PLC Block Party Quotes
From:  Dana & Yendol-Hoppey, The PLC Book, Chapter One

	PLCs, when done well, allow teachers to collaboratively untangle some of the complexities associated with student learning that occur within their school buildings and classrooms.  The approach allows educators to proactively solve their own dilemmas rather than waiting for others to mandate solutions to these problems that may or may not be effective or appropriate.  In sum, a PLC can be defined as a group of educators who are collaboratively engaged in contextually specific learning by raising questions that are relevant to their local context and working together to answer those questions (Dana & Yendol-Hoppey, 2016, p. 2).
	Unfortunately, is many places across the nation, schools and districts have “jumped on the PLC bandwagon” too quickly and in their haste to actualize the promise PLCs hold have ended up simply renaming already existing structures such as committee, staff, department, and team meetings as “PLCs.”  When this happens, teachers don’t experience the benefits of PLCs and become disenchanged with ths mechanism for professional learning.  Sadly in some schools and districts, PLC has even been referred to by teachers as a “three-letter dirty word.”  (Dana & Yendol-Hoppey, 2016, p. 3).


	A PLC is not a replacement name for a committee meeting, staff meeting, department meeting, team meeting, or the like. In schools, committee meetings, staff meetings, department meetings, and team meetings all serve a purpose and can be an important part of work and life in schools. However, unlike PLCs, these types of meetings do not have a laser-like focus on teacher professional development and student learning as their primary goal and reason for being.  (Dana & Yendol-Hoppey, 2016, p. 3)
	PLCs serve to connect a group of professionals to do just what their name entails—learn from practice. Although PLCs meet on a regular basis, just because they meet doesn’t mean that learning happens. Sometimes PLC members understand the end goal of their work to be teacher and student learning, but they may not know how to engage in the type of professional dialogue together that will get them there (Dana & Yendol-Hoppey, 2016, p. 5). 


	A comprehensive research report on PLCs, conducted by the Southeast Regional Educational Laboratory (2007), identified multiple ways the PLC has demonstrated a positive impact on teachers and their students. The report identifies that PLCs have the power to change school culture, teacher impact, and student achievement. In regards to culture, PLCs cultivate collective responsibility, as well as lead to deprivatization, reflective dialogue, and faculty empowerment. PLCs also have an impact on teachers. For example, Hord (1997) reported decreased teacher isolation and heightened commitment to shared goals and responsibilities. Trimble and Peterson (2000) added that teacher participation in PLCs identified changes in teacher classroom practice, including increased understanding of content taught and roles they play in students’ learning (Dana & Yendol-Hoppey, 2006, p. 4). 

	Evidence exists that when done right PLCs can enhance student achievement. In general, researchers have identified an important positive relationship between teacher PLCs, teacher instructional practices, and student achievement (Buffman & Hinman, 2006; Erb, 1997; Natkin & Jurs, 2005; Wheelan & Kesselring, 2005; Wheelan & Tilin, 1999). Not surprisingly, these researchers have also reported that the students of teachers who participated in mature PLCs that really focus on student learning performed higher on standardized tests. Students also demonstrated better attitudinal and behavioral outcomes including greater satisfaction, increased commitment to doing school work, and more engagement. All of this evidence suggests the promise and possibility PLC work holds for transforming schools, empowering teachers, and enhancing student learning (Dana & Yendol-Hoppey, 2016, p. 5).  

	PLCs should not be complicated. They should be effective. The structure and process that PLCs use need to be easy to navigate. However, with the proliferation of workshops, books, and materials that have been generated about PLC work by different consultants, authors, and educational scholars in recent years, PLC structure and process has taken on all different shapes and sizes. Special processes and procedures, steps, and rules to guide PLC work have been offered by many, with one approach differing from the next, and often each approach becoming more and more intricate and complicated than the ones offered before. While much can be learned from different approaches and actualizations of PLC work, it can also lead to confusion among teachers who just want to focus on solving dilemmas that they are facing in their classrooms and schools (Dana & Yendol-Hoppey, 2016, p. 7).
	Being able to simply navigate the PLC structure and process is particularly important when the problems educators are trying to solve today are not simple at all. Linda Darling-Hammond (1997) wisely explains, “Effective teaching is not routine, students are not passive, and questions of practice are not simple, predictable, or standardized” (p. 67). Too many people, both internal and external to schools, have complicated the PLC process, ignoring the simplicity of the learning that many good teachers are naturally inclined do—pose and explore questions about the highly complex act of teaching in an effort to make learning powerful and possible for all the students they serve (Dana & Yendol-Hoppey, 2016, p. 7). 








Inquiry Block Party Quotes
From:  Dana & Yendol-Hoppey, The Reflective Educator’s Guide to Classroom Research, Chapter One


	Teacher inquiry is not something I do; it is more a part of the way I think.  Inquiry involves exciting and meaningful discussions with colleagues about the passions we embrace in our profession.  It has become the gratifying response to formalizing the questions that enter my mind as I teach.  It is a learning process that keeps me passionate about teaching (Hubbell in Dana & Yendol-Hoppey, 2014, p. 12).
	Teacher inquiry differs from traditional professional development for teachers, which has typically focused on the knowledge of an outside “expert” being shared with a group of teachers. This traditional model of professional growth, usually delivered as a part of traditional staff development, may appear an efficient method of disseminating information but often does not result in real and meaningful change in the classroom (Dana & Yendol-Hoppey, 2014, p. 13).


	This movement toward a new model of professional growth based on inquiry into one’s own practice can be powerfully developed, by school districts and building administrators, as a form of professional development. By participating in teacher inquiry, the teacher develops a sense of ownership in the knowledge constructed, and this sense of ownership heavily contributes to the possibilities for real change to take place in the classroom (Dana & Yendol-Hoppey, 2014, p. 13).

	While both the process-product and qualitative research paradigms have generated valuable insights into the teaching and learning process, they have not included the voices of the people closest to the children—classroom teachers. Hence, a third research tradition emerges highlighting the role classroom teachers play as knowledge-generators. This tradition is often referred to as “teacher research,” “teacher inquiry,” “classroom research,” or “action research” (Dana & Yendol-Hoppey, 2014, p. 8)

	[bookmark: _GoBack]By embracing an inquiry approach, teachers expand their idea of what data is and how using data can inform their teaching and enhance student learning. The inquiry stance embraced by teacher researchers supports both data driven decision-making and progress monitoring (Dana & Yendol-Hoppey, 2014, p. 18).

	Very simply put, inquiry is a way for me to continue growing as a teacher.  Before I became involved in inquiry I'd gotten to the point where I'd go to an inservice and shut off my brain.  Most of the teachers I know have been at the same place.  If you have been around at all you know that most inservices are the same cheese--just repackaged.  Inquiry lets me choose my own growth and gives me tools to validate or jettison my ideas (Kreinbihl in Dana & Yendol-Hoppey, 2014, p. 12).


	In general, the teacher inquiry movement focuses on the concerns of teachers (not outside researchers) and engages teachers in the design, data collection, and interpretation of data around their question. Termed “action research” by Carr and Kemmis (1986), this approach to educational research has many benefits: (1) theories and knowledge are generated from research grounded in the realities of educational practice; (2) teachers become collaborators in educational research by investigating their own problems; and (3) teachers play a part in the research process, which makes them more likely to facilitate change based on the knowledge they create (Dana & Yendol-Hoppey, 2014, p. 8).

	You know that nagging that wakes you in the early hours, then reemerges during your morning preparation time so you can not remember if you already applied the deodorant, later on the drive to school pushing out of mind those important tasks you needed to accomplish prior to the first bell, and again as the students are entering your class and sharing all the important things happening in their lives. Well, teacher inquiry is the formal stating of that nagging, developing a plan of action to do something about it, putting the plan into action, collecting data, analyzing the collected works, making meaning of your collection, sharing your findings, then repeating the cycle with the new nagging(s) that sprouted up (Hughes in Dana & Yendol-Hoppey, 2014, p. 12).
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