[bookmark: PageOne]Sustainable Improvement 
Rubrics and Indicators[footnoteRef:1] [1:  Version 3.0 - Updated 11/20/19 ] 

The Sustainable Improvement assessment is an evidence-based tool designed to be used by district and school leaders working to examine, reflect upon, and refine how they are implementing key Practices that have been demonstrated to contribute to accelerated and sustained improvement and closing of achievement gaps for all students[footnoteRef:2].  [2:  Lane, B., Unger, C., & Stein, L. (2016). 2016 Massachusetts Turnaround Practices Field Guide: A Research-Based Guide Designed to Support District and School Leaders Engaged in School Turnaround Efforts. Prepared for the Massachusetts Department of Elementary and Secondary Education.] 

· The Rubrics and Indicators provide qualitative measures and indicators that district and school leaders can use to assess the degree to which their efforts are being successfully implemented, whether their efforts are having the anticipated impact on student learning and identify specific needs and action steps for moving forward with an eye on dramatically increasing student achievement.   
This document includes Rubrics and key Indicators for each Practice and corresponding components. 
· Each Practice is comprised of two or three components.  
· Each component includes a description of the component, a rubric, and key indicators.
· Rubrics and indicators may be used to inform a school’s self-assessment, planning, and external reviews of school practices. Users are encouraged to carefully review rubric descriptions/levels and provide evidence in referenced to key indicators.
· Supplemental information, guidance, and case studies that provide examples of each practice as used by schools is available in a Field Guide, the Research Guide, and effective practices for High Schools.  and  
The document includes hyperlinks (below and in the header) for quick navigation among Practices and components.
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[bookmark: TP1]Practice 1:  Leadership, Shared Responsibility, and Professional Collaboration—The school has established a community of practice through leadership, shared responsibility, and professional collaboration.

	[bookmark: ComponentA]Component A. Teaming, Shared Leadership and Responsibility, and Collaboration 
Collective, distributed leadership structures and practices are apparent throughout the school building in the form of an active and well-represented Instructional Leadership Team and grade-level or vertical teams. Administrators and teachers are jointly committed to and have assumed shared ownership and collective responsibility for improving student achievement.

	Indicator A1. Administration has established collaborative teaming structures for leadership and among grade-level or department teams that are well-represented (e.g., include SPED and ESL teachers), allow for weekly if not daily interactions, and that allow for communication within and across teams (e.g., among leadership, coaches, and grade-level or departments).

	Indicator A2. Administrators and teachers have set goals for student outcomes and demonstrate shared responsibility for student outcomes by using teaming structures or other practices to closely monitor student progress towards outcomes. 

	Indicator A3. Collaborative teaming structures are supported by expectations and teaming practices and protocols foregrounding responsibility for student achievement, providing students with equitable access to high quality instruction, and mutual respect among administrators, teachers, and students.

	Indicator A4. Administrators and teachers quickly adapt and modify how time (e.g., schedules) and resources (e.g., people and interventionists) are used to directly support instructional improvements or targeted supports for students. 




	 Initial
	Low Developing
	High Developing
	Robust

	The school lacks established teaming structures and practices that allow for administrators and teachers to work collectively, deliberately, and proactively with one another in the pursuit of student achievement.


	There is an emerging system of teaming structures and expectations that allow for leadership teams and (few/some) grade-level or vertical teams (inclusive of administrators and teachers) to actively implement key school improvement strategies or instructional strategies. However, (some/few) of these teams may not be inclusive of teachers throughout the school building and teaming practices may not be deliberate or sufficiently effective.
	A clear system of structures and teaming practices has been established allowing for teams of teachers and administrators to deliberately work together focused on increasing student achievement. These teams are well-represented and exhibit shared ownership of efforts to improve student achievement. Teams have clear goals, protocols, and outcomes focused on improving classroom instruction and implementing improvement strategies.  





 Practice 1: Leadership, Shared Responsibility, and Professional Collaboration—The school has established a community of practice through leadership, shared responsibility, and professional collaboration

	[bookmark: ComponentB]Component B. Using Teams, Shared Leadership, and a Collaborative and Trusting Environment to Accelerate Improvement.
Administrators and teachers (through teacher teams or involvement in the ILT) are actively monitoring and assessing the implementation and impact of key improvement strategies, use of resources, classroom instructional practices, and non-academic supports on student achievement.

	Indicator B1. Administrators, coaches, and teacher teams have set goals for assessing the success of improvement strategies (examples of “improvement strategies” include coaching, PLCs, specific instructional practices or models, co-teaching, student conduct policies/routines, etc.)   

	Indicator B2. Frequency: Administrators, coaches, and teacher teams have processes to regularly (e.g., weekly if not monthly) monitor and assess whether key improvement strategies are working. 

	Indicator B3. Administrators, coaches, and teacher teams use and/or provide evidence-based feedback on the use and impact of improvement strategies and use this data to modify improvement strategies. 

	Indicator B4. Administrators and teacher teams value and welcome information (e.g., feedback, data) regarding the effectiveness of improvement strategies or classroom instruction. Feedback to teams is supported by clear expectations and support.



	 Initial
	Low Developing
	High Developing
	Robust

	Administrators and teachers work together infrequently (or not at all) to monitor the implementation and effectiveness of improvement strategies, practices, and use of resources in pursuit of greater student achievement throughout the school building.
	Administrators, coaches, and teams (few/some) are working collectively, deliberately, and proactively with one another to monitor and assess the implementation and effectiveness of improvement strategies, practices, and use of resources. Monitoring may (not occur, infrequent occur) and may (not be linked/partially linked) to specific outcomes or instructional strategies and used to make mid-course corrections.
	Administrators and teachers actively monitor the implementation and use of strategies, practices, and resources in pursuit of greater student achievement and equity among students. Leadership knows which practices are working and which are not. There are teaming practices and protocols designed to support progress monitoring and to use of data to make immediate mid-course improvements in school-level strategies or in the implementation of instructional strategies.
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[bookmark: TP2]Practice 2:  Intentional Practices for Improving Instruction
The school employs intentional practices for improving teacher-specific and student-responsive instruction

	[bookmark: ComponentC]Component C. Defined Expectations for High Quality Instructional Practices
School leadership has identified a clear instructional focus and shared expectations for instructional best practices that address clearly identified student-specific instructional needs.

	Indicator C1. School leadership has set explicit expectations regarding the provision of high-quality core instructional practices and teachers understand these expectations related to their own lesson planning and use of instructional strategies and interventions to improve student learning.

	Indicator C2. Professional development is used to provide teachers with training on the school’s instructional foci and expectations for high-quality instruction, including ongoing job-embedded supports to ensure that teachers are supported in knowing and being able to enact the instructional model/approach.




	 Initial
	Low Developing
	High Developing
	Robust

	School leadership has not clearly identified or shared expectations for instructional best practices across the school. Varied instructional practices may be identified and discussed across some classrooms but are not deliberately supported through targeted professional development and coaching.
	School leadership has identified a (general/specific) instructional focus or shared expectations for instructional best practices. These core instructional practices are partially supported through formal professional development and ongoing, job-embedded coaching where needed, as identified through observations.
	School leadership has identified a clear instructional focus or shared expectations for instructional best practices that address student-specific instructional needs as identified through a deliberate review of data and classroom observations throughout the school. These core instructional practices are supported through targeted professional development and ongoing, job-embedded coaching.



Note: High-quality instructional practices include written and taught curricula and instructional strategies that are aligned with grade-level content and performance standards and are characterized by: (1) opportunities for students to choose how they demonstrate what they have learned and their understanding of key concepts and ideas; (2) content or lesson activities that link to, value, and/or build upon student perspectives and background; and (3) provide opportunities for students to learn about, share, and critique multiple social perspectives and power structures.
Please refer to the Instructional Coherence Rubric for additional information.



Practice 2:  Intentional Practices for Improving Instruction
The school employs intentional practices for improving teacher-specific and student-responsive instruction

	[bookmark: ComponentD]Component D. Administrative Observations Leading to Constructive, Teacher-specific Feedback, Supports, and Professional Development
There is a well-defined and professionally valued system for monitoring and enhancing classroom-based instruction across the school and for individual teachers. The system includes frequent observations of instructional practice and the impact of instruction in student work, team-based and job-embedded professional development, and teacher-specific coaching when needed.

	Indicator D1. Frequency: Principals and/or administrators spend significant time in classrooms, observing teachers’ instruction and evidence of instruction in student work, and providing teachers with constructive, teacher-specific feedback.

	Indicator D2. There are teacher-to-teacher peer observations or other ways of sharing instructional practices to support learning among teachers within and across grade levels.

	Indicator D3. Administrator monitoring of instruction and provision of feedback is measured against and directly linked to explicit and shared expectations regarding core instructional practices and targeted student interventions. 

	Indicator D4. Feedback is supported by clear expectations, supports, and timely teacher-specific follow-up in the classroom. Specifically, customized and teacher-specific feedback and coaching is provided to teachers whom may need targeted or more intensive support and teachers perceive feedback and support as useful and effective.



	 Initial
	Low Developing
	High Developing
	Robust

	There is infrequent or limited monitoring of classroom-based instruction across grades, content areas, and at the teacher level. Monitoring is not benchmarked or aligned with a clear set of expected instructional practices and does not include teacher-specific feedback and expectations given by both administrators and coaches where relevant.
	Administrators and instructional coaches are monitoring classroom-based instruction at the school- and teacher-level (few/some) and there are (few/some) instances of teacher-to-teacher peer observations and learning. However, monitoring may not be aligned with expected instructional practices, frequent enough to address instructional gaps, or include useful teacher-specific feedback.
	Administration has put into place a deliberate and formal system for monitoring and enhancing classroom-based instruction that may also include opportunities for teacher-to-teacher peer observations and sharing of best practice. This system includes a continuous monitoring of classroom-based instruction and student work against a clear set of expected instructional practices and targeted teacher-specific feedback that teachers feel is useful and effective in improving their classroom instruction.




 Practice 2:  Intentional Practices for Improving Instruction
The school employs intentional practices for improving teacher-specific and student-responsive instruction

	[bookmark: ComponentE]Component E. Teachers and Teacher Teams use Student Data to Adapt and Improve Instructional Strategies 
Teachers use and analyze a variety of student-specific data to assess the effectiveness of their instructional strategies and practices and modify instruction to meet their students' needs as identified.

	Indicator E1. Teachers use a variety of standards-based assessments and performance assessments to assess the effectiveness of their lessons and instruction and to identify student-specific instructional needs. 

	Indicator E2. Teachers regularly modify (e.g., improve, differentiate, re-teach) lessons and instructional practices to meet their students' needs, based on data they are collecting about the effectiveness of lessons and conversations with fellow teachers.  




	Initial
	Low Developing
	High Developing
	Robust

	There is some collection of student achievement data but the school lacks standards-based common or benchmark assessments.  Data is reviewed by a few teachers and/or administrators, but it is not part of an organized and deliberate process to review the impact of instruction and improve lessons and instruction.
	Most to all grade-levels and content areas have access to or collect both standards-based assessment and performance assessments linked to learning objectives. Use of data is evident but (few/some) teachers or teacher teams use data to refine and improve instruction.
	There is a highly organized system for frequently collecting and deliberately reviewing both formal and informal data to directly inform teachers’ weekly and even daily revisions and refinement to instruction. Teachers and teacher teams adapt and revise standards-based instructional strategies, lessons, and curricula in direct response to student need based on frequent assessment of student work and learning.







[bookmark: TP3]Practice 3:  Providing Student-Specific Supports and Instruction to All Students—The school is able to provide student-specific supports and interventions informed by data and the identification of student-specific needs
	
[bookmark: ComponentF]Component F. Using Data to Identify Student-Specific Academic and Non-Academic Needs
Administrators and teachers use a variety of ongoing assessments (formative, benchmark, and summative) to frequently and continually identify students' individual academic needs (e.g., content, or standard-specific academic needs) in order to provide student-specific interventions and supports.

	Indicator F1. Administrators and teachers use a variety of valid and reliable standards-based assessments (capable of measuring student academic performance and student growth over time) to identify specific students needing additional support and their targeted areas of need.

	Indicator F2. There is a deliberate set of expected practices and/or systems (e.g. a formal data cycle, teaming practices, timelines, responsibilities) to ensure that teachers are undertaking frequent assessments to identify students’ instructional needs and appropriate academic and non-academic interventions and supports. 

	Indicator F3. Teachers have the time and capacity to use assessment data to inform lesson planning and to plan for the use of targeted interventions, including planning/coordination with instructional assistants, SPED teachers, and ESL teachers.




	 Initial
	Low Developing
	High Developing
	Robust

	The school does not have or actively use a variety of valid and reliable standards-based assessments to identify specific students needing additional support and their targeted areas of need.  
	The school does have a variety of valid and reliable standards-based assessments capable of identifying students and content-specific needs. The school has (few/some) teaming structures, protocols, and systems intended to support the collection and use of data by teachers regarding interventions. A (few/some) teachers and teacher teams are using data to inform lesson planning and interventions.
	There is a highly organized school-level system for collecting and deliberately reviewing reliable standards-based assessments that is: (a) frequent enough to assure that students needing support are equitably identified and supported, and are meeting the same rigorous standards and (b) routine in classrooms so that students receive supports in a timely fashion. Teachers and teacher teams actively use data to inform lesson planning and refine classroom-based instruction and targeted interventions and responses benefitting each student. 




Practice 3:  Providing Student-Specific Supports and Instruction to All Students—The school is able to provide student-specific supports and interventions informed by data and the identification of student-specific needs
	
[bookmark: ComponentG]Component G. Providing Targeted Interventions and Supports to Students and Monitoring for Effectiveness 
The school employs a system (structures, practices, and use of resources) for providing targeted instructional interventions and supports to all students, including the ongoing monitoring of the impact of tiered interventions and the ability to adapt and modify the school’s structures and resources (e.g., time, staff, schedules) to provide interventions to students throughout the year.  

	Indicator G1. Students are provided with targeted, student-specific instruction and interventions in direct response to their academic and non-academic areas of need through classroom-based instruction (e.g., differentiated) and/or tiered interventions or enrichment.  

	Indicator G2. The impact of classroom-based and tiered interventions is actively monitored through teacher teams and/or administrative teams and refined or revised as needed in direct response to students' needs.

	Indicator G3. Leadership and teachers have the autonomy and flexibility to quickly adapt and modify time (e.g., schedules) and resources (e.g., people and interventionists) to directly and immediately meet student-specific needs.


	Initial
	Low Developing
	High Developing
	Robust

	Tiered interventions and supports are not available or provided to many students needing support. Teachers may be using academic interventions and students may be receiving non-academic support, but leaders/teachers may not have the capacity or time to review the impact of interventions and supports on students.
	The school has a system of tiered interventions and supports for students. Decision-making processes and teaming processes result in (few/some) students being effectively identified and provided student-specific classroom-based and tiered academic or non-academic support. Leadership or teacher teams review student data to identify supports, but the data may be limited or appropriate interventions and supports may not be available.
	A deliberate system of tiered and evidence-based interventions and student support is in place so that each student that needs support is provided with appropriate classroom-based and tiered academic and non-academic support. Administrators and teachers actively use data to monitor and assess the impact of interventions and supports.  Administrators are able to modify schedules and staffing to ensure the provision of tiered interventions and non-academic support. 







[bookmark: TP4]Practice 4:  School Climate and Culture
The school has established a climate and culture that provides a safe, orderly and respectful environment for students and a collegial, collaborative, and professional culture among teachers that supports the school’s focus on increasing student achievement.
	
[bookmark: ComponentH]Component H. Shared Expectations for Student Conduct that supports Student Learning
Administrators and teachers have clearly established and actively reinforce expectations for student conduct and behavior that supports students' learning and efforts to increase student achievement.

	Indicator H1. Expectations of student conduct and behavior are clearly shared and understood throughout the school building, among leaders, teachers, and students.

	Indicator H2. Leaders’ and teachers’ responses to student conduct and behavioral issues are consistent and applied equitably in a manner that reinforces expectations and directly addresses behavioral issues. 

	Indicator H3. Administrators actively track student conduct and behavioral data on a monthly or weekly basis, to identify trends and proactively address emerging issues.

	Indicator H4. Student-to-student and educator-to-student interactions are respectful and support overall efforts to improve student achievement.

	Initial
	Low Developing
	High Developing
	Robust

	Clear expectations for student conduct and behavior and the related practices to support such behaviors have not been clearly established or pursued by staff throughout the school building.
	Administrators have established (few/some; general/specific) expectations for student conduct and behavior, but these expectations are not consistently adopted, implemented, and upheld throughout the school and across all classrooms (few/some). Administrative and teachers’ responses to student behavior may be shared but are not consistently applied across the entire school.
	Administrators and teachers have established clear expectations for student conduct and behavior and use consistent practices—responses and positive actions—that reinforce expectations throughout the school building. The school community (administrators, staff, students, families, and the district) uses practices that reflect and reinforce positive student conduct, and these practices are consistently implemented, assessed, and refined to ensure a safe, orderly and respectful environment for students and a collegial, collaborative, and professional culture among teachers.




Practice 4:  School Climate and Culture
The School has established a climate and culture that provides a safe, orderly and respectful environment for students and a collegial, collaborative, and professional culture among teachers that supports the school’s focus on increasing student achievement.
	
[bookmark: ComponentI]Component I. Targeted and effective social-emotional supports[footnoteRef:3]  [3:  Social-emotional supports include practices designed to improve students’ social-emotional competencies (e.g., self-awareness, self-management, responsible decision making, relationship skills, and social awareness) and context-specific strategies or services, such as counseling, wraparound services, and parent outreach).] 

The school has identified, established, and proactively provides effective social-emotional resources and supports for students in need of such supports and assistance.

	Indicator I1. The school has structures in place (e.g., advisories, mentoring, guidance) to support positive relationships among students and adults and has identified an array of effective and equitable social-emotional responses and supports for students in need of such assistance and support.

	Indicator I2. Students that may need or benefit from social-emotional supports are identified at the beginning of the school year and throughout the school year; students that receive targeted social-emotional support are monitored to assess the impact of supports and whether other, or additional, supports are needed.

	Indicator I3. School-specific support structures and services (e.g., wraparound services, health, counseling) are available when necessary.  

	Initial
	Low Developing
	High Developing
	Robust

	The school has yet to identify, establish, or proactively provide students with an array of social-emotional supports and assistance for those needing such assistance.
	The school has identified a limited (few/some) set of resources and supports to assist students identified with social-emotional needs and the array of resources and supports, while serving few/some) students does not serve all students and their specific needs.
	The school has identified, established, and proactively provides a clearly established array of effective social-emotional resources and supports for students identified in need of such supports and assistance. The school frequently monitors and/or assesses the impact of social-emotional supports to inform decision-making at the classroom, school and district level.





Practice 4:  School Climate and Culture
The School has established a climate and culture that provides a safe, orderly and respectful environment for students and a collegial, collaborative, and professional culture among teachers that supports the school’s focus on increasing student achievement.
	[bookmark: _Hlk530557546]
[bookmark: ComponentJ]Component J. Establishing a collegial, respectful, and trusting professional environment
A climate of respectful and collegial communication, relationships, and a positive school culture has been established by leaders, teachers, and students allowing for a positive, productive, and collective effort to increase student achievement throughout the school.

	Indicator J1. Clear expectations for the collegial and collective efforts of the school have been established with a focus on respectful collaboration, effective teaming, and productive communication in support of increasing student achievement.

	Indicator J2. School leadership actively monitors, models, and supports teacher leadership and ownership of their efforts throughout the building, providing additional guidance and/or support where needed.

	Indicator J3. The school provides opportunities for students to participate in expanded learning programs (such as music, arts, athletics, and after school activities such as gaming/strategy, science club, robotics, newspaper, etc.) that are developed with consideration of student interests and are well supported. 



	 Initial
	Low Developing
	High Developing
	Robust

	A climate of respectful collegial communication, relationships, and leadership has yet to be established throughout the school.
	Expectations for collegial communication, relationships, and leadership has been communicated but is only clearly evident in a (few/some) of actions and interactions across (few/some) staff throughout the building.
	A climate of respectful collegial communication, relationships, and leadership has clearly been established and is evident through the modeling of clear expectations and identified practices by leadership, teacher leaders, and teachers throughout the school building allowing for a positive and productive effort to increase student achievement throughout the school.




Note: TSV visits will be looking for evidence the school’s culture, including communication between adults and students and among students, (1) actively promotes high academic expectations for all student; (2) provides opportunities for students to share, express, value, and maintain their unique backgrounds and experiences; and (3) ensures that students have the opportunity to inform, critique, and improve how the school is supporting their academic and social experience.  



	[bookmark: InstructionalCoherence]Instructional Coherence 
Component K. Highly consistent, aligned, and rigorous instructional practices.
The school is using tightly aligned and consistent curricula, assessments, and common instructional practices – vertically- and horizontally-aligned curricula and instructional strategies that include common units, lessons, assessments, and instructional strategies and language within and across grades and content areas – that will ensure that all students have access to content, instruction, and learning tools necessary to take, and succeed in, advanced and college-level coursework. Students know what is expected in each class and can employ similar learning strategies across content areas and over multiple years.

	Indicator K1. Vertical and horizontal planning time. 
Formal meeting structures are established for teachers to develop and maintain vertical and horizontal alignment of curriculum and instruction within and across grades. Teachers are supported and encouraged to use this time effectively.

	Indicator K2. Curriculum Alignment. 
The district and/or content directors and teachers develop and use vertically aligned course scope and sequences (including common assessments) within and across all grades and content areas (math, science, English, history/social sciences). Building upon the course scope and sequence, teachers align and continuously modify and improve classroom instruction by co-developing high-quality standards-based units, lessons, and assessments, so that students are receiving instruction that will prepare them for advanced course work in English, mathematics, science and the social sciences. 

	Indicator K3. Instructional Alignment. 
Teachers develop and use a common set of school-wide instructional strategies, academic language, questioning techniques, and other learning tools that provide students with a differentiated and consistent set of tools to access content and engage in learning. 







	 Initial
	Low Developing
	High Developing
	Robust

	The school has limited structures for teachers to develop and maintain vertical alignment of curriculum or progression of instruction in individual schools or across schools. 
Most or all teachers develop units and lessons on their own, with limited expectations to develop, use, and refine common and culturally proficient instructional strategies used within and across grades. 
Many course scope and sequences (and related units) are not fully aligned with grade-level standards and lessons often include the use of teacher-specific instructional strategies and academic language. 
Many courses are insufficiently rigorous and do not include culturally proficient instructional strategies needed to provide students with the knowledge and skill needed for the following year.
	Formal meeting structures are established so that teachers have regular opportunities to collaborate and plan vertically and horizontally (cross-content) within their school. 
A (few/some) teacher teams have developed aligned units and lessons and incorporate culturally proficient instructional strategies into lessons. 

(Some/most) teachers and teacher teams develop course scope and sequences that are aligned across grade spans, between elementary school and middle school, and middle school and high school, and that use common instructional strategies.
(Some/most) courses are standards-based and sufficiently rigorous (including the use of culturally proficient instructional strategies) as needed to prepare students with the knowledge and skill needed for the following year.
	Formal meeting structures are established for teachers to develop and maintain vertical and horizontal alignment of curriculum and instruction in their school and across schools (e.g., among middle schools, or between middle and high school).
Most to all teachers use these meeting structures to collaboratively develop common units and lessons based on a vertically-aligned scope and sequence. 
Unit and lesson plans directly link lesson content with standards in previous, current, and subsequent grades and include common and culturally proficient instructional strategies, academic language, questioning techniques, and other learning tools that provide all students with a differentiated and consistent set of tools to access content and engage in learning.




Appendix E: Additional Look-Fors 	
[bookmark: _Hlk534181429]In addition to gathering evidence aligned to the Practices, school-level teams and external visitors are encouraged to review and collect evidence on the following indicators that focus on culturally responsive instruction and processes designed to address structural inequality and racism. These indicators and look-fors are research-based and intended to encompass the characteristics that high schools should be providing all students to ensure they are prepared after they graduate. 
In Practice 1 and 2, look for:
· HS specific: Whether students have opportunities to experience career development and contextual learning opportunities, postsecondary planning, workplace readiness, and enrichment opportunities.
· All schools: Evidence that teachers are actively using instructional strategies that ensure that all students have access to high quality instruction and rigorous content.
· All schools: Evidence that high-quality instructional practices are aligned with grade-level content and performance standards and are characterized by: (1) opportunities for students to choose how they demonstrate what they have learned and their understanding of key concepts and ideas; (2) content or lesson activities that link to, value, and/or build upon student perspectives and background; and (3) provide opportunities for students to learn about, share, and critique multiple social perspectives and power structures.
· HS specific: Whether enrichment and advanced learning opportunities (e.g., Advanced Placement, International Baccalaureate, honors, dual enrollment, and elective offerings such as arts, physical activities, or foreign languages) are available to all students within the school schedule. 
In Practice 3, look for:
· HS specific: Whether there is a system for staff to access and review early warning indicator data, courses taken, academic, attendance, and behavior data for all incoming students prior to or at the beginning of the school year, and as students enter throughout the school year.
· HS specific: Whether there are specific strategies to support students in the transition to the school (e.g., summer bridge program, freshmen academy, peer mentoring, 4-year graduation plans).
In Practice 4, look for:
· HS specific: Whether there is a well-understood framework for college and career advising that is accessible and actively used by all students.
· HS specific: Whether students develop individualized postsecondary plans aligned with their individual career interests (e.g., personalized learning plans).  
· HS specific: Whether guidance has a proactive approach to supporting students regarding scheduling, planning, and considering college and career choices/pathways. Whether the school has practices that focus on teaching the social-emotional competencies (self-awareness, self-management, responsible decision making, relationship skills, and social awareness) that are specific to students’ needs and aligned with school goals.
· All schools: Evidence the school’s culture, including communication between adults and students and among students, (1) actively promotes high academic expectations for all student; (2) provides opportunities for students to share, express, value, and maintain their unique backgrounds and experiences; and (3) ensures that students have the opportunity to inform, critique, and improve how the school is supporting their academic and social experience.  
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