

Revised Elementary Spring Visit Process

The Rationale
After much reflection and dialogue, the decision has been made to make some changes to the Spring Visit format that has been in place for the past number of years.  Some of the feedback with various focus groups in review of Spring Visits indicated the following:
Strengths
· The Spring Visit process is valuable in that it supports effective school programming.  It encourages school teams to step back from the very busy flow of work to examine the programming for students in all areas of the diversity framework. Although this process is time consuming and perhaps stressful, it supports effective programming.  The dialogue at the school level provides an opportunity for the school team to: 
· continue communication among the administrators and their group of professionals, including those who are itinerant, who serve students with diverse needs, 
· develop understanding among these professionals of the various programming supports in place for students with a diverse range of needs, 
· reflect on the strengths and weaknesses of this programming with the intent of identifying the changes required or goals to strive for in the upcoming year,
· share the good programming going on at the school and celebrate the successes.
· The combined visit process, with 2 or 3 schools together, had benefits for sharing of ideas – although significant time saving was not realized.
· The process was good for reflecting on the school’s programming and supports.
Considerations for change
· There is some overlap between the Learning Improvement Plan process and the Spring Visit process and some misalignment of timing.
· The sustainability of the individual school visit was questioned.
· In programs with a high degree of stability, it was suggested that meetings could occur less frequently.


The Two-part Process for this Year
Part I will take place at each school.  It will involve the school administrator(s) and the school-based student support services team and will focus on reviewing existing programming for students with diverse needs and setting goals for the upcoming year.  
Part II will involve school teams in discussion with 4-5 school teams and the Board Office team.  The discussion will focus on the goals our school division set with the Ministry to address and improve:  Differentiated Instruction, Personal Program Plans, the Referral Process and the Full-Service School Division.  These goals have been the focus of our school division work since fall 2008.
Part 1:  At your school:
1.   Each principal will schedule and facilitate a collaborative meeting with the school-based student support services personnel at his/her school.  This team will include LATs, teacher librarians, ELO catalyst teachers, EAL teachers, and if possible the vice principal.
2.   The school team will collaboratively reflect on “What is working well”, “The challenges”, and “Your school plan” to address programming for students in each diversity area.
3.   The school team will identify and record the highlights of this discussion on the templates provided which are similar to last year. Please focus on two or three key supports that have been particularly effective for each group of students (Appendix A).
4.   The school will submit the following completed templates to Greg Chatlain by April 16th: 
· Programming for Students with Diverse Needs   (Appendix A)
· Sources of Support: 2009-2010    (Appendix B) to identify the personnel supporting programming for students who require differentiated instruction-similar to the template from last year. 
· Students with Intensive Needs Submitted to the Ministry   (Appendix C) to identify the students with intensive needs in each classroom and the type of support currently provided.  This template is new and it will support discussion related to resource allocation for your school. 
The Board Office team will review and respond to your programming summary before the end of the school year.  
5.   Prepare for the Partner School Meeting that will bring 4-5 school teams and the Board Office team together for discussion on the division goals identified above.  These goals were shared and discussed during our Service Delivery Review with the Ministry in January 2010.  The templates provided will guide your conversation at the school, provide a way for you to synthesize your ideas and support each participant’s engagement in discussion at the division level meeting (Appendix D).
Part 2:  At the division level:  networking and discussion with 4-5 school teams and the Board Office team
·    A schedule will be developed to bring together several schools for these discussion sessions.  School teams will include principals, LATs, TLs and Catalyst teachers.  In situations where personnel are in several schools, they will likely chose to attend one of these sessions.  EAL teachers are not required to attend this meeting; we encourage their participation at the school level.
·   These meetings will be scheduled between April 26 and the end of May for either a morning or afternoon session. 
·    School teams will be assigned to different discussion groups and each participant will have an opportunity to share information and discuss the division goals with participants from other schools.  Each team member should come prepared to discuss the goals with the group to which they are assigned (Appendix D).  
·    Excerpts from the Ministry Service Delivery Model Rubric are included for each goal.  The complete version of this rubric is included (Appendix F).
·  Jeannette Reschny will contact your school to schedule this meeting.












										Appendix D
Differentiated Instruction
1.	Where on this rubric would you place your school?
	
Not Evident
	
Emerging/Developing
	
Evident
	
Exemplary

	
Awareness of differentiated instructional practices is not evident; student achievement valued as acquisition of factual knowledge; assessment confined to summative information; special learners seen as outside of regular planning for classroom of students; special learners viewed as the responsibility of the special education teacher.

	
Classroom teachers recognize the need for differentiated instruction; attempts at programming do not reflect consistency of planning; little enunciation of process by which to facilitate various levels of content for intended student products; special learners accommodated through parallel activities related to activities of regular class.
	
Differentiated instruction is a component of school division and school strategic planning adaptations made for student differences; modifications to content, process, and product; instructional strategies and curriculum linked; strategic planning for differentiated instruction crosses student commonalities and differences; evidence of efforts to effect successful curricular, interpersonal, and technology outcomes.

	
School division/school plans to support differentiated instruction are comprehensive and successfully implemented:  special learners are accepted unconditionally; special learners’ work focuses on essential concepts and skills generalized across curricula and reflecting differing learning modalities, pacing and complexity; assessment, classroom management, and instruction interconnected; special learners’ participate in work that supports their identity and are partners in collaborative learning; special learners learn from work aimed at their competencies;  materials are used flexibly and there is adapted pacing.



2.	Discuss and identify the effective practices that brought you to this level.




3.	Discuss and identify what you need to do to move up to the next level.




4.	Identify how the division could support your improvement in this area.

Personal Program Plans
1.	Where on this rubric would you place your school?
	
Not Evident
	
Emerging/Developing
	
Evident
	
Exemplary

	
Development process for Personal Program Plans not established at division/school levels; no procedures for review process in place; Personal Program Plans developed by resource teacher

	
Development process of Personal Program Plans and yearly review expectations established at division level; development process and review inconsistent in implementation; Personal Program Plans developed by classroom teacher and resource teacher; Personal Program Plans communicated to parents/caregivers; Personal Program Plans reviewed by school-based personnel at end of school year

	
School-based team part of Personal Program Plans development meeting with parents/caregivers; assessment information presented; programming needs outlined; services and supports are identified, included in Personal Program Plans; team-identified priority annual outcomes are established and meet the standards identified by the Ministry of Education; review dates for Personal Program Plans determined
	
Personal Program Plans development meeting held among in-school team, supporting professionals, parents/caregivers, outside agency personnel; team-identified priority annual outcomes are established and align with areas within the Impact Assessment Profile and with the standards identified by the Ministry of Education



2.	Discuss and identify the effective practices that brought you to this level.





3.	Discuss and identify what you need to do to move up to the next level.





4.	Identify how the division could support your improvement in this area.

The Referral Process
1.	Where on this rubric would you place your school?
	
Not Evident
	
Emerging/Developing
	
Evident
	
Exemplary

	
A clear set of procedures is not established; pre-referral processes are not required, or not documented, or communicated by classroom teacher

	
A set of school division procedures has been established; inconsistent use and documentation of pre-referral processes; parents are notified of referral; results of formal assessments are communicated to parents/caregivers

	
Division-wide referral process established and followed; pre-referral processes practiced as part of referral process when uncertain of presence of needs; results formal assessments are communicated to parents/caregivers

	
School-based implementation guidelines established for division-wide referral process, including pre-referral; classroom teachers knowledgeable of, and alert to, students unresponsive to classroom interventions; parents are part of assessment process; assessment plans are developed, and communicated and monitored to/by others/parents/caregivers; all forms of assessment results communicated to parents/caregivers; assessment plans for monitoring progress established




2.	Discuss and identify the effective practices that brought you to this level.





3.	Discuss and identify what you need to do to move up to the next level.





4.	Identify how the division could support your improvement in this area.




Full-Service School Division
1.	Please read  Full Service School Divisions – Brief Summary of Ministry Document.     (Appendix E).  
	The document can also be viewed at the following link:
http://www.education.gov.sk.ca/StudentSupportServices/EnhancingOpportunities


2.	Further information and guiding questions will be provided at the meeting.









												Appendix E
Full-Service School Divisions – Brief Summary of Ministry Document

What is meant by a ‘Full Service School Division’?
Full-service schools combine quality education and support services in response to the learning, health, and social needs of children and their families. They promote service integration
between education, health, and social services in an effort to provide seamless services within a school building or near-by community location.  Joy Dryfoos, a renowned researcher and advocate of full-service schools, describes them as “one-stop centers where the educational, physical, psychological and social requirements of students and their families are addressed in a rational, holistic fashion.”

What are the service delivery models used by professional student support services?

FSSD have the capacity to provide a full range of preventative, consultative, intervention, and assessment services. They typically carry out their duties through a combination of three basic models of service delivery.
Direct Service: The professional works directly with an individual or a group of students in the teaching of specific skills and/or providing treatment interventions.

Consultative Service: The professional provides information, recommendations, and/or specific intervention plans to others (e.g., classroom teachers, assistants, parents) who may be responsible for implementing the treatment. Consultative information may include information on how to: a) adapt the curriculum, b) modify instructional or assessment methods, c) use technical devices, or d) implement specific intervention strategies.
Collaborative Service: The professional, as a member of a multi-disciplinary team, shares ideas and collaborates in the development of plans to meet students’ needs. The team may include classroom teachers (as well as parents) working with other professionals from a variety of disciplines. The collaborative process is fundamental to the concept of integrated services.

What are the issues associated with staffing professional student support services?

The literature contains significant reference to a number of issues related to the staffing of FSSS, namely: a) under-funding for such positions, b) demanding caseloads, and c) recruitment and retention difficulties. Each of these issues is interconnected: For example, if the funding does not provide for an adequate number of staff positions, then the existing staff must carry larger caseloads.  This in turn causes retention and recruitment difficulties.

What is considered adequate professional student support services?

While there is a significant amount of literature regarding the importance of support services personnel to meeting the needs of children, there appears to be little information or evidence pertaining to what constitutes adequate staffing levels for these support positions.  While there is a paucity of evidence that unequivocally justifies particular staffing ratios, it seems reasonable to begin the work of establishing optimal staffing levels that ensure quality service and healthy working environments. The chart below provides a proposed six-year plan for creating population-based staffing ratios for professional student support services (e.g., 1 professional for every 1000 students). The proposed ratios are based on total student population because many of the issues that students face are not associated with an exceptionality; population-based ratios also represent equitable access to services for all students (DeBeer & Gairey, 2008, p. 8 & p. 36). Due to limited information, targets for ratios are not suggested for all possible staffing categories.
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School Division Student Support Services – Service Delivery Model Rubrics:  2008-2009
Collaborative Conference Call Guidelines

Guiding Principle: The intention of the conference call is to continue to create a culture of celebrations and strategic growth and renewal in the area of Student Support Services. Reaching consensus is not the objective of the conference call or the review process.

1. The Ministry of Education will call the school division at the number provided by the school division. 

2. An hour has been booked for each call. 

3. The Ministry of Education will chair the meeting. The chair is responsible to move the agenda forward and to ensure participants are noted to speak.

4. Agenda:

a. Introduction of participants on conference call.

b. Purpose: to share perspectives from the school division level and the Ministry level on the principles as identified on the Service Delivery Model rubrics. 

c. Each school division will complete the rubric and utilizing the descriptors: 
not evident, emerging/developing, evident and exemplary for each of the eighteen principles. 

i. Inclusionary philosophy and beliefs (7 principles)

ii. Intervention Plan (4 principles)

iii. Staffing Profile (7 principles)

5. The Ministry will forward a copy of the completed Service Delivery Model rubrics, summary of school division monitoring checklist, summary of school division personal program plan monitoring checklist as well as provincial data to the Superintendent of Student Services and Director of Education by the end of June, 2009. 

6. The school division will choose areas of development from the rubrics as priority areas for 
2008-09 and utilize these during the 2009-10 Student Support Services Review Process that will be scheduled with the Ministry. 


School Division Student Support Services – Service Delivery Model Rubrics:  2008-2009
Rubric Development Preface

The wording, concepts represented, and terminology were chosen to reflect respect for the regular classroom teachers’ (and other professionals) knowledge of ‘what’ to teach in partnership with the special educators’ (and other professionals) knowledge of ‘how’ to teach in relation to the needs of special learners. Three terms were specifically chosen and used consistently throughout the rubrics:
Special learners
This term was chosen rather than “student with special needs” or other similar terminology in order to broaden the scope of intention.  The term ‘special learner’ denotes students who may, indeed, have special needs historically known in the province as “designated” disabilities and now as students requiring intensive supports or with intensive needs.  However, it also includes those students who are at risk, have mild disabilities or who have needs arising from environmental effects.
Parents/caregivers
In recognition that children and adolescents may live within configurations of ‘family’ that differ 
from the traditional interpretation, the term ‘caregivers’ is added.  This term affirms the role that 
others, whether foster parents, youth workers, grandparents or other individuals responsible for 
that child or adolescent, have in working with the school-based personnel.

Agency personnel
This term is used to denote personnel who have an interest in service provision to the child or 
adolescent who is a special learner but who are within a community-based or government-
based agency not connected with the school division.  This is intended to describe agencies with 
a mandate that includes health, corrections, social services, or supplementary supports related to 
the disability or at risk circumstances experienced by the child or youth. 







School Division Student Support Services – Service Delivery Model Rubrics:  2008-2009
Inclusionary Philosophy and Beliefs
	Principles
	Not Evident
	Emerging/Developing
	Evident
	Exemplary

	Inclusive
Practice
	Special learners receive educational programming primarily in a special education classroom, a resource room or a therapy room; special education and regular education operate as separate enterprises
	Special learners receive educational programming primarily in a special classroom, a resource room or therapy room, are in process of being transitioned into regular classroom setting with support and relevant programming
	Special learners receive instruction in heterogeneous groups in the regular classroom and other school settings with support and relevant programming; specialized programming outside of the regular classroom is utilized when learner outcomes not achieved within classroom setting
	Special learners supported in a range of age-appropriate classrooms in neighborhood schools; sufficient supports exist within regular classroom for successful achievement of appropriate curricular outcomes for special learners; classroom teachers engage in instructional planning based on inclusionary practices and beliefs

	Differentiated 
Instruction
	Awareness of differentiated instructional practices is not evident;  student achievement valued as acquisition of factual knowledge; assessment confined to summative information; special learners seen as outside of regular planning for classroom of students; special learners viewed as the responsibility of the special education teacher
	Classroom teachers recognize the need for differentiated instruction;  attempts at programming do not reflect consistency of planning; little enunciation of process by which to facilitate various levels of content for intended student products;  special learners accommodated through parallel activities related to activities of regular class  
	Differentiated instruction is a component of school division and school strategic planning; adaptations made for student differences; modifications to content, process, and product; instructional strategies and curriculum linked; strategic planning for differentiated instruction crosses student commonalities and differences;  evidence of efforts to effect successful curricular, interpersonal, and technology outcomes  
	School division/school plans to support differentiated instruction are comprehensive and successfully implemented: special learners are accepted unconditionally; special learners’ work focuses on essential concepts and skills generalized across curricula and reflecting differing learning modalities, pacing and complexity; assessment, classroom management, and instruction interconnected; special learners’ participate in work that supports their identity and are partners in collaborative learning; special learners learn from work aimed at their competencies; materials are used flexibly and there is adapted pacing

	Parental/
Caregiver
Engagement
	Parent/caregivers are not involved in selecting, developing, contributing to, and/or monitoring learner outcomes; parents/caregivers feel there has been no effort to communicate, listen or provide information
	Parents/caregivers have familiarity with multidisciplinary team members; parent/caregiver input sought in monitoring learner outcomes; contact occurs less frequently than reporting periods; procedures that foster equal partnership with parents/caregivers and the school-based team are encouraged
	Interest, willingness to invest time/energy in developing relationship with parents/caregivers evident; involvement of parents/ caregivers, parallel to the reporting periods, in contributing to, and/or monitoring special learners’ outcomes; procedures that foster equal partnership with parents/caregivers and the school-based team are initiated
	[bookmark: OLE_LINK1][bookmark: OLE_LINK2]Regularly-scheduled involvement of parents/ caregivers, in addition to the reporting periods, in meetings focused on selecting, developing, contributing to, and/or monitoring learner outcomes; procedures that foster equal partnership with parents/caregivers and the school-based team are common accepted practice; shared responsibility for supporting learner outcomes

	Assessment
	Assessment focus on deficits;  norm-referenced assessment instrument data preferred; assessment information is outdated;  students referred for supports prior to assessment and/or development of individualized programming; progress related to activities rather than objectives
	Diagnostic and summative assessments conducted;  limited evidence of programming based on special learner strengths; limited informal assessment occurring to guide ongoing programming; annual goals developed but assessment information not directly linked;  some norm-referenced assessments current
	Majority of norm-referenced assessments are current;  informal and formal assessment promoted; consistent effort made to make programming decisions based on special learner’s demonstrated current level of performance;  annual goals, assessment information and program planning directly linked
	Informal and formal assessment is common practice and used to direct programming adaptations to content, process and products;  assessment data from variety of sources, across settings, used as basis for annual update of program planning

	Principles
	Not Evident
	Emerging/Developing
	Evident
	Exemplary

	Multi-disciplinary Team
	Supporting professionals provide services in isolation from regular classroom; each identifies, plans, monitors, reviews learner outcomes based on own discipline; students, classroom teachers supported through single or consecutive consultative response(s); protocols to connect interagency supports are not developed
	Supporting professionals consult with teacher on ad hoc basis; no shared responsibility and accountability; some planning, monitoring and reviewing of learner outcomes occurring; need for collaborative interaction identified but no training; reactive multidisciplinary responses prevalent; protocols are in development to connect interagency supports
	Collaboration occurs among multidisciplinary teams to identify, plan, monitor and review learner outcomes on scheduled basis; completion of initial inservice training on multidisciplinary collaboration; broader-based assessments; students, classroom teachers supported through proactive multidisciplinary responses; protocols are developed to connect interagency supports and implemented on ad hoc basis
	Interdependence exists among multidisciplinary team members: agreed upon goals across domains of need; shared report writing; systematic approach to collection/analysis of diagnostic information; clear, effective decision making/planning process; interdisciplinary trust; clear role definitions and accountability parameters (including who reports to who);  supporting professionals involved with student in regular classroom; team members support complementary skills of each other; team members learn new skills and help one another to communicate accurately; conflicts are resolved constructively through agreed upon mechanisms and protocols

	Fostering Independence
	Special learner has one-on-one support for entirety of school day; allocation of support focuses on responding to current level of dependency  


	Special learners provided with consistent one-on-one supports for significant portion of school day;  multidisciplinary team, including classroom teacher, in process of assessing potential reduction in time allocation in developmentally appropriate sequence;  transition planning in process
	Program planning and staffing allocations address change in needs for independence for special learners; attention is paid to developmentally appropriate dependence/independence; PPP outlines transition steps to greater independence
	Special learner accesses staffing allocation for physical or academic support only if required; regular monitoring of level of need occurs; appropriate skills are taught to special learner to facilitate independence in own decision making; student is able to navigate the educational environment with minimal individual or group support; positive interdependence with peers fostered to provide support for inclusive activities as needed; independent living needs considered, planned

	Assistive Technology
	Individual assistive technology not explored; knowledge of types or uses or advantages of assistive technology not known; no evidence of school division plan to enhance access
	Limited individual assistive technologies considered;  school division plan to enhance access to variety/applicable assistive technologies in development but limited pilot implementation;  limited or no training provided to staff
	Assessments by qualified personnel to determine appropriate assistive technology conducted for particular special learners; school division has developed comprehensive plan to enhance access to variety of assistive technologies for special learners; requests individually submitted - are congruent with school division plan;  some level of training provided to school-based personnel
	Individual requests for assistive technology are reviewed, fulfilled and updated on on-going basis;  comprehensive plan to facilitate and enhance access to a range of assistive technologies to support educational outcomes for special learners is communicated and implemented; technical support is available to special learners and/or school personnel




School Division Student Support Services – Service Delivery Model Rubrics:  2008-2009
Intervention Plan

	Principles
	Not Evident
	Emerging/Developing
	Evident
	Exemplary

	Referral Process
	A clear set of procedures is not established; pre-referral processes are not required, or not documented, or communicated by classroom teacher
	A set of school division  procedures has been established; inconsistent use and documentation of pre-referral processes; parents are notified of referral;  results of formal assessments are communicated to parents/caregivers
	Division-wide referral process established and followed; pre-referral processes practiced as part of referral process when uncertain of presence of needs; results of formal assessments are communicated to parents/caregivers
	School-based implementation guidelines established for division-wide referral process, including pre-referral;  classroom teachers knowledgeable of, and alert to, students unresponsive to classroom interventions; parents are part of assessment process; assessment plans are developed, and communicated and monitored to/by others/parents/caregivers; all forms of assessment results communicated to parents/ caregivers;  assessment plans for monitoring progress established

	Personal Program Plans (PPP)
	Development process for PPP not established at division/school levels;  no procedures for review process in place; PPP developed by resource teacher
	[bookmark: OLE_LINK3][bookmark: OLE_LINK4]Development process of PPP  and yearly review expectations established at division level; development process and review inconsistent in implementation; PPP developed by classroom teacher and resource teacher; PPP communicated to parents/caregivers; PPP reviewed by school-based personnel at end of school year
	School-based team part of PPP development meeting with parents/caregivers; assessment information presented; programming needs outlined; services and supports are identified, included in PPP; team-identified priority annual outcomes are established and meet the standards identified by the Ministry of Education; review dates for PPP determined
	PPP development meeting held among in-school team, supporting professionals, parents/ caregivers, outside agency personnel; team-identified priority annual outcomes are established and align with areas within the Impact Assessment Profile and with the standards identified by the Ministry of Education.

	Transition Planning
	No school division process or procedures outlined for transition planning to the next environment; transition considered a separate event
	School division process and procedures for transition outlined; implementation at school level inconsistent; transition planning from grade to grade, between schools, into grade one from kindergarten, as well as post-school
	School division process and procedures translated into guidelines at school level; consistent on-going process for transitioning into school, from grade to grade, between schools, as well as post-school; parents/caregivers involved in process;  critical factors that must be in place identified.
	School division process and procedures of transitions integrated as common practice at school level and across other sectors; indicators of successful transition developed and monitored.

	Service Coordination
	No common philosophy, language, perspective or focus; No evidence of interagency coordination
	Agency groups providing services and programs documented; information shared between school and agencies; gap analysis of needs completed followed by identification of resources available; referrals to other complementary agencies made if necessary; separate procedures, policies, activities determined but are complementary
	[bookmark: OLE_LINK5][bookmark: OLE_LINK6]Agency and school-based personnel work together to complete a gap analysis and align resources effectively and efficiently; case management strategies evident
	Protocols are mutually developed and implemented with shared leadership among agency and school-based personnel; joint planning for the identification and elimination of gaps occurs on a regular and pre-determined basis; shared case management strategies evident; prioritization of cases based on needs and risks





School Division Student Support Services – Service Delivery Model Rubrics:  2008-2009
Staffing Profile
	Principles
	Not Evident
	Emerging/Developing
	Evident
	Exemplary

	Student Support Services Teacher Qualifications
	Less than 50% of special educators have special education qualifications according to Ministry of Education requirements.
	At least 50% of special educators have special education qualifications according to Ministry of Education requirements.
	At least 75% of special educators have special education qualifications according to Ministry of Education requirements
	All school division special educators have special education qualifications according to Ministry of Education requirements

	Supportive Inservice Training for Teachers
	No school division induction process for new special educators evident; inservice targeting needs of special educators occurs but is infrequent and not part of overall plan to facilitate inclusive classrooms for special learners 
	School division in process of developing induction process for newly hired special education teachers with plans to broaden induction process to regular classroom teachers with special learners in inclusive settings; efforts made to assist teachers in meeting the needs of special learners but is on reactive basis
	Induction process developed and is implemented; expectations for special educator professional development are developed; novice classroom teachers are linked with teachers experienced in meeting needs of special learners in  regular classroom setting; novice special educators are linked with more experienced mentor special educators; meaningful professional development opportunities developed/accessed that foster the acquisition of new skills 
	Division new teacher induction process clearly enunciated, consistently practiced; teachers aware of school division expectations of professional development responsibility; diverse, specialized professional development opportunities provided; special educators choose appropriate professional development experiences;  planned inservice provides strong models incorporating theory/practice, classroom coaching with teacher mentors, professional reflection time,   problem solving training; teacher-to-teacher mentoring consistently practiced; administrators well-versed in inclusive education practices

	Provision for, and Engagement of, Supporting Professionals
	Process and procedures for accessing supporting professionals not in evidence;  gaps exist in access special educators or classroom teachers with special learners in inclusive settings have to support professionals in areas of language development and acquisition, emotional/ behavioral supports, physical disability accommodations and curriculum support
	School division has developed process and guidelines for accessing supporting professionals;  support exists in areas of language development/ acquisition, emotional/ behavioral supports, physical disability accommodations and curriculum support but access to them by special educators or classroom teachers with special learners in inclusive settings is inconsistent due to supply/demand concerns
	School division has established referral and request process for accessing professional support personnel; active participation of supporting professionals in inclusive classrooms; sharing of expertise with classroom teachers and special educators occurs/assists in cultivation of new skills and refinement of existing skills in meeting needs of special learners; commitment and student progress sustained with follow-up by supporting professionals        
	Professionals providing support in areas of language, emotional/ behavioral needs, physical disability accommodations, and curriculum part of support network for teachers;  support occurs via technology, resources or personal contact;  administrators, teachers have clear process available to access support professionals; school division needs are consistently monitored to reflect the consultative needs of school staff; caseloads of supporting professionals are monitored to ensure effectiveness of service to schools    

	Facilitation of School Team
Collaboration
	School level team not in existence;  classroom teachers and special educators work independently to secure services, resources for special learners
	Classroom teachers of special learners in inclusive settings and special educators meet informally and in response to situations to facilitate programming; consultation with supporting professionals occurs sporadically with individual teachers; meetings of all service providers occur on emergency basis  
	Collaborative processes in planning and providing educational programming for special learners occurs among school-based personnel;  classroom teachers of special learners in inclusive settings and special educators engage in collective efforts to establish common targets and benchmarks to monitor progress; supporting professionals part of school-based team on invitation        
	Collaborative school-level planning deeply embedded;  program planning for special learners occurs with participation of administrator(s), classroom teacher(s), special educators, supporting professional(s), supporting agency personnel;  team’s efforts assist in defining inclusion at school level, correcting misconceptions, problem solve issues that arise;  the team plans, monitors implementation efforts; provide information, encouragement, visible support to classroom teachers who are facilitating the programming of special learners; effectiveness of collaborative teams judged by effect on student learning   

	Support of Educational Assistants
	School division guidelines for role and support provided by educational assistants not in evidence; orientation to work place not in evidence


	School division in development of guidelines for role and support provided by educational assistants; while inconsistent from school to school, educational assistants provided orientation to role, special learners and school  
	Guidelines for role and support provided by educational assistants developed at school division level and distributed to schools; orientation to role, special learners and school provided to new educational assistants by in-school professional staff member(s); classroom teachers and special educators communicate informally during school day
	School division guidelines for the practice and support provided by educational assistants are fully developed and administrative, teacher and supporting school division staff knowledgeable of them; classroom teachers with special learners requiring the support of educational assistants are provided with guidance, support and training pertaining to effective use of this support; individual and classroom needs are enunciated; realistic educational assistant performance expectations are developed; strategies to facilitate communication with teacher and school team are developed

	Engagement of Supporting Agencies 
	Outside agency personnel not involved in school-based efforts with special learners 


	School division/school professionals consult with outside agency personnel one-on-one on reactive, emergent basis; parents normally conduit for information from outside agencies
	Outside agency personnel part of program planning meeting for special learners on invitation basis; provide programming suggestions or resource linkages; school-based team retains ownership of program planning process but incorporates suggestions and involvement of outside agency personnel
	Professionals from health care, social services, recreation, juvenile justice, employment, mental health, and other related human service fields are at various times members of collaborative team in planning for, and implementing, programming for special learners; personnel share perspectives, observations, expectations;  intervention and transition plans for special learners are more integrated and coherent; efforts result in supported education of special learners in inclusive communities

	Administrative Support of Inclusive Classrooms
	Classroom configurations reflect more homogenous groupings of ability resulting in higher number of special learners in some classrooms; numbers of students in classes reflect staffing allocations rather than student configurations; classrooms are considered separate entities with teachers functioning as sole providers of educational services
	Discussion occurs on  inconsistent basis between teachers and administration regarding most effective balance of student abilities in classroom assignment; more balanced classroom mix of students not necessarily effected; school-based special educator(s) prioritize needs of classroom teachers with higher numbers of special learners in their classes 
	In all schools in school division, classroom configurations of students are planned on more consistent basis in consultation with school-based teams when consideration needed for special learners;  classroom teachers of special learners in inclusive setting allocated support as required; school division administration aware and supportive of unusual configurations of students   
	Classroom configurations of students are balanced and heterogeneous; consist of  mix of students performing at different levels with unique needs and talents who can learn together in educative environment with creative and supportive teacher; school-level planning provide classroom teachers with organizational structure, resources and moral support necessary to create meaningful educational programs for special learners in inclusive settings
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