerance policies, testand-punish
approaches, misconceptions about the importance of attendance and a lack of adequate investment in public
services, such as those that improve mobility and healthcare access;
And WHEREAS, low-income students, students of color and students with disabilities have significantly higher
rates of absenteeism in every state;
And WHEREAS, President Obama has issued a call to action to improve the lives of all young people through
his Every Student, Every Day initiative to address and eliminate chronic absenteeism, recognizing that frequent
school absences can be devastating to a child’s future success as well as to the future security and prosperity
of the nation;
And WHEREAS, all school personnel play a critical role in reducing chronic absenteeism, as educators are often
the first to identify problematic patterns of absence, support personnel are often best poised to identify the
root causes, and school health professionals are often critical to the design and implementation of responsive
interventions;
And WHEREAS, the American Federation of Teachers recognizes the need for cross-sector efforts to address
this national problem by ensuring that schools, families and communities have the tools, resources and
wraparound support to make sure students are in school and ready to learn;
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And WHEREAS, health interventions on school sites that seek to address asthma, nutrition, safe school
climates, dental health, vision, mental health and the social determinants of these conditions have been
shown to decrease the incidence of absences.
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APPENDIX D
Goal 3

Action 3.3

U.S. Department of Education

Every Student, Every Day: A National Initiative to Address and
Eliminate Chronic Absenteeism
Every Student, Every Day National Conference:
Eliminating Chronic Absenteeism by Implementing and Strengthening Cross-Sector
Systems of Support for All Students
June 9-10, 2016
Location: DoubleTree by Hilton Hotel, Crystal City—
Washington DC 300 Army Navy Dr. Arlington,
VA 22202
The U.S. Department of Education (ED), Office of Elementary and Secondary Education, in collaboration with the U.S.
Departments of Health and Human Services (HHS), Housing and Urban Development (HUD), and Justice (DOJ), is
proud to sponsor the Every Student, Every Day National Conference: Eliminating Chronic Absenteeism by Implementing
and Strengthening Cross-Sector Systems of Support for All Students. This conference is a key deliverable of President
Obama's My Brother's Keeper (MBK) Initiative (https://www.whitehouse.gov/my-brothers-keeper) and is designed to
support state and local efforts to address and eliminate chronic absenteeism among our nation's most vulnerable
students, particularly those attending low-performing schools. By catalyzing nationwide action to implement and
strengthen effective cross-sector early warning and response systems, which are proving integral to addressing chronic
absenteeism, we can more effectively improve student achievement and other critical youth outcomes.
New 2013-14 Civil Rights Data Collection data find that chronic absenteeism puts as many as six million students each
year at risk of falling behind or dropping out of school. Chronic absence data is also a proven early warning sign that a
student is off track for school success and graduation. This is a national problem that must be addressed. The Every
Student, Every Day National Conference will therefore focus participating state and local teams—which will include state
education officials, Cross-sector system leaders, local school district leaders, early learning providers, and other
partners—on federal chronic absenteeism guidance (http://www2.ed.gov/policy/elsec/guid/secletter/151007.html)
issued by ED, HHS, HUD, and DOJ on how to address and eliminate chronic absenteeism, as well as on best practices
from across the country that can help inform effective chronic absenteeism policy and practice that support all our
students to attend school daily and succeed in school and in life.
Conference Resources:
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• For a complete agenda, click here (/about/inits/ed/chronicabsenteeism/esed-national-conf-agenda.pdf).
• For descriptions of more than 40 workshops being offered at the conference, click here
(/abouthnits/ed/chronicabsenteeism/esed-nationalconf-program.pdf).

• For speakers bios, click here.
• To access the new 2013-14 Civil Rights Data Collection "First Look", click here
(http://www2.ed.gov/about/offices/list/ocr/docs/crdc-20131 4.html).

• Click here (/datastory/chronicabsenteeism.html) to view a new data story website about chronic absenteeism.

Chronic absenteeism—or missing at least 10 percent of school days in a school year for any reason, excused or
a primary cause of low academic achievement and a powerful predictor of those students who may eventually drop out
of school. An estimated five to seven and a half million students miss 18 or more days of school each year, or nearly an
entire month or more of school, which puts them at significant risk of falling behind academically and failing to graduate
from high school. Because they miss so much school, millions Of young people miss out on opportunities in postsecondary education and good careers.
Chronic absenteeism is also an equity issue, and it is particularly prevalent among students who are low-income, students
of color, students with disabilities, students who are highly mobile, and/or juvenile justice-involved youth—in other words,
those who already tend to face significant challenges and for whom school is particularlyt beneficial. Moreover, chronic
absenteeism is often confused with truancy, which can lead to disproportionate suspensions and expulsions from school
and inappropriate referrals of students and families to law enforcement.
In response and in support of the President's My Brother's Keeper Initiative (MBK), the U.S. Departments of Education
(ED), Health and Human Services (HHS), Housing and Urban Development (HUD), and Justice (DOJ) are launching
Every Student, Every Day: A National Initiative to Address and Eliminate Chronic
Absenteeism to support coordinated community action that addresses the underlying causes of local chronic
absenteeism affecting millions of children in our Nation's public schools each year. We believe that when a diverse
coalition of local stakeholders work together to engage and support students who are chronically absent, youth and
family outcomes of entire communities can be dramatically improved. In short, we believe chronic absenteeism in
communities is a solvable problem.
MBK Success Mentors & Student Supports Initiative: As a part of the President's
My Brother's Keeper initiative:
Department and the MBK Task Force (https://www.whitehouse.gov/my-brotherskeeper) have launched MBK Success Mentors (http://www.ed.gov/news/pressreleases/fact-sheet-white-houselaunches-new-national-effort-and-ad-councilcampaign-eliminate-chronic-absenteeism-and-drivestudent-success) the nation's
first-ever effort to scale an evidence-based mentor model to reach and support our
highest-risk students, using existing trained adults already, or easily, linked to our
schools to reduce chronic absenteeism and drive student success. Initially, the model
will target the Key transition years, Sixth and ninth grades, across 30 high-needs
school districts, with the goal of eliminating chronic absenteeism in these grades. The
model aims to reach 1 million students over the next 3-5 years. June 8th is the White
House MBK Success Mentor & Student Supports Summit — where communities
from around the nation will convene to mobilize an army of success mentors to drive
school success.
The Department has also launched a first-of-its-kind public awareness campaign
(http://absencesaddup.org/) with the Ad Council (http://www.adcouncil.org/) tto inform and
empower parents by providing information, resources, and support regarding the importance
of being in school, every day.

Together, these efforts will help to build a community of problem-solvers and
supporters who are working to help all of our students succeed, stay in school,
graduate from high school, and go on to fulfill their potential.
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Action 3.3

1273 Original Article
Improving Student Attendance With School, Family, and Community

Steven B. Sheldon
Download citation a http://dx.doi.org/10.3200/JOER.100.5.267-275
Researchers and policy makers have questioned the efficacy of familyinvolvement interventions. They believe that more studies are needed to
compare outcomes of students whose families received a partnership
intervention with those who did not. The author used data from the state
of Ohio to compare student attendance in elementary schools that
developed school-wide programs of school, family, and community
partnerships with the attendance of students in schools that did not
develop the programs. Analyses showed that in schools working to
implement school, family, and community partnerships, student
attendance improved an average of .5%, whereas in comparison
schools, rates of student attendance declined slightly from 1 year to the
next. Further analysis suggested that school outreach to families was the
driving mechanism that caused this effect.
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Action 3.3
Published Online: February 26, 2013

Published in Print: February 27, 2013, as poverty's prominent Role in Absenteeism
COMMENTARY

Poverty's Prominent Role in Absenteeism
By Marc Cuti110

"Half Of life is just showing up." I once loved repeating that to my printer-Friendly students who
were regularly absent from school, Like all good
Email Article quotes, it owns a perfect blend of simplicity, adaptation, and sublimity, I used to
love saying it, that is, until a young child curtly responded, "Sometimes I can't find a way to
show up." I wasn't sure if he meant that, or if he was attempting to create his own unique
axiom, but it certainly struck me. After all, if he cannot find a way to show up to school, how can
we expect him to succeed?
Chronic absenteeism—missing more than 10 percent Of school a year—occurs at rates three to
four times higher in high-poverty areas, according to a study of six states conducted by Johns
Hopkins University in May of last year. In these low-income communities, it is normal to find a
quarter of the class missing every day, with some students missing 30 to 40 days a year—a fact
that, as an inner-city English teacher, I regularly witness firsthand.
The most alarming part is that multiple studies across various states show
kindergartners to have the highest rate of absenteeism outside of high school students.
Educators and policymakers have known for years that falling behind before 3rd grade
has a high correlation not just with high school dropout rates, but with
incarceration rates as well.
An overwhelming majority of chronically absent kids are impoverished, dealing with such daily
stresses as caring for siblings, high rates of disease, violence in the community, and frequent
familial moves to find employment, I've spent many nights meeting with these children's
parents—themselves products of failed educational and social systems. They do not recognize
the long-term harm of missing school. There is a divergent culture not
entirely known to many Americans, one consistent with the worst ills that poverty can
beget, in which these children suffer. The prevailing attitude within these
communities is about survival, not school attendance.
Some might take these Observations as a myopic argument that blames the poor for
their own hardships. However, understanding these family structures requires a view
of poverty that cannot be seen from the isolation of a suburban community.
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There is no policy to cure generational poverty. Ten years of teaching has given me
more questions than answers in this regard. What I do know, however, is the degree
of risk inherent in not attending school, and it must be addressed. In high-poverty
communities, the difference between escaping an undeniable fate and staying put can
be found inside the classroom.
The current solutions for absenteeism revolve around the local "In high-poverty
communities, the department of human services and truancy courts. They continue
difference between to fail because they do not address the root familial causes;
escaping an instead, they treat school attendance as a court-mandated undeniable
fate and punishment. As more policymakers recognize the need for put can be staying
found inside the improved solutions to chronic absenteeism that do not involve court
systems, they have turned to new models.
Baltimore's School Every Day is a joint initiative between the city's public schools
and community, alumni, and faith-based volunteers who visit the homes of truant
children of all ages. Volunteers take to the streets prepared to provide parents with
personal advice and resources—from alarm clocks to umbrellas to information on
immunization centers— covering all the possible reasons for absences. The
University of Pittsburgh has developed a comprehensive, yet playful, Ready Freddy
program complete with a frog mascot, geared toward children entering kindergarten.
The program brings together schools, parents, and children to ease the transition
from home life to school entry. In over four years, it has more than tripled first-day
attendance rates in participating schools.
Even more expansive is President Barack Obama's early-childhood-education
initiative, which he announced in his recent State Of the Union address: to expand
federally funded, rigorous pre-K programs for children from low- and middle-income
families. Most importantly, it includes a program for home visits by health
professionals and social workers to families of pre-K children most at risk of not
attending school. It's a start (and an acknowledgment), on a federal level, that
treating the causes of absenteeism now prevents problems later.
Naturally, these programs and ideas require a commitment from schools,
communities, Congress, and taxpayers in order for them to translate into success for
our students. Naysayers quick to point out the expense of these services should be
reminded of the long-term societal costs high school dropouts place on cities, to say
nothing of the moral obligation we owe innocent children. Every option must be used
to curb this absenteeism epidemic, even temporary removal from parents, should it
come to that.
Education has long been considered one of the few opportunities for American
society that everyone enjoys, and it remains the most dependable way to break the
cycle of poverty. If we still believe this, then the issue of school attendance in
poverty-stricken communities must be moved to the forefront of our national
education discussion. The road to success, and failure, starts earlier than you think.

Marc Cutillo has worked with at-risk children for more than 10 years and is a former
boar.
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Goal 4

Goal 4 – Action 4.0 and 4.1
http://www.rudolfsteinercollege.edu/events/art-of-teaching-1st-4th-2015

Rudolf Steiner College

Grades 1 - 8
These efficient, effective professional development workshops are very popular as refreshers for Waldorf teachers. Over the
course of a week, we focus on curriculum, child development, and practical pedagogy for a specific grade. The Art of Teaching
provides an overview of the developmental principles that stand at the heart of Waldorf education. Participants will feel
prepared for the joys and opportunities of a new grade with renewed insight into its unique developmental phase, new ideas for
classroom activities, and tips for practical planning.
Classes are taught by experienced Waldorf teachers. There is ample opportunity for the networking, hands-on learning, and
professional exchange that is a unique benefit of a week-long intensive. A range of grade-specific arts is included in each
course.
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Goal 4 – Action 4.2
http://www.educationworld.com/a_issues/chat/chat071.shtml

Induction Programs Improve Teacher Retention
School districts spend hundreds of thousands of dollars recruiting teachers, but invest almost nothing -- in terms of time
or money -- to keep their teachers from leaving the schools or the profession. Left alone in a room full of students,
plagued by self-doubts and unanswered questions, many young teachers quit in frustration after only a year or two.
Annette L. Breaux, the curriculum coordinator for the Lafourche Parish Public Schools in Thibodaux, Louisiana, witnessed
that sieve effect in her own district: new teachers were pouring in, but few were retained. "They said we had nothing for
them," Breaux told Education World. "They were leaving because they got no support." In 1996, Breaux's district
contacted Dr. Harry K. Wong, a former high school science teacher who is now one of America's most prominent
education authors and lecturers, and asked for assistance. Wong told administrators they needed a program that
instructed and supported new teachers -- an induction program. "That's how we [Breaux and Wong] met and started
working together," Breaux said.
Hoping to stem the defection of young, effective teachers, Breaux created the Framework for Inducting, Retaining, and
Supporting Teachers (FIRST), which reduced the school system's teacher attrition rate by 80 percent. The state went on
to adopt FIRST as a model induction program.
To spread the word about the effectiveness of induction programs, Wong and Breaux wrote New Teacher Induction:
How to Train, Support, and Retain New Teachers. In the book, the authors not only show the value of comprehensive,
long-term teacher induction programs, they also describe successful programs and outline how to start one. "An
induction process is the best way to send a message to your teachers that you value them and want them to succeed
and stay," write Breaux and Wong.
Besides her position in the Lafourche schools, Breaux also travels to other school systems giving presentations about
induction programs. She recently talked with Education World about the educational and economic value of teacher
induction programs.
Education World: What are the differences between orientation and induction?
Annette L. Breaux: Everybody has orientation! That's where all the new teachers come together for a day to learn about
the policies and procedures of the school and district. That's it -- one day and it's done. Induction, on the other hand,
involves ongoing, systematic training and support for new teachers beginning before the first day of school and
continuing throughout the first two or three years of teaching. In other words, orientation is one small activity that takes
place during an overall systematic two- or three-year training process known as induction.
EW: Why don't more school systems use staff induction programs?
Breaux: Many school districts do not have induction programs because they mistakenly believe that mentoring and
induction are the same. They're not! Even if some school districts do realize there's a difference, they think that
mentoring, in and of itself, is enough. It's not! Just as orientation is only one small component of an overall structured
induction process, mentoring is only one of many components of a successful induction program. The fact is, simply
providing a new teacher with a mentor does little, if anything, to improve that teacher's effectiveness.
That's not to imply that mentors are wasting their time. They can offer much-needed support to new teachers. But a
mentor is just that -- a person who provides support when he or she is not busy teaching. Induction is an ongoing
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training process; mentoring usually is one component of that. A mentor alone cannot provide all the feedback, support,
and ongoing training a new teacher requires. Induction, however, can -- and does!
Mentoring can't do it all -- and more than 20 years of research has yet to prove mentoring's effectiveness. Induction, on
the other hand, has been shown to improve teacher effectiveness and increase teacher retention. In the words of Leslie
Huling, "Simply assigning a mentor teacher does little to remedy the situation of teachers becoming discouraged and
leaving the profession. Induction and mentoring must go hand in hand."
It's not rocket science. If you train and support new teachers, your chances of retaining them increase a hundredfold. At
worst, it's much better to train new teachers and risk losing them than not to train them and risk keeping them!
EW: What are the key elements of a successful induction program?
Breaux: No two induction programs are exactly alike; each caters to the culture and needs of its unique school or district.
Several common components, however, underlie the most successful induction programs:
•

an initial four or five days of training before school begins.

•

ongoing, systematic training over the course of two or three years.

•

strong administrative participation in, and support of, the overall induction process.

•

a mentoring component.

•

study groups in which new teachers network and support one another.

•

a structure for modeling effective teaching during in-services and mentoring.

•

numerous opportunities for inductees to visit demonstration classrooms taught by successful veteran teachers.

EW: How do staff induction programs affect student learning?
Breaux: Research has proven time and again that it is the teacher who makes the difference in the classroom; just as it is
the pilot who makes the difference on the airplane; just as it is the surgeon who makes the difference in the operating
room. The better trained the pilot, the better the chances of arriving safely at your destination. The better trained the
surgeon, the better the chances of successful patient recovery. Likewise, the better trained the teacher, the better the
student achievement in the classroom.
Induction programs that are specifically designed to train new teachers help increase teacher competence, which, in
turn, directly impacts student achievement. It seems like it would be a much better use of resources if we stopped
conducting research to prove the obvious -- that teacher quality makes a difference -- and instead use those resources
to ensure teacher quality by training our teachers better!
EW: What is the hardest part about starting an induction program?
Breaux: The most difficult part about implementing an induction program, for some districts, is wasting time, energy,
and resources trying to reinvent the wheel. There's no need to do that. That's the reason we wrote New Teacher
Induction -- to save school districts time, energy, and money while providing the induction training new teachers need
and deserve. Also, many school districts across the country not only have successful induction programs in place, they
also are more than willing to share their successes with others.
In New Teacher Induction, we go beyond just providing resources, however. We devote an entire chapter to "how to
structure an induction program." We literally walk readers through seven simple steps to structuring an induction
program. If they follow the steps, they have got an induction program in place!
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EW: How long should induction programs last? Who should participate?
Breaux: The most successful induction programs begin with four or five days of training before the first day of school and
continue throughout the new teachers' first two or three years of teaching. The intent is to not only train new teachers
throughout their first few years, but to instill in them the importance of becoming lifelong learners so they will continue
to grow professionally throughout their careers.
As for who should participate: ideally, we should induct all teachers who are new to the district, whether they have prior
teaching experience or not. Experienced teachers entering the district should not require as much training and support
as first-time teachers, but they still need to learn what will be expected of them and where to turn when they have
questions or concerns. All teachers new to a district need to learn policies and procedures, missions, philosophies, and
the overall culture of their particular school and district.
Many districts provide separate and specific induction training for first-time teachers and for experienced teachers who
are new to the district.
EW: Where can districts and schools that want to start induction programs find resources?
Breaux: New Teacher Induction provides overviews and contact information for more than 30 highly successful, easily
replicable induction programs used in rural, urban, and suburban school districts across the United States. A reference
section provides research articles, agendas of successful induction programs, sample handouts, induction guidelines,
and much more.
The best part of those induction programs is that they are actually saving money for their schools and districts! For
example, the operating budget for FIRST, the Lafourche Parish (Louisiana) induction program, is $50,000 a year. Since
implementing the program in 1996, the attrition rate of new teachers has decreased by more than 80 percent. In their
research, Leslie Huling and Virginia Resta found: "If a bad hire costs a company nearly 2 times the employee's initial
salary in recruitment and personnel costs as well as lost productivity, then each teacher who leaves the profession
during the induction years likely costs taxpayers in excess of $50,000." Based on that conclusion, if Lafourche retains
only one new teacher a year, it recoups its entire FIRST budget!
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Goal 4 – Action 4.3
https://www.ericdigests.org/pre-924/mentoring.htm

Teacher Mentoring. ERIC Digest #7.
Mentoring is the establishment of a personal relationship for the purpose of professional instruction and
guidance. In education, the value of mentoring has been recognized in the use of teachers and other
professionals in one-on-one instruction of students for vocational education, science, and reading (Evenson,
1982). Mentoring programs have been implemented recently for beginning teacher induction and continuing
staff development. This digest describes teacher mentoring and its different applications.
WHAT ARE THE CHARACTERISTICS AND ACTIVITIES OF MENTORING?
From the literature on mentoring in professions, Bova and Phillips (1981) compiled a list of ten characteristics
inherent in any mentor-protege relationship.
1. Mentor-protege relationships grow out of voluntary interaction.
2. The mentor-protege relationship has a life cycle: introduction; mutual trust-building; teaching of risk-taking,
communication, and professional skills; transfer of professional standards; and dissolution.
3. People become mentors to pass down information to the next generation.
4. Mentors encourage proteges in setting and attaining short- and long-term goals.
5. Mentors guide technically and professionally. Mentors teach proteges skills necessary to survive daily
experiences and promote career-scope professional development.
6. Mentors protect proteges from major mistakes by limiting their exposure to responsibility.
7. Mentors provide opportunities for proteges to observe and participate in their work.
8. Mentors are role models.
9. Mentors sponsor proteges organizationally and professionally.
10. Mentor-protege relationships end, amiably or bitterly.
FORMALIZING AN INFORMAL PROCESS
Some school systems have formalized mentoring processes as part of newly developed induction programs,
thus compromising some of the mentor-protege relationship characteristics. Voluntary participation becomes
mandatory for the protege. At the same time the sphere of influences in which the mentor would ordinarily
affect the protege is decreased by time and authority restrictions. The mentor cannot regulate the beginning
teacher's levels of responsibility. The mentor does not have the freedom to direct the protege's activities nor
the time to adequately oversee developing classroom performance. The mentoring relationship can be
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supported by creating a school environment which openly offers assistance and provides the means to expand
the initiate's repertoire of teaching techniques and classroom management skills.
WHAT BENEFITS DOES MENTORING BRING TO THE EDUCATIONAL SYSTEM?
As an interactive system, mentoring benefits all participants: the mentor, the protege, and the school
system. Mentors gain the satisfaction of being able to transfer skills and knowledge accumulated through
extensive professional practice (California State Board of Education, 1983; Krupp, 1984). Much of this
knowledge is intangible and is not contained in teacher preparation programs. It might be lost entirely if it
were not rediscovered by each beginner. The questions from beginning teachers provide opportunities for
mentor teachers to reexamine their own classroom practices and the effects of accepted instructional
techniques on the teaching/learning process.
The protege benefits in three major ways: fast assimilation into the school environment, establishment of
professional competence, and introduction to teaching as a continually developing, lifelong career. One of
the most recognized uses of mentoring is the conveyance of operating procedures to the beginner (Evenson,
1982).
The school administration provides an introduction to the rules but the mentor teaches the skills necessary
to comply and cope with them (Driscoll et al., 1985). The mentor provides the protege with opportunities to
develop professional competence through a cycle of observation/assessment/practice/assessment. This
permits continuous communication and constant feedback to the protege. Classroom skills develop under
the mentor's constant and consistent assistance. The mentor also guides the protege though the maze of
local and state administration systems which potentially influence the practices of the classroom teacher.
Finally, the mentor directs the protege to professional organizations for academic and professional
development.
The school district benefits both directly and indirectly from mentoring programs. A school which
enthusiastically welcomes beginning teachers and initiates them to active participation in the educational
processes potentially reduces its teacher attrition rate (Driscoll et al., 1985). Furthermore, close supervision
of the beginning teacher catches problems which may affect the instructional process or discourage the
teacher. Involving experienced teachers in the program and providing them the opportunity to pass on their
expertise further demonstrates long-term professional interest in the faculty and provides an environment
conducive to lifelong professional careers.
PROBLEMS COMMON TO THE IMPLEMENTATION OF MENTORING PROGRAMS
Confusing "assessment" with "evaluation" provides a common cause of mentor program failure (Griffin,
1984). An effective mentoring process is built on a foundation of mutual trust. The objective of the process is
assistance. Both trust and assistance are placed in serious jeopardy if the mentor is saddled with evaluation
responsibilities. Assessment, however, is an important part of the mentoring process which allows the
protege self-criticism and direction for improvement (California State Board of Education, 1983). Programs
can resolve this conflict by appointing separate evaluators who meet with the protege and mentor to discuss
performance evaluations.
Mandatory program participation could cause problems in the mentoring process, but surveys of postprogram proteges and mentors repeatedly report enthusiastic support of organized mentoring programs
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(Krupp, 1984; Huffman and Leak, 1986). This seems to indicate that schools can establish an environment for
effective mentoring in mandatory programs.
Finding criteria and methods for choosing mentors is a problem common to all programs. Some criteria and
methods for mentor selection are suggested by Driscoll in her description of the Utah Teacher Evaluation
Program. The California Teacher Mentor Program (California State Board of Education, 1983) and the Model
School Project of Louisville (Benningfield et al., 1984) offer additional mentor characteristics. Proteges
become good teachers by assimilating the desirable skills, attitudes, and professional outlook of their
mentors. The latter is unlikely unless the beginning teachers are matched judiciously with prequalified senior
teachers who share professional interests, expressed educational philosophies, and compatible personalities.
Using a mentoring program to fulfill state-mandated and district-required certification, induction, and staff
development programs loads mentoring with obligations that the technique is not designed to handle. The
mentor is a guide to the profession, not a stand-in for administration (Driscoll et al., 1985)
EXISTING PROGRAMS: MODELS FOR FUTURE DEVELOPMENT
Krupp (1984) describes one of few wholly mentoring programs. This experimental program conducted in
Connecticut elementary and secondary schools cultivated the spontaneous formation of mentoring
relationships among teachers. An introductory seminar for all school staff motivated an interest in the
mentoring process. Successive workshops for volunteer program participants provided information and
guidance to mentor teachers and their proteges.
In most teacher mentoring programs, mentoring forms a basic component of a multipurpose teacher
induction program. Many induction programs seek to qualify a new teacher for certification and permanent
employment, necessitating evaluation of teaching skills and providing programs to improve those skills to
preset standards. The literature provides many examples of these mentoring-evaluation program hybrids
(see Galvez-Hjornevik, 1985). Another purpose for supporting the teacher mentor/protege relationship with
additional induction activities is to restore some of the benefits of professional mentoring which are
necessarily curtailed by the teaching environment: time constraints and limitations of personnel interaction.
Driscoll et al. (1985) discuss the problems common to the adaptation of the traditionally idealistic
relationship of mentor and protege to the teacher's real world of limited time and structured activities.
The multipurpose programs come in two varieties: those using mentoring as a part of an induction process
and those using mentoring as a tool for general staff development. The Charlotte-Mecklenburg Schools
Career Development Program (Schlechty, 1985) is representative of teacher induction programs which assign
each new teacher to an induction committee. This "Advisory/Assessment Team" consists of a school
administrator, an instructional consultant (often from a teacher preparation program of a nearby college),
and a peer teacher who acts as a mentor to the beginner. These programs back up both the mentor and the
protege with separate supporting activities. The system has received favorable reviews, despite the
misleading use of the term "assessment": the final team "assessment" determines the employment status
for the protege.
Examples of programs which use mentoring as a general approach to staff development are the California
Mentor Teacher Program (California State Department of Education, 1983) and the proposed Model School
System of Louisville, Kentucky (Benningfield et al., 1984). In these specific programs, the use of "mentor" is a
misnomer. Both programs professionalize the mentoring process by training senior teachers as master
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teachers to instruct beginning and experienced teachers in advanced instructional techniques and classroom
skills. Each trained "mentor" is assigned a group of "proteges." The mentor also is responsible for curriculum
development and the exploration of new instructional techniques. The concept of training experienced
teachers to advise and monitor a group of other teachers does not evolve from developments in the use of
mentoring as much as it is derived from twenty years of induction program development (see GalvezHjornevik's Appendix from Zeichner-1979, 1985). The California and Louisville programs borrow the best of
master teacher programs and combine it with the less personal aspects of mentoring.
The success of mentoring programs has been documented largely by opinion survey. Most of the programs
using teacher mentoring are less than four years old. Long-term objectives, including the retention of new
teachers and development of experienced ones, have had insufficient time to be realized. However, surveys
of perceptions of program success overwhelmingly conclude that beginning teachers expand their
techniques, improve teaching skills, and learn classroom management (Huffman and Leak, 1986).
Furthermore, mentors do appreciate the opportunity to and do pass their expertise on to new teachers
(Califonia State Department of Education, 1983; Krupp, 1984). The varieties of mentoring programs
described in the literature should allow any school district to find a model which fits its budget, time, and
spatial constraints.
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Goal 4 – Action 4.4
Teacher Evaluation
The Every Student Succeeds Act has ended the federal government’s involvement in prescribing and
influencing teacher evaluation systems across the nation. ESSA does not require states to set up
teacher evaluation systems based in “significant” part on students’’ test scores, which was a key
component of the U.S. Department of Education state-waiver system. The law permits states to redesign and submit descriptions of their new accountability systems to the U.S. Department of
Education.
KEY PROVISIONS
Prohibits the Secretary of Education from prescribing any aspect of states’ educational system,
including teacher evaluation systems or defining teacher effectiveness.
 Requires states to develop their own goals (long-term, short term, interim goals) and to look at a
broad range of factors to gauge school performance—not just test scores.
 States may design and implement evaluation and support systems that are based in part on
evidence of student academic achievement, which may include student growth, and shall include
multiple measures of educator performance or other school leaders, such as by— o (I) developing
and disseminating high-quality evaluation tools, such as classroom observation rubrics, and methods,
including training and auditing, for ensuring inter-rater reliability of evaluation results; ‘‘(II) developing
and providing training to principals, other school leaders, coaches, mentors, and evaluators on how to
accurately differentiate performance, provide useful and timely feedback, and use evaluation results
to inform decision-making about professional development, improvement strategies, and personnel
decisions; and ‘‘(III) developing a system for auditing the quality of evaluation and support systems.

BARGAINING/ADVOCACY IMPLICATIONS:
 In Title II, the ESSA savings clause provisions are “rights-preserving” provisions, not “rightscreating
provisions.” If you did not have the right to bargain evaluation (either as a mandatory or permissive
subject of bargaining) before the enactment of ESSA, the savings clauses in ESSA do not give you
that right. Likewise, if you didn’t have a state law covering a topic before the enactment of ESSA, the
savings clauses in ESSA do not give you that protection. Rather, the savings clauses protect against
ESSA interference with existing rights under state and local law and association agreement.
 If your state law permits, but does not require, negotiation over evaluation, the savings clause
language provides another opportunity.
 Review your existing state bargaining law and your contract for language on evaluation, joint
committees, stipends for additional responsibilities, and other key provisions to ensure that where
ESSA protects contractual and collective bargaining rights, the employer is not acting unlawfully in
implementing ESSA. This review may also prompt your association to conclude that new language
needs to be negotiated.
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 Under Title II, ESSA requires the local educational agency to “meaningfully consult” with teachers,
specialized instructional support personnel, paraprofessionals, parents, and community partners, in
developing a grant application that covers a number of issues including evaluation. This provision
provides the Association with an opportunity to provide input regarding evaluation, even in nonbargaining states.
 NEA’s Teacher Evaluation and Accountability Toolkit (http://www.nea.org/home/50813.htm)
contains many contract language examples and guiding principles to consider when implementing or
modifying an evaluation system. Some key points to consider include: Depending on the scope of
your state’s collective bargaining law, the association may be able to negotiate many aspects of the
evaluation system such as the measures to be assessed, observation procedures, and tools/forms
associated with the evaluation or accountability system. Some associations have negotiated a joint
evaluation committee to oversee the process, while others include the specifics in the collective
bargaining agreement. Even where bargaining doesn’t exist, teacher evaluation systems should be
developed in partnership with teachers to ensure teacher buy in. Evaluations must be meaningful,
providing all teachers with clear and actionable feedback linked to tailored professional development.
There is growing evidence that using student test scores to determine teacher effectiveness is
misguided and does not improve instructional practice. As part of the implementation process,
evaluation systems must be adequately funded and fully developed and validated. All teachers must
be trained on the new systems before they are used to make any high-stakes employment decisions.
New or modified evaluation systems should be piloted before the high stakes personnel decisions are
tied to any evaluation system. The process for changing or modifying the evaluation system due to
unanticipated consequences should be negotiated wherever possible and permitted by law.
Improvement plans and due process rights should be considered when developing an evaluation plan
and must align with the due process rights of the contract.
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