
Vol. 37, No. 1Curriculum Context
Journal of the 

WASHINGTON STATE
Association for Supervision 

and Curriculum Development

 in
Spring 2011

Partnerships 
for student success



Curriculum in Context
Partnerships for student success

Publisher

Washington State Association for Supervision and Curriculum Development 
825 Fifth Avenue SE, Olympia, WA  98501

Editors

Becky Cooke, Jim Howard, and Gene Sementi

WSASCD publications do not necessarily reflect ASCD views and are not official publications  
of ASCD. 

Curriculum in Context is published twice a year. Manuscripts should be addressed to  
Jim Howard, Washington State University Spokane, PO Box 1495 Spokane, WA   
99210-1495 • Telephone: (509) 358-7948; Fax: (509) 359-7933, E-mail: jamesh@wsu.edu.
The editorial committee seeks articles that provide perspectives, research and practical  
information about the issues of and ways to improve learning and teaching in Washington State. 

A message from the editors ........................................................ 3
Becky Cooke, Jim Howard, and Gene Sementi

Why do we work so hard to avoid the mirror? Are we 
afraid to see the hero in the reflection? ...................................... 4
Joshua J. Garcia

Partnership in science education: Whitman science 
faculty and Walla Walla Valley middle school teachers .............. 6 
Sue Parrish and Tracy Williams

Situating partnership learning: Two-way professional 
development ................................................................................ 9
 Jenny Barnes, Amy Bumpus, Michael Church, Jennifer Cowgill, Joy 
Egbert, Michael Riley, Thomas Salsbury, Dawn Shinew

Public/private partnerships: Coming together for students .... 11
Trish Millines Dziko

A turnaround principal: Secondary and higher education 
partner to support students  ..................................................... 16

Reframing teacher leadership in the context of  
collaborative doing  ................................................................... 19
Angie Deuel, Anne Kennedy, Tamara Holmlund Nelson, and David 
Slavit

Parent partnerships: Linking districts with home school 
learners ...................................................................................... 23 
Trip Goodall

2010 annual conference highlights: Looking through the  
kaleidoscope: Focusing on the learner ...................................... 26

Spokane project leads the way in biomedical science 
education ................................................................................... 28 
Joan Kingrey and Sylvia Oliver

Executive directions, a message from the executive director .. 31
Kathy Clayton

WSASCD Officers

President

Josh Garcia 
Executive Director of Learning
Federal Way School District

President-elect

Tim Nootenboom, Executive Director for 
Elementary Learning and Teaching
Central Valley School District, Spokane Valley

Executive Director

Kathy Clayton

Board of Directors

Jill Burnes, Enumclaw School District
Becky Cooke, Deer Park School District
Barry Hoonan, Bainbridge Island School District
Jim Howard, Washington State University
Dave LaRose, South Kitsap School District
Barbara Lomas, Educational Service District 112
Andrew Lumpe, Seattle Pacific University
Gayle Mar-Chun, Olympia School District
Janet Regge, Renton School District
Susana Reyes, Pullman School District
Jose Rivera, Grandview School District
Patricia Shanander, Mt. Vernon School District
Gene Sementi, West Valley School District
Jessica Vavrus, Office of Supt. of Public Inst.
Miguel Villarreal, Othello School District
Ismael Vivanco, North Central ESD 171

Past Editors

Joan Kingrey, 2006-2009
Greg Fritzberg & Deborah Gonzalez, 2003-2006
Greg Fritzberg, 2001-2003
Dan Mahoney, 1999-2001
Richard Wolfe, 1998-1999
Walter Gmelch, 1992-1998
Richard Wolfe, 1986-1992
John Armenia, 1980-1986
Joe Fleming, 1978-1980
Connie Kravas, 1976-1980
Bob Williams, 1972-1976

WSASCD Membership Information

Washington State Association for Supervision and  
Curriculum Development

825 Fifth Ave. SE
Olympia, WA  98501
(360) 353-6873 (phone)
(360) 357-9535 (fax)
www.wsascd.org

Suzann Girtz, Cindy Johnson, Chuck Salina, and Jonas Cox



Curriculum in Context      Spring 2011

Page  
3

A message from the editors

Becky Cooke Jim Howard Gene Sementi

The theme of this edition 
of Curriculum in Context is partnerships 
for student success. We selected this topic 
because we know that partnerships are vital 
for improving student learning and have the 
potential to address the needs of the whole 
child.  It was our hope that our educational 
colleagues from around the state of Wash-
ington would share how they have devel-
oped greater success for students by forming 
partnerships.  We were very pleased with 
the response and are delighted to present a 
collection of articles that describe a variety 
of partnership programs with universities, 
parents and private organizations.

In his message, Josh Garcia, President 
of Washington State ASCD, challenges us  
to  realize that we have tremendous 
strengths and ample opportunity to be that 
super hero that each of our students so 
desperately needs. 

Sue Parrish, Garrison Middle School 
science teacher in the Walla Walla School 
District and Tracy Williams, Assistant Pro-
fessor and Chair of Curriculum and Instruc-
tion at Seattle Pacific describe a partnership 
between Whitman College’s science faculty 
and Walla Walla regional science teachers.

Three faculty members from the Col-
lege of Education at Washington State 
University and eleven teachers from five 
schools in the Pullman School District share 
their experiences from a partnership that 

was born out of a change for service delivery 
models for ELL students.

A public/private partnership between 
the Federal Way School District and the 
Technology Access Foundation explores the 
benefits of teachers working side by side 
with science professionals to create rich, au-
thentic course content while increasing their 
competency and content knowledge.

In an innovative partnership between 
Gonzaga University and the Sunnyside 
School District, the university allows an 
assistant professor and former principal to 
spend the 2010-2011 school year at Sunny-
side High School as a turn around principal.

“Reframing Teacher Leadership in the 
Context of Collective Doing” an article out 
of WSU Vancouver, takes a new look at 
professional development through a partner-
ship lens; the partnership being within and 
amongst professionals who work together 
on a day to day basis, particularly through 
a “Teacher as Leader” approach.  The article 
discusses the importance of leadership in 
the creation of a school culture that thrives 
on a professional development model based 
on interaction and carried out through col-
laboration.

Another partnership describes a very 
successful working relationship between 
the Deer Park School District and their 
home-school parents.  The Deer Park School 
District is able to build on the desire of par-

ents to be actively involved in the decisions 
and instructional delivery of their children’s 
learning through and dynamic and unique 
program.

Keeping with the partnership theme 
for this journal edition, Washington State 
ASCD, the Office of Superintendent of 
Public Instruction and the Washington 
Association of the Education of Young Chil-
dren partnered to bring the 2010 Annual 
Conference in Spokane; Looking through 
the Kaleidoscope: Focusing on the Learner.  
Selected conference sessions and presenta-
tions are highlighted as well as the 2010 
individual, team, program and community 
partnership award recipients.

Kathy Clayton, Washington State 
ASCD Executive Director, unveils the “new 
look” and rebranding of Washington State 
ASCD, describes the 2010 ASCD Legisla-
tive Agenda and efforts to continue provid-
ing quality regional professional develop-
ment activities for the our educators in the 
state.

As you read these articles, notice the 
consistent references to collaboration, trust, 
mutual respect and mutual benefit. Although 
many of the contributors are also candid 
about the lessons learned, they all celebrate 
the positive impact on student learning. We 
truly cannot do this important work alone. 

Exploring partnerships for student success
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A message from the president

Why do we work so hard to avoid the mirror?
Are we afraid to see the hero in the reflection?

by Joshua J. Garcia

Does public education need 
to be saved by Superheroes?  If so, are 
there enough Super Heroes to save each 
child?  What makes a Super Hero?  Let us 
start with the examination of a couple of 
definitions of a Super Hero.  The first, “A 
superhero is a type of stock character pos-
sessing “extraordinary or superhuman pow-
ers” and dedicated to protecting the public.” 
(http://en.wikipedia.org/wiki/Superhero).  
“A profession dedicated to protecting the 
public”, in many ways public education 
is dedicate to protecting the public from 
poverty and ignorance.  A second defini-
tion, “an exceptionally skillful or successful 
person” (http://www.britannica.com/bps/
dictionary?query=Super+hero) is one that 
many of us could identify with.  “An excep-
tionally skillful or successful person”, many 
educators are extremely skillful and suc-
cessful at helping student reach individual 
success.  

Why are educators so afraid to embrace 
our super hero role?  Are we afraid that we 
will live up to our potential?  It is time that 
the professionals in public education took a 
stand.  We need to define our own account-
ability/results system, one in which we are 
willing and proud to report our results.  As 
a profession, we need to be willing to hold 

our hands out to not only the strong but the 
vulnerable.  We need to develop an account-
ability system that reports how each one of 
our children is: 
	 •	 Safe - using discipline data and pro-

grams to ensure that every child is safe 
to learn.

	 •	 Supported - using student data to 
ensure each child is supported aca-
demically and emotionally in a tiered 
system.

	 •	 Healthy - using health services data to 
ensure that each child is connected to 
the appropriate health services.

	 •	 Engaged	- using student data that every 
child is connected to one school activ-
ity (the arts, clubs and or athletics).

	 •	 Challenged - using student data to au-
tomatically enroll students in our most 
rigorous curriculum.

 In order to ensure each child was ac-
counted for in this new system, we certainly 
would need superheroes.  In fact, I believe 
we would need a whole team of superheroes.  
Imagine a “League of Justice” approach 
where heroes partnered to save our youth.  
What if we had to create our own Super 
Heroes, where would we start? 

A super heroes’ guide  
to saving the world

Identify the crisis  
Every hero needs a crisis to help save.  Imag-
ine if there was a disease that either killed 
or paralyzed millions of humans across the 
world.  What if there was one cure, yet 
an evil villain refused to provide it to the 
needy?  Do we have a crisis in public educa-
tion?   Each year millions of students across 
the United States don’t graduate from high 
school.  Yet, our society knows that students 
that graduate from high school and go on 
to earn a college degree are more likely to 
live healthy and longer.  In spite of this data, 
daily students across the globe are sentenced 
to a life of prison or poverty.   Is this a 
compelling enough back story to explain the 
circumstances by which a character could 
acquire his or her motivation to becoming 
a superhero?  If you knew that you could 
ensure that each child that you taught was 
saved, would you act differently?

Identify a motivation
Heroes understand their sense of responsi-
bility.  Many times this comes in a “formal 
calling”, or a strong belief in social justice 
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and desire to service first.  If you ask many 
educators to tell their story of “why” they 
got entered education, their story will be 
embedded in motivations of social justice.  
As an organization ASCD has created a 
compact that has organized these ele-
ments of motivation to support a whole 
child, (http://www.ascd.org/ASCD/pdf/
Whole%20Child/WCC%20Learning%20
Compact.pdf ).pdf.  In many ways, it is our 
agreements or our formal calling.  What 
drives you?  As educators, we must know 
ourselves well enough to understand what 
intrinsically motivates us to save the world.

Identify a strong moral code
Nelson Mandela once said “There can be no 
keener revelation of a society’s soul than the 
way in which it treats its children”.  If we are 
not save our children, who will?  Why does 
the education profession continue to give 
our voice away?  When will embrace our 
destiny and apply gentle relentless pressure 
to our communities to do what is right for 
all students?   Our moral code is a critical 
component for every super hero within the 
system.  This includes a willingness to risk 
one’s own safety without expectation of 
reward.  What if this code came in the form 
of a professional compact?  Why do we need 
someone else to identify our own account-
ability system?  When we take our voice 
back and advocate for what we know is best 
for all children, for each child?

Know your team
Heroes never work alone.  In many Super-
hero stories there is a supporting cast of 
recurring characters, friends, and colleagues 
who may or may not know of the super-
hero’s secret identity.  In education we have 
an obligation to eliminate isolation from 
our system; we must let others know our 
identity and role.  There is an old saying, “It 
takes a village to raise a child”, and I would 
argue that we can no longer define the “vil-
lage” as the “school” house.  We must begin 
to redefine our village at community level.  
We need to start by identify our own non-
negotiable(s) as individual communities and 
then relentlessly work to ensure each child 
has the support necessary to be successful.  
We can begin this process by opening up 
our doors to our colleagues and community 
partners.  

Know your extraordinary powers 
and abilities
Personally, I think the most extraordinary 
power in the world is to teach someone how 

to learn.  It is easy to teach someone what 
to learn, but “how to learn” is a complex 
power that takes relevant skills and ad-
vanced equipment.  Teaching someone how 
to learn is High Quality Instruction (HQI).  
For educators, HQI is what Jim Collins de-
scribes as a ‘hedgehog concept’ in his book 
from Good to Great (2001).  

A hedgehog concept is at the core of 
the world’s best organizational models. 
Collins notes that there are three intersect-
ing circles or principles to the hedge hog 
concept; “what is the organization passionate 
about, what drives the organization’s eco-
nomic engine, and what can they be the best 
in the world at.” (p.)   Professionals within 
these institutions know their respective 
hedgehog concept, can easily describe it, 
and understand how it impacts their daily 
work.  These same three principles are easily 
applied to modern public education.  As 
educators, are we not passionate about deliv-
ering HQI?  Do we not believe that the way 
to improve student learning outcomes is to 
improve instruction?  Can we save the world 
through High Quality Instruction?

Know your enemy
Superheroes face a clear enemy, one that he/
she fights repeatedly.  What are the villains 
in education?  It may be important for us to 
start by identifying those who refuse to part-
ner to support the whole child.  In many 
cases the hero is in part responsible for the 
appearance of these super villains.  Together 
we are responsible to remove the brick walls 
that are students face.  Often these brick 
walls are made of flesh…

A willingness to act
The intent of this article is to create a sense 
of urgency, not give a single answer for a 
complex problem.  I encourage your reflec-
tion and begin a renewed conversation in 
your institutions by posing the following 
questions: 
 • What did I learn about my own ability 

to define my own capacity to make a 
difference?

 • How can I work together to support 
the whole child? 

 • How can I partner with outside organi-
zations to save our children?

 • Will this learning change the way I 
teach or lead, why or why not?

As leaders in today’s schools we have a 
choice.  We can continue to minimize the 
Superhero phenomenon or we can embrace 
it.  I often wonder if a paradigm shift is 

needed to save public education.  What if 
every educator saw themselves and their 
colleagues as heroes?  What if partnerships 
were created to maximize the powers of each 
member of our team?  I would argue that we 
would create a new self-fulfilling prophecy, 
one filled with hope for tomorrow, and 
change for today.  In many ways, life is 
like a kaleidoscope.  With one turn, one’s 
perception changes, a new picture is created.  
What if school leaders turned their kaleido-
scopes, would they see their opportunity to 
be a hero for a student?  Would we morph 
into the Heroes our students need us to be?   

Looking for a Super Hero - Start by 
looking in the mirror!

Joshua J. Garcia is President of WSASCD, 
and Assistant Superintendent Teaching 
for Learning, Federal Way Public Schools. 
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places where the sun shines and where we 
can unfurl the ravages of the relentless press 
of the school year in ways that restore the 
mind and heal the body.  In Southeastern 
Washington, the wheat stands tall this time 
of year and the strawberries ripen on their 
mounds.  In the middle of June, the last 
place that you’d count on finding middle 
school science teachers, or their local college 
counterparts for that matter, is deep in the 
labs of the local college science hall.  But 
that is exactly a dozen middle school science 
teachers spent the week after students set off 
on summer vacation.  These teachers from 
the Walla Walla Valley were engaged with 
Whitman College Science Faculty in under-
standing what is new about viruses, what 
lab activities will capture the minds of their 
middle school students when they study 
water in the fall, and what can local geology 
help us to be better problem solvers.  Work-
ing side by side in the labs, they also toured 
the region’s geologic and water related sites, 
and used the Planetarium and telescope – all 
in one week’s time.  This project represents 
a model of science partnerships that focus 
on improving student learning by deepening 
content knowledge.

A stated purpose for the Whitman 

summer science program is to “connect the 
science expertise of the Whitman science 
faculty to science teachers in the region’s 
middle schools.”  There is an understand-
ing that the scope of what is taught to 
students in schools is largely a reflection of 
what teachers know, and that the scope of 
the curriculum asks teachers to be ex-
perts in a large span of science curriculum 
strands.  The Whitman science faculty 
wanted to partner with local science teachers 
to continue to expand on science content 
knowledge, and to build the professional 
camaraderie of science teachers in the region 
through engagement in the process of 
scientific discovery or inquiry.  By designing 
and sharing cutting edge professional learn-
ing experiences with and for middle school 
teachers, the Whitman faculty partners with 
public school teachers in respect to remain-
ing current in content and related pedagogy 
for such a tremendous scope of science 
curriculum. There is great value in learning 
together about the various topics that are 
supported by the expertise of the Whitman 
science faculty. 

Catalyzing a more vibrant learning 
community among the science educa-
tors in the Walla Walla Valley is the result 
of this year’s program. Whitman faculty 

participated side by side with the middle 
school teachers.  Their honest inquiry and 
approachability was a bonus for Sue Parrish, 
a microbiologist by training, who called the 
2010 summer institute a “shot in the arm.”  
Sue speaks confidently about being surprised 
at how much she learned. She was one of 
the first teachers in the group to sign up and 
use the water kit developed by Whitman 
faculty with her students this fall. Parrish 
is a quiet mover and shaker in this partner-
ship project, having been a participant in 
one that ran a number of years ago.  She 
advocates for the team approach to planning 
the content of the program, connecting it 
to the school curriculum and what teachers 
will find interesting, and was instrumental 
in connecting the middle school teachers 
and the college faculty.

While many middle school science 
teachers have deep content strengths like 
Parrish, some teachers do not have the deep 
background, or the benefit from her depth 
of experience.  One teacher who does not 
have an endorsement in science related that 
the summer institute was beneficial because 
of the background knowledge that filled in 
gaps for him.  This teacher benefitted from 
the efforts of Mary Burt, a former science 
teacher who now serves as the Science 

Partnership in science education:
Whitman science faculty and Walla Walla Valley middle school teachers

by Sue Parrish and Tracy Williams
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Outreach Coordinator at Whitman.  Burt 
coordinates the science collaborations, 
recruiting teachers throughout the valley 
and encouraging their participation in the 
Whitman summer science institute.  This 
teacher related that the content of the sum-
mer institute was “absolutely relevant to 
what I was teaching.”

The middle school teachers were im-
pressed that the college professors had taken 
the time to not only look at the Grade Level 
Expectations for the content that is designed 
for middle school students, but that they 
had taken the time to think about what 
the potential areas of new information that 
might be needed as well as areas that are ripe 
for misunderstanding.  The middle school 
teachers get animated when talking about 
how digging deep in content themselves 
helps them frame learning for their own 
students. An example of the kind of think-
ing that emerged from the first summer was 
how to set up a cataclysmic event in a way 
that would allow students to do their own 
data collection in a school setting – some-
thing a seven-period bell schedule does not 
naturally support. 

The partnership with Whitman runs 

across the school year as well.  One day 
workshops in energy, virology, and chemis-
try of water operated on Saturday mornings 
throughout the school year.  Whitman also 
produced a number of materials that teach-
ers took back to their schools to support 
teaching and learning.  Parrish reflects on a 
PowerPoint presentation used in the virus 
workshop helped kids learn about the swine 
flu (H1N1) and relates that “they loved 
it.”  The teachers loved it too, and they love 
the other materials that the science faculty 
prepared for them to use in their schools.  

The benefits of the partnership show 
an instant impact on school curriculum.  
Here are a few highlights from participating 
teachers:

What was the Whitman Summer  
Science Institute’s impact on you – 
and your content inquiry?
 • Sixth grade teachers commented on the 

direct content match to the content 
that they teach in school.  

 • Eighth grade teachers noted a direct 
match with the astronomy EALRs.

 • Teachers made connections to student 
questions through the catastrophic 
events simulation.

 • Teachers saw the connectedness of 
systems within science and without.

 • Once of the most valuable aspects of 
the institute was the unpacking of mis-
conceptions that exist even in current 
text based materials used with K-12 
students.  Having access to information 
and expert others was a large leverage 
point for many teachers in the insti-
tute.  Thinking about uncovering stu-
dent misconceptions and how to help 
students “let go” of what they think 
that they know was a positive experi-
ence.  Teachers mentioned that they 
appreciated the various inputs, and 
the time to work with peers and others 
on approaching student background 
knowledge.

 • Participating teachers were animated 
during the discussion of the impor-
tance of the “hands-on” aspect of the 
institute, both for themselves, and as a 
reminder of the supports that creates 
for student learning.  Participating in 
data collection and analysis allowed 
teachers to consider approaches for 
their students.
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How did the Whitman Summer  
Science Institute benefit you  
(access to Whitman expertise)?
 • The middle school teachers were ap-

preciative of the faculty who sat in 
other faculty sessions (and even asked 
questions) showing the value of learn-
ing from each other.  They all appeared 
genuinely interested in what is happen-
ing in school classrooms! The faculty 
welcomed teachers, answered their 
questions and committed to continued 
learning experiences in the future.

 • The teachers named specifically the un-
predictability of cataclysmic events as a 
benefit from the experience this week.

 • They noted that the connections to 
what they teach in the K-12 system 
were systematically planned for, and 
that the Whitman faculty answered 
both their questions and the questions 
that their students will have.

 • Specifically, the teachers mentioned 
going beyond what they thought that 
they knew about magma and tectonic 
plates, takes them beyond what the 
textbooks that are in place currently 
offer.  This ability to stay current with 
the academic expertise of the Whit-
man faculty is a valuable benefit to the 
middle school teachers.

 • There was attention given to the kinds 
of trade-offs that are made when 
humans seek solutions (flood control, 
fish ladders, etc.).  This augmented the 
kinds of dilemmas that the school cur-
riculum contains.

 • Teachers commented on the fact that 
the summer institute helped with 
the press that they face constantly in 
balancing the pressures of teaching a 
number of science topics.  

 • There was discussion of the benefit of 
the information for those who teach 
other content areas – even humanities, 
where students will need to write about 
non-fiction topics.

 • It was the overwhelming sense of the 
group that the Whitman faculty built 
community with the school teachers 
by being approachable, humble (not 
intimidating), and by being engaging 
models of teaching themselves.  

This partnership has plans for two ad-
ditional summer institutes, with increasing 
opportunities for science faculty and middle 
school teachers to work together over the 
span of the project.  As the national press 
for increasing the number of highly quali-
fied teachers in math and the sciences en-
sues, this partnership is an example of how 
communities can use their rich resources to 
build science partnerships that move teacher 
learning forward in ways that directly and 
immediately impact student learning in a 
positive manner.  This partnership project 
is supported by a grant from the Howard 
Hughes Medical Institute, and is directed at 
Whitman College by Dr. James Russo.  

Sue Parrish teaches seventh grade 
science at Garrison Middle School in 
Walla Walla. 

Tracy Williams is Professor and Chair 
of Curriculum and Instruction in the 
School of Education at Seattle Pacific 
University.

Student responses :

“It was great learning about 

all the different properties of 

water. I think it’s amazing 

how water sticks to itself and 

other substances, and also 

how different its molecules are 

arranged when it’s in the form of 

a liquid, solid or gas.”  

Reid Reininger

“I learned about capillarity 

and thought it was fun and 

interesting. Capillarity is when 

cohesion and adhesion work 

together to climb up small spaces. 

H2O ROCKS!”  Cooper Bolduc

“I liked this unit of science 

because it was hands on learning 

and we discovered to learn 

things” Adrian Miranda

“It was a blast to see how water 

works. We learned and had fun 

at the same time.  My favorite 

experiment was when we got to 

see surface tension by floating 

a paper clip on water.” Kassidy 

Haluska
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members from the College of Education 
(CoE) at Washington State University and 
11 teachers from five schools in the Pullman 
School District (PSD) created a partnership 
intended to meet two central objectives:

Address the need in PSD related to the 
change in the 2010-2011 school year from 
a pull-out English as a Second Language 
(ESL) program with an endorsed teacher to 
a format in which regular classroom teach-
ers with little to no background in ESL are 
responsible for the success of their English 
language learners (ELLs).

Examine the effectiveness of teacher 
development programs offered by WSU. 

Building a close relationship between 
the WSU ESL program and teachers and 
administrators in PSD has been a long-
standing goal of participants, as has facilitat-
ing the success of all students in Pullman’s 
K-12 classrooms. One further goal of the 
professional development (PD) partnership 
was to enhance and support the participat-
ing teachers’ roles as mentors for WSU 
practicum students and for other district 
teachers. As partners, PSD and WSU share 
financial responsibility for partnership ac-
tivities, faculty have gathered direct teacher 
feedback and suggestions about the PD ex-

periences, and have taken into consideration 
the PSD timeline and, as far as possible, 
participants’ classroom contexts and needs. 

Members of our partnership concur 
with Sparks’ (2002) assertion that “(t)eacher 
expertise is one of the most important 
variables affecting student achievement” 
(p. 1-1).  Likewise, we acknowledge that 
not all professional development is created 
equally.  In a longitudinal study, researchers 
concluded that “reform type” professional 
development – activities that “included 
teacher study groups; teacher collabora-
tives, networks, or committees; mentoring; 
internships; and resource centers” (U.S. 
Department of Education, 2000 cited in 
Sparks, 2002, p. 1-2) – were most effective 
in promoting positive changes in par-
ticipants’ classrooms.  Likewise, Desimone 
(2009) refers to a “core set of features” of 
professional development; these objec-
tives include content focus, active learn-
ing, coherence, and duration.  In addition, 
Garet et. al (2001) assert that “sustained and 
intensive professional development is more 
likely to have an impact . . .” when such 
activity “focuses on academic subject matter 
(content), gives teachers opportunities for 
‘hands-on work’ (active learning), and is in-
tegrated into the daily life of schools (coher-

ence) . . .” (cited in Sparks, 2002, p. 9-2).  
In other words, PD should be designed to 
enhance all participants’ expertise through 
active engagement with the content, stu-
dents’ work (Richardson & Placier, 2001), 
and one another. 

The specific theoretical foundation for 
our professional development experiences is 
based in this research, which also indicates 
that real learning may occur in the authentic 
contexts in which the knowledge is actu-
ally of use; in other words, teacher change 
occurs through situated learning (Feiman-
Nemser & Remillard, 1995; Herrington and 
Oliver, 2000; Lave & Wenger, 1991). By 
definition, situated learning means that the 
content is designed with the background, 
knowledge, abilities, and settings of partici-
pants in mind.  We focused the partnership 
sessions around achieving a sense of situated 
learning for all participants, based on the 
elements noted in Herrington and Oliver 
(2000).  

Keeping these foundations in mind, 
the partnership was set up to occur over 
two semesters to allow for extended contact.  
Each semester all participants would attend 
two three-hour face-to-face workshops and 
two two-hour discussion sessions occur-
ring a couple of weeks after each workshop. 

Situating partnership learning:
Two-way professional development

by Jenny Barnes, Amy Bumpus,  
Michael Church, Jennifer Cowgill,  
Joy Egbert, Michael Riley, Thomas 
Salsbury, and Dawn Shinew
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In addition, a wiki was set up to provide 
out-of-class-space for resources, teacher as-
signments, questions, feedback, and general 
interaction. To date, three workshops and 
two discussions have been held. After each, 
faculty collected data about participants’ 
confidence in their abilities to work with 
ELL students and families, perceptions 
of situatedness, priorities for their own 
professional development, applications to 
participants’ classrooms, and feedback on 
the effectiveness of the content and strate-
gies presented in each session. Faculty also 
asked the teachers to participate in sharing 
ideas to use in this paper. Below we use the 
situated learning elements as a framework to 
comment on the progress of this partnership 
according to both faculty and teachers. 

1) Provide authentic context that 
reflects the way the knowledge will 
be used in real life
For this to happen in its most authentic 
sense, PD sessions would have to be con-
ducted in a classroom during a class, which 
some of the teachers noted would be useful. 
One teacher wanted “to be able to apply 
some of the ELL ideas to an actual ELL stu-
dent!” and another commented “when I am 
a learner in the workshops, sometimes the 
materials are what I need, but sometimes I 
just want to bring someone into my room, 
let them see my struggles, and have them 
help me figure out what to do.” This idea is 
perfectly in keeping with situated learning 
theory, but we find it difficult to imple-
ment on a large scale with limited time and 
resources. This is an element that faculty are 
still working on with the teachers and hope 
to accomplish by observing and participat-
ing in each others’ classes.  However, the 
teachers also found collaborating with peers 
to reflect the way that they wish knowledge 
could be used in real life but seldom is. For 
example, several teachers mentioned that 
they were learning valuable information and 
ideas from peers during our sessions. One 
teacher said that “it is also good to see the 
various levels (grades) and how similar their 
challenges are.” Other teachers noted the au-
thenticity of context in another way, noting 
“even if I do not have an identified ELL stu-
dent, a lot of the techniques and ideas apply 
to all students.” Finally, teachers appreciated 
“the chance to get materials. The books and 
articles were helpful. The resources you send 
our way are fantastic. “ In this way, the con-
text is at least partially authentic for teachers 
which in turn makes an authentic context 
for faculty as teacher educators. 

2) Provide authentic activities
There was some tension between ideas here 
as faculty view theoretical foundations as 
authentic and teachers perceive practice 
as more authentic. In the first workshop, 
faculty started with tasks focused around 
“Who are English language learners?” and 
“English Language Development standards.”  
Although faculty had taught previous PD 
workshops and knew that teachers generally 
appreciate immediate application, they felt 
that they needed to establish a basis from 
which to talk about appropriate practices. 
One teacher said “during the orientation 
activities we discussed a wide range of topics 
that fascinated me...statistics and research 
that I had not heard of before.  I was really 
excited to learn these things.” However, 
most others perceived a lack of ideas and 
activities that could transfer directly to 
classroom use. 

The second workshop and discussion 
emphasized lesson design features such 
as language objectives and making con-
nections. One teacher noted “really good 
theoretical knowledge, but not much practi-
cal application” about the first semester’s 
partnership. Although one teacher requested 
to learn more about “understanding how 
language is acquired,” more teachers asked 
for “ideas and strategies that I can take back 
to my classroom and put into practice right 
away.” 

The third, more recent, workshop 
elicited teaching principles that the teachers 
could put into practice. One teacher noted, 
“Our first class this year was perfect!” and 
another, “Wow, these ideas will help me 
with my whole class, not just ELL kiddos.  
There are strategies that I need to remember 
to do every time, not just the beginning of 
the year.”  

The tension between theory and 
practice still exists and faculty are discuss-
ing ways to make research and theory more 
relevant to the teachers while also focusing 
on direct classroom applications.

3) Provide access to expert  
performances and the modeling  
of processes
To this end, faculty started the first work-
shop with a video of an expert ESL teacher 
and used readings that modeled how to 
design and implement good teaching prac-
tice. While the video engaged the teachers, 
the readings were not as effective due to 
time constraints and other barriers. Fac-
ulty consider the teachers to be experts in 
their areas and tried to support the teach-

ers talking to each other and collaborating 
around the workshop ideas. However, the 
teachers consider the faculty to be the ESL 
experts. Teachers were asked what additional 
resources they wanted, and they in general 
bowed to the expertise of the faculty, noting 
that they would like “something like the 
practical book used in the third workshop.” 
Additional videos and live demonstrations 
are needed so that faculty and teachers can 
share and reflect on information from all 
areas of expertise.

4) Provide multiple roles and  
perspectives
With a range of teachers and faculty from 
different backgrounds and the use of dif-
ferent texts, the workshops, discussions, 
and online interaction supported this ele-
ment. In virtually every session, there were 
discussions about the “theories” related to 
language acquisition and the “realities” of 
participants’ classrooms. These conversations 
were productive in bridging the proverbial 
gap between theory and practice by demon-
strating how one can inform and shape the 
other. However, exchanges of ideas were not 
always without some contention. There was 
some dissatisfaction among a few teachers 
who posted assignments that were changed/
constructively criticized by a faculty mem-
ber. In another instance, several teachers 
noted that comments by a faculty member 
criticizing other (nameless) teachers seemed 
to slight them all. Faculty learned clearly 
ways in which they should and should not 
comment on teachers’ work. When teachers 
feel as though they are being respected and 
supported as professionals as a whole, then 
they may be more open to dialogue with 
university faculty partners. The important 
lesson was that of mutual respect for differ-
ing  perspectives and areas of expertise.

5) Promote reflection and  
articulation
In order to promote reflection and give all 
teachers time to talk, faculty arranged for 
the discussion sessions to debrief on work-
shops. In the interim, teachers also had as-
signments dealing with the implementation 
into their teaching of workshop ideas. While 
the discussion sessions did prompt teach-
ers to talk, the electronic forums were less 
successful. The first semester teachers were 
asked to post to a wiki, a technology that 
was new to them and with which many felt 
uncomfortable. In addition, the lesson de-
sign strategies and foundational information 
seemed difficult for them to integrate and 
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they commented about a lack of time and 
real understanding. This fall semester, at the 
teachers’ suggestion, the forum was moved 
to the school district’s Moodle (abbrevia-
tion for Modular Object-Oriented Dynamic 
Learning Environment a software platform 
environment also known as Course Manage-
ment System), to which all the teachers al-
ready had access. Although some had never 
used the Moodle, they appreciated that they 
could work on “their” territory where they 
had some support from their instructional 
technology (IT) group and peers.

Asked by faculty to reflect on what 
they’d like to do in future sessions, one 
teacher said “continuing to deepen my 
knowledge of what ELLs need. The better I 
understand it, the more I can internalize it 
and use it in my classroom.”  In addition, 
two of the teachers noted “when we work 
with content standards, it would be helpful 
to bring in our own grade-level standards so 
that any work we do can be directly linked 
to our own teaching.” Faculty will try to 
integrate these ideas into future sessions.

6) Provide for authentic assessment 
of learning
The sessions that faculty conduct in the 
second half of the project will incorporate 
peer observations of classroom instruction. 
In order to respect the multiple perspectives 
from which all participants come to the PD 
sessions, teachers and university faculty will 
co-create rubrics to be used in the classroom 
observations. The rubrics will assess the 
link between PD sessions and implementa-
tion of learning in those sessions. A second 
important element will eventually assess the 
link between teacher implementation and 
student learning viewed through the lens of 
student voice.

Conclusion
Partnership, in its true sense of give and take 
between two groups, fits into the situated 
model of learning because faculty must have 
input from teachers in order to provide 
authentic experiences for and with them. Al-
though we are only about halfway through 
the project, there are many things that 
both faculty and teachers have learned by 
collaborating around instruction.  Faculty 
have learned that teachers particularly value 
time to collaborate with each other during 
regular work/school hours; the discussion 
during the workshops is rich and exhib-
its elements of personalized professional 
development that teachers desire. However, 
online collaboration has been less fruitful, 

likely due to the simple fact it occurs on 
teachers’ and facultys’ own (personal and 
family) time rather than during the regular 
work day. In addition, while both sides in 
this partnership are committed to success-
ful professional development, it is harder 
to carry out than the surface level research 
reports. For example, teachers noted that 
the district chooses who will attend PD and 
how much time they have, which makes 
both the situatedness and the needs harder 
to address.

Faculty have also learned that teachers 
particularly value opportunities to apply 
what they learn in PD sessions and receive 
individualized feedback on that application. 
We hope that peer observations will serve as 

catalyst for continuing collaboration among 
teachers.

Finally, many teachers recognize the ap-
plicability of what they have learned in the 
PD sessions to all students, not just ELLs. 
Some teachers have gone as far as to say they 
realize that all children are English language 
learners.

Through our face-to-face and online 
collaborations, the university faculty have 
learned a considerable amount about the 
current classroom realities of our local 
school district. Teachers have discussed 
issues of poverty, particularly with ELL 
students, and how they advocate for their 
children in myriad ways. As faculty present 
knowledge and experiences across a range 
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of classrooms, teachers challenge faculty to 
better understand student attitudes toward 
homework,  possible overlaps between  
special education and limited English 
proficiency, and family participation in their 
schools. In sum, by working as partners 
and attempting to situate PD, teachers have 
gained insights into theory and practice 
for ELLs and faculty have learned a great 
deal from teachers, which in turn will lead 
to better teacher preparation programs, 
research, and subsequent professional devel-
opment for teachers.  
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Michael Church teaches fourth grade 
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has a long history of working with non-
profits to support students with enrichment 
programs, colleges to recruit students from 
high school and industry to provide field 
trips and a few dollars here and there.

What do you think would happen if 
public education formed integrated partner-
ships with nonprofits, colleges and industry 
with the sole purpose of supporting the 
needs of a single school with the intent of 
replicating lessons learned throughout the 
district?

Think about it for a minute.  These 
partnerships:
 • expose teachers to the world’s happen-

ings while at the same time helping 
them expand their professional exper-
tise and skills, 

 • get students on the track to college 
readiness much sooner than high 
school, 

 • provide students the “just in time” 
academic support the precious hours of 
the school day won’t allow,

 • give students access to various profes-
sionals so they can get a real glimpse of 
the vast number of professions they can 
pursue, and

 • expand teachers’ practical knowledge 

and give them the tools to deliver their 
lessons in a more authentic way.

Public/Private Partnerships schools are 
elementary or secondary schools that remain 
public, continue to use public money, and 
are subject to all public school regulations 
and statutes, but the academic program and 
additional resources to support the program 
are provided by the private entity.

In November 2007 such a partnership 
was formed between Federal Way Public 
Schools (FWPS) and the Technology Access 
Foundation (TAF).  They came together 
to form a 6-12 grade STEM school—TAF 
Academy—which launched in September 
2008.

FWPS takes pride in being a leader in 
continual innovation among public schools, 
so they are constantly looking for new ideas 
to bring into their district.  TAF was looking 
to make a deeper impact within the public 
school system after 10 years of successfully 
educating students of color in the after 
school space, so with the help of educators 
they spent three years developing a STEM 
school model.  FWPS saw an opportunity to 
bring a STEM (Science, Technology, Engi-
neering and Math) school into their district 
with an amazing cost-benefit—that is a 

benefit to teachers, students and the district.
The partnership happened because two 

entities sought to improve academic services 
to under-served students and they couldn’t 
do it alone. 

How it works
In the TAF/FWPS partnership, at no cost to 
the district, TAF provides:
 • A STEM integrated academic model 

that is based on state and district 
standards, project based learning and 
authentic intellectual work

 • Professional development and coaching 
for teachers and the principal

 • Student assessment tools, data collec-
tion and analysis

 • Resources from colleges and industry 
that support students and teachers

 • Technology and tech support
 • Academic enrichment and support for 

students
 • Internship program for high school 

students

The district provides the basics they 
provide all their schools such as:
 • School management
 • Basic staffing (Principal and administra-

tive staff)

Public/private partnerships
Coming together for students

by Trish Millines Dziko
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 • Facilities
 • Transportation
 • Per student funding from the state and 

federal government
 • Internal processes and procedures to 

facilitate school operations
 • Support for special education and ELL 

students
 • Professional development for teachers 

and the Principal

Early in the partnership as the school 
is forming, TAF plays the role of collabo-
rator—often leading by providing direct 
support such as delivering professional de-
velopment or helping the principal set goals 
and providing strategies.  As the years pass 
and the school moves into the normative 
stage, TAF moves toward more of a support 
role in the form of program management 
consultants. 

Forming and managing other  
partners
This article focuses on the partnerships 
that are facilitated through TAF to benefit 
the school.  The most important asset TAF 
brings is access to, and management of, 
resources that colleges and industry can 
provide.  

Currently TAF forms and manages 
partnerships with industry in the following 
ways:

Brings financial and in-kind resources 
to the school — Companies provide funds 
for student projects, technology and office 
supplies.

Brings professionals to the classroom 
— Industry professionals provide input on 
projects as they’re being designed by teach-
ers and implemented by students.  They 
also serve as an authentic audience during 
exhibitions.  Professionals attend the “Juicy 
Jobs” series where they have breakfast with 
students in small groups to in-depth discus-
sions about their profession.

Facilitates formal partnerships 
between professionals and teachers — 
Known as scientist/teacher partnerships, 
this relationship enables teachers to work 
side by side with professionals to create 
rich, authentic course content while at the 
same time increase their competency and 
content knowledge.  Professionals benefit as 
well—they have a better understanding of 
the needs of teachers.

Arranges paid summer internships — 
Giving students an opportunity to work in 
a corporation for the summer reinforces the 
concepts they learned in school, gives them 
another reference point for why a college 
degree is so important and brings a level of 
confidence they can’t get in the classroom. 

On the college front, TAF forms and 
manages partnerships in the following ways:

Recruits college students for “just in 
time” tutoring — Can you imagine walk-
ing into a school and seeing college work 
study students (ideally students major-
ing in Education) helping the teacher by 
tutoring students who are falling behind?  
With training and communication with 
the teacher, these college students can be 
an invaluable resource to teachers who are 
stretching every minute of time to help each 
student stay on task.

 
Brings professors into the classroom 

— College professors partner lend their 
subject matter expertise to teachers and 
students to support the research component 
of student projects.

Supports college readiness — College 
counselors are overburdened—particularly 
with all the budget cuts of late—so provid-
ing them support through college partner-
ships is an important role for TAF.  Colleges 
welcome the opportunity to assign one of 
their admissions staff members to provide 
in-depth college readiness workshops for 
students—regardless of where the student 
plans to attend college. 

Involving local community based orga-
nizations (CBOs) and community members 
are the final pieces of the partnership puzzle.  
TAF forms and manages partnerships with 
CBOs and community members in the fol-
lowing ways:

Brings in student enrichment pro-
grams — There are many CBOs that 
provide free or low cost enrichment activi-
ties in everything from the arts to sports to 
engineering.  TAF brokers the relationship 
and the CBOs deliver the programs.

Provides mentors for students — 
Mentorship programs in schools are very 
difficult to manage.  TAF works with CBOs 
that provide mentors and program manage-
ment. 

Recruits volunteers — Volunteers in 
the classroom and on the school campus are 
a very valuable resource.  TAF partners with 
the district in screening volunteers, and then 
manages the use and tracking of volunteers.

An advantage over charter schools
While the partnership is between TAF and 
FWPS for a particular school, the oppor-
tunity for impact throughout the district is 
most appealing.  There are several advantag-
es to the public/private partnership model:
 • The academic model is defined by the 

private partner but must meet the aca-
demic curriculum standards required 
by the state.  This puts the account-
ability on both the private partner and 
school district.  It also ensures continu-
ous innovation since the private partner 
has more resources and flexibility to 
innovate based on formative evidence 
from the school and the evolution of 
the professional climate.

 • Students are enrolled using the school 
district criteria and mirrors the school 
district demographics.  

 • The private partner and school district 
mutually agree on hire/fire practices of 
staff.  This work requires buy in from 
the teachers’ union and a high level of 
support from the district in creating 
job descriptions.  

 • The private partner and the district 
share best practices and provide sup-
port for implementation in other 
schools in the district.

 • All of the per-student funding provided 
to the district goes to the school.  No 
special financial formulas are needed.  
The private partner provides additional 
funding to support the academic pro-
gram and access to other resources like 
corporate partnerships, volunteers and 
in-kind materials.

 • The private partner acts as program 
manager to ensure academic program is 
properly supported and implemented 
to meet the agreed upon outcomes.

There are challenges
As with all good things, there are challenges 
that emerge in a public/private partnership, 
however if the partnership is strong there 
is no challenge that cannot be handled.  
Whenever private entities collaborate with a 
public institution—particularly one that is 
as large as a public education system—the 
challenges tend to be related to policies that 
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inhibit innovation, bureaucratic processes 
that risk capitalization on opportunities and 
employment policies that prevent the swift 
removal of underperforming team members.  
The district acts as the leader and sponsor 
for any problems of practice that require 
changes in district or state policy, contracts 
or other agreements.

Making it happen
The extent to which a public/private part-
nership is developed really depends on the 
needs of the district.  Whether coming to-
gether to start a school or just to implement 
a few programs throughout the district, the 
key elements to the partnership are:

Shared vision — Start with the end 
in mind.  Each partner must have a clear 
understanding of the vision and how that 
vision will be carried out.

Always do what’s best for students — 
There will be times when there’s a problem 
of practice that absolutely must be solved, 
but has divergent solutions.  The partners 
must come together to solve the problem 
with a single focus—what’s best for stu-
dents.

Clear roles and responsibilities — 
During the beginning of the work it’s easy 
(and often necessary) for team members to 
chip in where needed.  Eventually that blurs 
the lines of responsibilities.  Having a clear 
set of roles and responsibilities will help 
bring everyone back to their assignments 
and expected outcomes.

Effective communication — Commu-
nication is at its best during the formation 
of the partnership, however as the work be-
gins it’s very easy to focus on the work and 
forget to communicate.  Being intentional 
about communicating will provide better 
outcomes and a happy partnership.

Accountability — Each partner must 
agree to be held accountable for their share 
of the work and for the overall health and 
effectiveness of the partnership.  The best 
way to make this happen is to have the 
partnership and outcomes evaluated by an 
outside entity.

Continuous learning — Making mis-
takes is inherent in innovation.  Learning 
from those mistakes is essential to continue 
the cycle of innovation.

It’s your turn
Take a moment to answer the question 
posed earlier: “What do you think would hap-
pen if public education formed integrated part-
nerships with nonprofits, colleges and industry 
with the sole purpose of supporting the needs 
of a single school with the intent of replicating 
lessons learned throughout the district?”,  then 
ask yourself if this is something your district 
should explore.  Or maybe something small 
like consider a partnership to restructure the 
college readiness program in your district.  

The reality is while many districts and 
schools have vision and purpose, they don’t 

have resources to carry them out.  A public/
private partnership may be just the ticket to 
turn the vision into reality.

Trish Millines Dziko is executive direc-
tor of Technology Access Foundation.
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at Sunnyside High School in Sunnyside, 
Washington fall near the bottom five 
percent and fewer than half of the school’s 
students graduate. Eager to turn those 
dismal statistics around, the people of Sun-
nyside investigated a number of promising 
approaches for school improvement. They 
sought and won a School Improvement 
Grant for the 2010-2011 school year. And 
they reached out to form collaborations be-
yond the district, entering a ground-break-
ing partnership with Gonzaga University.  

As a recipient of the School Improve-
ment Grant, Sunnyside’s first task was to 
hire a new principal, one committed to 
student growth and to development of the 
staff that can produce it. Gonzaga agreed 
to allow one of its assistant professors, Dr. 
Chuck Salina, to spend the 2010-2011 
school year at Sunnyside High school as a 
turnaround principal. Both organizations 
are pursuing a win-win relationship; higher 
education learns from the field while sharing 
the best research-based practices for turn-
around leaders.

Turn-around leader competencies
A competency, according to Spencer and 
Spencer (1993), is an underlying charac-

teristic within an individual that is effec-
tive and/or superior in a job performance 
or situation.  A competency is a way of 
thinking, generalizing across situations, and 
is deeply rooted in a person’s personality.  
Steiner, Hassel, and Hassel (2008) identify 
four clusters of competence necessary for 
a turnaround leader.  A leader must be (1) 
results driven, (2) have the ability to influ-
ence results, (3) be able to utilize problem-
solving skills, and (4) have the confidence to 
lead. This article examines these and other 
research-based practices and experiences 
resulting from the on-going work at Sun-
nyside High School. 

Insist that change is mandatory,  
not optional
According to Steiner (2010), a leader drives 
for results by requiring all staff to change: 
change is mandatory, not optional. Turn-
around leaders also make necessary staff 
replacements, focus on successful tactics, 
and insist on meeting goals, rather than 
merely progressing toward them. Successful 
turnaround leaders set clear expectations, 
hold others accountable for performance, 
and plan effectively to achieve benefits and 
avoid tribulations (Steiner, et al. 2008). 
Turnaround principals set rigorous teach-

ing and learning goals and achieve at higher 
levels despite the barriers the school faces 
(Steiner, et al. 2008). Successful turnaround 
leaders first concentrate on a very limited 
number of changes to achieve early, visible 
wins for the organization (Brinson, Kowal, 
& Hassel, 2008, p. 11).

Upon arriving at Sunnyside High 
School, Dr. Salina helped develop weekly 
learning team meetings as “not invitational, 
and not optional.” All staff members, in-
cluding extracurricular staff and para-educa-
tors, meet weekly from 2:15 to 3:50.  Once 
staff members were teamed, a PLC-like 
(Professional Learning Community) process 
focused on inquiry, data and measurable 
results.  Teams participated in report-outs 
and public reflection, holding each learning 
team accountable toward increasing gradu-
ation rates.  Teams clarified their purpose, 
agreed upon norms, and identified the goals 
and targets that increase student pass rates. 

Influence the thinking, behavior, 
and vision of others
To obtain the needed results, a turnaround 
principal must influence the thinking and 
behavior of others (Steiner, 2010).  Accord-
ing to Steiner, et al. (2008) a leader must 
be able to affect a person’s perceptions, 

A turnaround principal:
Secondary and higher education partner to support students

“School turnaround is 

possible, but it takes a 

broader, concerted effort 

with daring leadership at the 

helm.”

 –Steiner, Hassel & Hassel

by Suzann Girtz, Cindy Johnson,
Chuck Salina, and Jonas Cox
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thinking, and actions. Turnaround leaders 
help staff members put themselves in the 
shoes of the students they serve (Brinson, et 
al. 2008, p. 18).  They assume authoritative 
leadership of the group, work to keep the 
team informed, promote morale and perfor-
mance, obtain resources, and motivate with 
an enthusiastic, compelling vision (Steiner, 
et al. 2008). 

Within the school learning teams, Dr. 
Salina works to develop the leading capacity 
of each staff member. Inside a framework 
of non-negotiables, staff’s span of control is 
supported and directed in a hope of rekin-
dling the mission of the individual, team, 
and school—instilling the belief that each 
person can make a difference in improving 
graduation rates. 

Dr. Salina influences the overall 
school culture by being highly visible and 
in constant communication with staff and 
students.  He greets students in the hallway 
and classrooms with the same three ques-
tions: Are you learning? Does your teacher like 
you? Do you get help when you need it? 

These questions reflect the five com-
mitments the school made to its students 
and parents as a part of the school improve-
ment initiative. They are goals that provide 
a constant touchstone for everyone’s work at 
Sunnyside:  
 1. Establish a collaborative culture focused 

on student learning and higher gradu-
ation rates.

 2. Use data to drive necessary resources 
that directly support students who are 
at risk of not graduating.

 3. Implement acceleration/enrichment 
programs outside the school day that 
support student interests and im-
proved graduation rates.

 4. Increase attendance rates through 
ensuring there is a safe and caring 
schoolhouse.

  5. Increase parent and community  
involvement.

Focus fearlessly on data 
Turnaround leaders depend upon mea-
surable data to inform decisions, make 
clear and logical plans, and forge a strong 
connection between vision, school goals, 
and student learning (Steiner, et al. 2008). 
Leaders think both analytically and concep-
tually. They break things down logically to 
determine cause and effect and to identify 
patterns connecting things that may seem 
unrelated (Steiner, et al. 2008). According 
to Hassel and Hassel (2009), “Successful 
turnaround leaders are focused, fearless 
data hounds. They chose their initials goals 
based on rigorous analysis. They report key 
staff results visibly and often.”  

 The School Improvement Grant 

placed specific demands on its recipients. 
In accepting the grant, Sunnyside commit-
ted to a number of changes. Along with 
replacing the principal, they must imple-
ment evaluation systems linked to measur-
able student growth, and use that data to 
reward, retain, or replace staff as well as to 
inform and differentiate instruction. 

These requirements provide a constant 
focus for the school, allowing Dr. Salina to 
drive two critical areas of improvement: at-
tendance and graduation rates.  At the start 
of the school year, over 50% of juniors and 
seniors were not on track to graduate. And 
historically, less than 50% of the student 
body has maintained passing grades in all 
courses. 

This data called for a shift in how 
credit retrieval services were provided to 
students. Dr. Salina initiated weekly reports 
to track attendance, course grades, and 
progress toward graduation. Now students, 
advisors, and teachers know immediately 
when student performance goes off track. 
If a student carries less than a C-plus in any 
given subject, he or she attends mandatory 
tutorial sessions four days a week. On the 
other hand, students receiving a C-plus or 
better enjoy special privileges. 

In the past, the Sunnyside campus 
was closed only for freshman. However, 
attendance records indicated that as many 
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as 30% of sophomores, juniors, and seniors 
did not return to campus after lunch. Upon 
arrival, Dr. Salina closed the campus for all 
grade levels.  Instead of top-down mandates, 
he charged junior and senior student leaders 
to establish criteria to reopen the campus for 
upperclassmen. These criteria included:
 1. A clean campus as defined by students, 

custodians, and cooks.
 2. Average daily attendance rate for ju-

niors and seniors of 94%.
 3. No group forming if a fight occurs. 
 4. Juniors and seniors must be on track 

to graduate and receiving a C plus or 
better in all course work. 

Dr. Salina and student leaders review 
these criteria weekly to determine whether 
the campus will be open for that week.

Sunnyside has designed a number of 
new programs aimed at fulfilling the school’s 
five commitments. Students participate in 
new acceleration/enrichment programs and 
tutoring groups. Students receive credit for 
all co-curricular activities. In addition, par-
ents and community members have become 
more involved as they assume leadership of 
new mentoring programs. 

Lead with confidence
Steiner, Hassel, and Hassel (2008) identify 
the confidence to lead as the fourth cluster 
of competence for a turnaround leader. 
The turnaround leader must have self-
confidence, be visibly focused, be commit-
ted to the job, and be self-assured in spite 
of the personal and professional attacks that 
are common during times of change.  Such 
leaders show confidence in several ways. 
They present themselves to the world with 
confident statements. They put themselves 
in challenging situations. They take personal 
responsibility for mistakes and follow up 
with analysis and corrective action (Steiner, 
et al. 2008, p. 31). 

In his role as principal, Dr. Salina meets 
with community groups. He often fields 
pointed questions, such as: With such dismal 
attendance and graduation numbers, why 
should we expect improvement? What will be 
different now?

Dr. Salina responds that Sunnyside’s 
staff understands that there is no turning 
back.  He openly examines the brutal facts 
of Sunnyside’s current situation, to inspire 
the staff and community to embrace change.  
At one point, when the timing of afternoon 
meetings became an issue for certain staff 
members, everyone was reminded of the 
original five commitments, insisting that 

they took precedence over all else. Because 
Dr. Salina has not been a part of the  
previous political landscape, he can com-
municate through the lens of change. He 
arrived at Sunnyside openly determined to 
improve graduation rates. His purpose is 
clear and clearly communicated to staff and 
community. 

 The fruits of collaboration
 During the months that Gonzaga Univer-
sity’s School of Education has supported 
Dr. Salina’s work at Sunnyside High School, 
the University faculty has envisioned even 
more ways that higher education can further 
P-12 school improvement. Those who train 
teachers and administrators can develop 
curriculum that examines the essential be-
haviors of a turnaround leader and include 
such training in the certification process. 
The University can sponsor joint research 
projects with P-12 institutions examining a 
range of possible topics: diversity, poverty, 
the impact of an extended learning day for 
both students and teachers, planned inter-
ventions, and the components of transfor-
mational schools. 

Graduate and undergraduate student/
candidates who wish to fulfill internship 
or service learning requirements can bring 
fresh perspectives and energy, as well as 
cutting edge pedagogy to struggling schools. 
Higher education can offer graduate degree 
programs to staff and administration at 
struggling schools, strengthening leadership, 
morale, and expertise.

By the same token, Sunnyside’s willing-
ness to collaborate with Gonzaga strength-
ens the University’s own teacher education 
program. Collegial exchanges between high-
er education and struggling schools could 
heighten the reality of the teaching mission. 
Faculty members become vividly aware of 
the critical needs in certain districts. Interns 
and those participating in student exchanges 
could benefit from field experience in the 
school, sharpening their own skills, while 
forging a strong connection between theory 
and practice. And because each perspective 
enriches the other, a collaborative relation-
ship furthers the professional development 
of those on both sides. Such relationships 
build stronger teacher training programs, 
at the same time building stronger schools. 
There is hardly a better way to define “win-
win.”

Jonas Cox, is an Associate Professor 
and Chair of Teacher Education at 
Gonzaga University. 

Suzann Girtz, is an Assistant Professor 
(Teacher Education) and Director of 
Assessment at Gonzaga University’s 
School of Education.

Cindy Johnson, is an Assistant Pro-
fessor (Educational Leadership and 
Administration), Director of Principal 
Certification, and interim Director 
of the Master in Administration and 
Leadership (Washington State) at Gon-
zaga University.

Chuck Salina, is an Assistant Professor 
(Educational Leadership and Admin-
istration) at Gonzaga University and 
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“Oh no, not another workshop on the latest 
fad. I guess I’ll bring my grading.”

The idea of a teacher being on an island 
of practice is far from new. Teachers spend 
most of their day working alone with stu-
dents and have few opportunities for inter-
acting with other adults. But what is often 
overlooked is that teachers can be equally 
isolated in their pursuit of professional 
learning opportunities; the island of practice 
metaphor can be extended to professional 
development (PD) situations, many of 
which have limited group participation and 
few opportunities to meaningfully discuss 
one’s experiences or vision of classroom 
practice (Garet, Porter, Desimone, Birman, 
and Yoon, 2001).

People need to think and talk in order 
to intellectually mature. However, PD ac-
tivities are often inconsistent with what we 
know about human cognitive development, 
particularly in regard to the social aspects of 
learning. PD frequently places emphasis on 
introducing new knowledge and skills, while 
marginalizing aspects of communication 
which allow teachers to make useful connec-
tions between existing ideas and new ones.  
Some may argue that talking and thinking 
about anything produces, well, anything. 

While this may be true, leaders can learn 
to focus and facilitate productive talk. It is 
the difficult conversations around student 
learning and classroom teaching that can be 
the most productive in challenging current 
thinking, and it takes a skilled facilitator to 
manage these conversations. This may be 
one reason that embracing communication 
inside a PD setting is somewhat risky and 
does not guarantee success. Teachers can 
be unwilling to talk about what goes on in 
their classrooms, or why they choose to do 
what they do, inhibiting the potential power 
of these kinds of learning experiences. 

Support from leaders and the presence 
of teacher leadership are crucial for develop-
ing important communication norms and 
opportunities. As Printy (2008) states:

“Social learning is a reciprocal process. 
The learning that results from participation 
feeds back into the community and impacts 
subsequent participation.” (p. 189)

The perspective of reciprocal learn-
ing redefines the notion of leadership by 
distributing it throughout all members of 
a group. Leadership is not merely defined 
by agenda-setting or organizational skills; 
effective leadership is determined by how 
well leaders engage all members, what kinds 
of thinking are elicited during discussions, 

and how connections are made between 
and amongst ideas. All of this is similar to a 
classroom teacher who adopts group work as 
an instructional vehicle and becomes reliant 
on student-to-student interactions for the 
success of a lesson. In this case, the teacher 
begins by gradually distributing many lead-
ership and control aspects of the lesson onto 
the students. Over time, teams of students 
become increasingly adept at managing and 
monitoring their own learning. A teacher 
opts for this approach because of the poten-
tial power of the “collective doing” embed-
ded in this learning experience. Leaders who 
use similar methods for engaging teachers in 
collaboration understand the power of com-
munication to facilitate professional growth.

From reflective practitioner to  
collective doer
Over 25 years ago, Donald Schön pointed 
out the importance of teachers becoming 
reflective practitioners in order to develop 
as professional educators. Through in-the-
moment and longer-term reflections on 
their day-to-day activities, including interac-
tions with students, teachers can develop 
new understandings about their practice. 
This theory explicitly highlights the power 
of teacher reflection for making changes to 

Reframing teacher leadership
in the context of collective doing

by Angie Deuel, Anne Kennedy,  
Tamara Holmlund Nelson, and  
David Slavit
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instruction, and even instructional  
perspective.

Current PD initiatives are beginning 
to move beyond the focus on reflection to 
also include interactive experiences designed 
to further challenge the beliefs and ideas 
of teachers. Conversations with colleagues 
related to various data sets, instructional 
planning, learning goals, teaching, and 
professional literature are becoming more 
common. However, the impact of these con-
versations significantly increases when they 
lead to instances of collective doing, such as 
group analysis of student work, a common 
teaching intervention, or peer observation. 
Ongoing and sustained communication and 
reflection on this collective doing deepens 
the developmental cycle and promotes 
teacher leadership from a reciprocal learning 
perspective. In the same way that group 
work can introduce new student learning 
and leadership opportunities in classrooms, 
the move to communication and collective 
doing in PD activity can broaden the capac-
ity of the teacher as learner by challenging 
comfortable beliefs, ideas, and ways of 
doing.

Leadership parallels across PD and 
classroom contexts
When some of the authors were involved 
in developing the Partnership for Reform 
in Secondary Science and Mathemat-
ics (PRiSSM) professional development 
project, the leadership team consistently 
relied on a theoretical model for framing 
the relationship between PD and classroom 
practice. Drawing from earlier work by Ball 
and Cohen (1999) and Carroll, Moretti, & 
Mumme (2005), project leaders put teacher-
to-teacher communication and reflection in 
the center of the framework. If we analyze 
Figure 1, the smaller red circle represents 
the interactions around content that occur 
amongst students and teachers in a typical 
classroom. However, when the PD focus is 
to elicit teacher-to-teacher interactions and 
collective doing about classroom practice, 
this red circle becomes the content of the 
PD. As Figure	1 illustrates, the PD environ-
ment could be likened to a classroom rich 
in dialogue, in which the “students” were 
teachers and the “content” was classroom 
activity.

The table on the following page pro-
vides numerous parallels that exist across 
typical classroom and PD environments. 
The learners, instructors, and content may 
at first seem quite different across these 
environments (e.g., students and classroom 

teachers have clear differences of all sorts), 
but they are actually quite similar in many 
ways. For example, teachers support their 
students in the development of content-
related skills, but also in the development of 
understandings and thinking skills. Simi-
larly, leaders support teacher development of 
specific knowledge and instructional tech-
niques, but also in the furthering of instruc-
tional perspectives. The notion of instructor 
(teacher or leader) also has some striking 
parallels across these contexts. In classroom 
and PD settings, instructors facilitate both 
the organization of learning environments 
and provide direct support to learners. From 
a learner standpoint, particularly when com-
munication is valued, leadership can involve 
initiation and playing a role in the advance-
ment of the group.

Because teaching and learning processes 
are so tightly connected to the context, 
it is helpful to consider one aspect of the 
classroom environment in order to more 
easily see the existing parallels with respect 
to these processes. For example, let us con-
sider assessment of or for learning. Student 
classroom assessment can be focused on 
correctness and the achievement of fixed 
learning goals, and teacher assessment in a 

PD context can be focused on the attain-
ment of specific instructional techniques or 
knowledge sets. While appropriate at times, 
these assessments are rather prescriptive 
in nature. In contrast, student assessment 
could be focused on student growth and 
individual understanding, and the assess-
ment of PD could involve understanding 
the specific nature and degree of teacher 
development and change. Table	1 contains 
many examples of this kind. It is important 
to note that degrees of prescription can, and 
often do, simultaneously exist in any single 
classroom or PD environment. We make 
these distinctions to provide a fuller view of 
the possible parallels that exist across these 
contexts.

Implications
In a learning situation rich in communi-
cation, the notion of leadership has the 
potential to shift from traditional modes 
of organization and control to more social 
notions of initiation and group success. 
Classroom teachers and PD providers who 
seek to incorporate communication into the 
heart of what they do are gambling on the 
leadership and interpersonal abilities of their 
learners.

Figure 1: Embedding classroom practice and interactions (inner circle) 
into the professional development context (outer circle).
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We believe that it is quite useful to 
consider the leadership parallels that exist in 
classroom and PD learning environments. 
Making these parallels explicit can support 
teacher learning. First, classroom teachers 
can transfer dispositions, knowledge, and 
skills in more substantive ways when made 
aware of the similarities of these constructs 
across these contexts. Such awareness can 
also encourage the transfer of leadership 
qualities and empower students and teach-
ers in each setting. Second, and perhaps 
more importantly, teachers can reflect on 
and alter existing dispositions, or construct 

Circle 1
Classroom Contest

Circle 2
PD Context

Learner Student Teacher
Leader Classroom teacher PD provider/facilitator
Skills to be learned or developed Content skills Specific teacher instructional techniques
Concepts to be learned or developed Content concepts Instructional perspective, theory, and 

philosophy
Process skills to be learned or developed Problem solving, thinking, communicating 

about content
Problem solving, thinking, communicat-
ing about teaching

Facilitating	interactions Teacher facilitation; group work roles Facilitation moves; protocols
Leadership: the learner Initiation; peer support; advancement of 

group learning environment and goals
Initiation; peer support; advancement of 
group learning environment and goals

Leadership: the leader Classroom organization; agenda-setting; 
student support

PD organization; agenda-setting; teacher 
support

Teaching:	a	more	prescriptive	approach Presenting and practicing predetermined 
and/or prerepresented skills, concepts, and 
processes 

Presenting and practicing predetermined 
teaching goals, processes, and perspectives

Teaching:	a	less	prescriptive	approach Creating an environment for students to 
question and seek answers or resolutions to 
those questions; using tasks or problems to 
develop student-generated ideas and skills

Creating an environment for teachers 
to question and seek answers or resolu-
tions to those questions; using tasks or 
problems to develop teacher-generated 
ideas and skills

Learning:	a	more	prescriptive	approach Development of predetermined and/or pre-
represented skills, concepts, and processes 

Development of predetermined teaching 
goals, processes, and perspectives

Learning:	a	less	prescriptive	approach Development of student-constructed ideas, 
procedures, and representations; focus on 
student needs

PD goals collaboratively developed;  
focus on teacher needs

Assessment: a more prescriptive approach Focus on correctness Focus on teachers meeting prescribed 
goals of PD

Assessment: a less prescriptive approach Focus on students’ abilities and  
understanding

Focus on teacher growth and  
development

new knowledge and skills, by considering 
the parallels that are contained in Figure 1. 
Specifically, PD providers, administrators, 
and classroom teachers can identify consis-
tencies or inconsistencies between the goals 
and processes of their PD activities and the 
goals and processes of instructional practice. 
Constructing a common vision of teaching 
and learning across these settings can lead to 
a more aligned and coherent system.

Considering parallels of collective doing 
across PD and classroom contexts can also 
support a teacher as leader of instructional 
change. If teachers teach the way they are 

taught, it may be important to provide chal-
lenges to the instructional practices embed-
ded in this generational cycle. For example, 
if we value student initiation of ideas and 
processes in classrooms, and if teachers have 
had limited experiences with this kind of 
instruction for themselves, then challenges 
to and alternatives for this instructional 
approach need to be presented in order to 
break this cycle. 

But what kinds of PD experiences 
can break this cycle? Mason (2008), in the 
context of mathematics, provides a power-
ful discussion that teachers “through their 

Note	1:	Aspects of Circle 1 can often become embedded in Circle 2. For example. content skills and concepts are often a necessary part of 
the skills and concepts to be developed in Circle 2.

Note 2: This is not intended to describe everything that occurs in classrooms or PD settings. Students and teachers develop understand-
ings of an dispositions toward a vast amount of things not content- or instruction-related, respectively. The above is intended to focus on 
students’ learning of traditional skills and concepts as well as teacher development of instructional techniques and perspectives. 

Table 1: Specific parallels that exist in classroom and professional development contexts. 
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‘being’ can influence learners” (p. 31). He 
states that teachers who “are being math-
ematical with and in front of their learn-
ers” can potentially lead students to think 
about mathematical problems as interesting 
dilemmas to be resolved. This way of being 
a mathematics teacher can possibly influ-
ence student beliefs about mathematics as 
a dynamic, highly-relevant subject area. 
PD providers have the same opportunity to 
influence teachers by the way they are edu-
cators with and in front of teachers. PD pro-
viders can lead teachers through dynamic, 
problem-based experiences about teaching, 
rather than the flavor of the month. Focus-
ing PD on teachers’ core beliefs and ways of 
being is a particularly important prospect 
given the impacting role of identity and 
beliefs in the teacher change process (Gee, 
2000; Jaworski, 2006).
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school: brick and mortar, a bus picking 
up kids, the sounds of laughter. Inside it 
is picture day. Kids sit and pose prodded 
into grins by goofy, worn out photographer 
jokes. Elementary, middle, and high school 
aged kids all part of the same program 
wait patiently. Parents stand off to the 
side watching anxiously. Right away you 
notice that there are parents everywhere. In 
classrooms, in the waiting area, in the hall-
ways. Everywhere. In fact, it almost seems 
like there are more parents than students. 
Relaxed and comfortable, you get the sense 
that this place is as much their school as it 
is their child’s school. Maybe that is really 
at the heart of successful parent partnership 
programs, a sense of belonging. At a time 
when people are looking for innovation in 
education, when a great national debate is 
taking place about options in education, 
perhaps Washington State has one answer.

What are parent partnership  
programs?
Parent Partnership Programs fall under the 
Alternative Learning Experience (ALE) rules 
of Washington State. The same rules that 
govern alternative schools govern parent 
partnership endeavors throughout the state. 

Parent Partnership Programs are part of the 
public school system, designed to support 
families who have chosen to use home-based 
education as the primary means of educat-
ing their child. Rather than attending a tra-
ditional public school, children are educated 
both at home and at the site of the district 
partnership program. All ALE programs fol-
low the same set of guidelines:
 • Each student must have an individual 

learning plan for the year.
 • Each student must have a monthly 

progress report approved by a certifi-
cated staff member.

 • Each student must make weekly con-
tact with a certificated staff member in 
the program.   

 • Students, depending on grade levels, 
must have 20 or 25 hours of learning 
activities per week.

 • Students must be assessed annually.     

History of Washington State parent 
partnership programs
According to the Washington Alternative 
Learning Association Director, Lile Holland, 
parent partnership programs have existed in 
one form or another since 1987. Programs 
first started in Chimicum and Port Angeles 
and then spread throughout the state. In 

1990 there were less than 10 programs. To-
day, 103 programs are in operation serving 
over 10,000 students. Washington is unique 
as it is the only state in the nation that funds 
parent partnership programs.

The Deer Park School District Home 
Link program took shape in the late 1990’s 
when a small number of home-schooled 
students began taking classes taught after 
school in district classrooms. In 2000, the 
program really began to take off when Prin-
cipal Carol Van Wormer and a small staff 
began working with home school families. 
Leasing a small office complex in Deer Park, 
Carol and her staff created a warm, inviting 
atmosphere where parents could comfort-
ably wait while Carol and her consultants 
worked with students and parents devel-
oping learning plans, assessing student 
progress, and consulting on resources. Word 
traveled fast. “We didn’t even publish the 
phone number as so many people were 
knocking on the door. I didn’t want to 
promise a service that we couldn’t provide.” 
The program focused on the genuine needs 
of the students and valued the partnership 
established with families. Carol strongly 
believes that the success of the program is 
based on trust. “It really has to be about 
listening to our parents, understanding 

Parent partnerships
Linking districts with home school learners

by Trip Goodall
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their needs, and recognizing their commit-
ment to educating their child. We don’t tell 
them what to do, we help guide them. Our 
intention has always been to find ways to 
help families who believe in home schooling 
their children. Parents came to our school 
board and asked for assistance, and our 
school board explored the possibilities.” For 
Deer Park superintendent Dr. Becky Cooke 
the partnership is an important one. “This 
type of  program is the ideal way to provide 
educational choice for our families, within 
the context of the local school district.  This 
helps serve the personal goals families have 
for their children, while also tending to the 
broader goals Americans have for  future 
citizens in our democracy.  It is an ideal 
partnership from that perspective.” 

The program became a meeting place 
for home school parents to discuss their 
challenges and successes, and to interact 
with others who also believed in being the 
primary educator of their child. Enrollment 
grew steadily. In a decade, the program went 
from 38 students to 500. Staff grew to ac-
commodate the rise in enrollment. Initially, 
some district staff were alarmed that the 
program was pulling kids away from the 
traditional schools, but 70 percent of the 
enrollment is actually choice students from 
outside the Deer Park School District, and 
many were students who had never been 
enrolled in public school. 

Unique  
In a renovated 1915 schoolhouse high 
school aged students study algebra, Ameri-
can literature, geometry, computers, geology 
and gemstones, piano, quality crafts, jewelry 
making, video production, taekwondo do, 
stained glass, Asian cooking and a number 
of other courses. The small classes are filled 
with attentive students actively engaged in 
learning. Students stay after class to con-
tinue a discussion with their instructor. Bells 
ring as students move off to another class 
offering. When asked to talk about why 
they enjoy the program students respond 
by mentioning the pace of instruction, the 
enrichment classes, and the way they con-
nect with their teachers. And, there is the 
social aspect of the program. “ I come to 
Home Link every day for at least one class. 
I’ve been home schooled all my life. I like 
the program because I can see my friends.” 
Students have a newsletter filled with stories 
ranging from music to cooking to raising 
livestock. Reading the newsletter you get a 
good sense of the variety of learners and in-
terests found in the program. The program’s 

drama productions are legendary as parents 
and students spend hours on costumes, sets, 
and play practice. Teachers in the program 
speak passionately about the very genuine, 
close relationships they establish not only 
with their students, but also with their fami-
lies. Molly Murphy, a consultant teacher de-
scribed the unique connection. “While our 
work is about kids, it’s also about the moms. 
I spend most of my time working with 
mothers interested in knowing how best to 
educate their child, and interested in sharing 
what lessons or activities are successful at 
home.” Many of the students have been in 
the program for their entire school careers. 
Staff and families know each other well as 
new siblings enter the program ready to 
embark on their individual learning paths. 
Student successes are shared between the 
consultants and the families. It is a shared 
experience rewarding to both parent and 
teacher and one that Murphy feels prevents 
students from losing focus on school. “We 
are in contact so much with our students 
and parents it is nearly impossible for a 
student to slip thru the cracks.”

Defining parent partnerships 
The Washington Alternative Learning As-
sociation points out that the model is often 
referred to as “home schooling” by both 
parents and school staff. However, it dif-
fers from traditional homeschooling as the 
student is enrolled in public school under 
the state alternative learning laws. Districts 
receive state funding for parent partnership 
programs and are required to report on 
student progress. In the Deer Park Home 
Link program, students are assessed using 
MAP (Measurement of Academic Progress) 
and state assessments. Typically, the parent 
is the primary instructor and the certificated 
teacher who manages the student learning 
plan acts as a consultant. In some cases, a 
family may work with the same consultant 
for a number of years. The district either 
furnishes the instructional materials or 
reimburses the parent for purchased instruc-
tional materials. Instructional materials are 
provided and funded by the school district. 
Students in the Deer Park Home-Link Pro-
gram can receive a high school diploma by 
meeting the same graduation requirements 
as any student in a traditional high school. 
Home Link consultant, Kristen Jansen 
works with students who explore their 
personal interests through their education. 
“Students are really encouraged to follow 
their passions and interests. You can see it 
in their senior projects and in the choices 

they make for higher education and in their 
career choices.” Parents choose this option 
for educating their children for a variety of 
reasons.  While for some parents it is due 
to religious convictions, the most common 
is the belief that the comprehensive school 
is not meeting their child’s needs.  Many 
parents choose this model so their children 
can receive accelerated learning opportuni-
ties not available in regular classrooms. And 
some chose the program because it provides 
additional resources they could not provide 
through their home-based instruction. 

 It is a fairly straightforward pro-
cess. The student and/or parent meet with 
the consulting teacher weekly to review 
work, take and grade tests, and decide on 
the next week’s assignments.  The weekly 
meetings usually last an hour. The balance 
of the required instructional time is com-
pleted away from the school. Parents sign 
off with the consultant that the student has 
completed a minimum of twenty to twenty- 
five hours a week of study depending on 
their grade level. Certificated teachers, par-
ents, or community volunteers teach on site 
classes. The local school board supervises the 
programs through board policy and proce-
dures.  In most programs, a head-teacher or 
director manages the day-to-day operations.  
Many have a parent advisory panel that 
assists with program design and planning. 
Programs vary district to district very much 
as charter schools do in most states. 

Parent voice
Ann Wolfe, a parent who had negative expe-
riences while home schooling her children 
in Rhode Island talked about the strengths 
of the Deer Park Home Link Program. “The 
major strength of the program is that I can 
trust the teachers and staff to support my 
desire to have the final educational decisions 
for my student. When I moved here from 
Rhode Island I was very suspicious of a pub-
lic school program that would actually SUP-
PORT (not control) my role as the teacher 
for my children.” Another parent comment-
ed, “ The wider variety of classes as well as 
the accountability through the consultants 
and yearly testing, contributed greatly to our 
decision.” In a survey asking for input on 
the program’s strengths parents and staff had 
similar responses: “individualized education 
plans for every child,” “strong supportive re-
lationships between families and the school 
community,” “variety of class offerings.” 
Parents were quick to point out the chal-
lenges: “hard to know all the time how they 
are progressing,” “selection of curriculum,” 
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“organizing home life schedule with school 
activities.” Being the primary educator 
for a child is an enormous challenge not 
easily taken on by the majority of families 
in our society. Yet data indicates more and 
more families are choosing some form of 
home schooling. The U. S. Department of 
Education estimated 1. 5 million students 
were home-schooled in 2007. Extending 
district services to this group of families and 
students is an important acknowledgement 
that parents have a fundamental right in 
determining how best to educate their child.

Innovation in education
In his book, Family Matters-Why Home-
schooling Makes Sense, author David Guter-
son suggested nearly twenty years ago the 
hope that” family-centered education will 
someday gain legitimacy and will eventually 
be incorporated into our national system 
of education.” In Deer Park School District 
and in other districts across Washington this 
hope is now a reality. As a nation we take 
pride in our spirited individuality, our belief 
in personal choice, and our conviction that 
parents should be invested in their child’s 
education. Parent Partnership Programs 
offer families an opportunity to help shape 
their child’s educational experience. Not all 
families in a district will chose this model 
of education, but it certainly provides those 
parents and children who believe in home 
schooling a genuine partnership represent-
ing the highest levels of parent involvement. 
Innovation in education requires being re-
sponsive to the needs of our constituents as 
we construct new models for how students 
learn. Parent Partnerships are models unique 
to Washington State, and we should be 
proud of that fact.

Trip Goodall is the Director of Special 
Programs for Deer Park School District.
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the Office of the Superintendent of Public 
Instruction and the Washington Associa-
tion for the Education of Young Children 
partnered to bring a rich and exciting con-
ference to Spokane this past fall.  Attendees 
were treated to a range of exciting choices 
of concurrent sessions, dynamic keynote 
presentations and full day action labs.

The featured keynote for the conference 
was noted researcher, writer and Spokane 
native, Michael Gurian.  The goal of his 
keynote, “The Minds of Boys and Girls:  
How to Help Our Sons and Daughters 
Do Their Best in School and Life”,  was to 
provide each member of the audience with 
a new “Brain-Based” tool  for working with 
boys and girls in any setting; be it as an edu-
cator or parent.  Michael, while introducing 
his new book “Minds of Boys”, used the fol-
lowing story to illustrate how fundamental 
the differences are between boys and girls.

 “5 best friend boys in a dark basement 
throwing DARTS at each other….one says 
ouch…turn on the lights and a dart is sticking 
out about one inch below the eye of one boy….
girls would not be playing this game…..the 
boys pulled out the dart and kept playing…..” 

Michael talked at length about how 
chromosome markers and hormones start 

“shooting through” the fetus at five-six 
weeks affect brain development differently 
depending on gender.  He share how boys 
like moving objects in a small spaces which 
explains why so many like video games.  
Boys like objects that move quickly in space, 
which translates to “Boys need to move to 
learn”.

An obvious gender difference in brain 
development is the way boys and girls ap-
proach writing assignments differently.  Ask 
girls to start writing about their weekend 
and they can quickly summon up the 
language and start writing.  Boys cannot.  
They need a story board or some other way 
to start a story.  Girls write more sensory 
details and more emotive (emotion) details.  
Boys don’t access information in the same 
way.  They have a more spatial mechanical 
brain.  Boys will have better writing results 
if they draw a comic book or story board 
first and write the next day.  A girls “whole 
brain” lights up with a verbal prompt.  A 
boy’s does not.  (Contributed by Gene 
Sementi, WSASCD Board Member and West 
Valley School District teachers.)

Yes, Character Counts! In their 
presentation, “Leading with Character: 
What Works in Character Education 

across the State”, Dr. Deborah Tully and 
Dave Colombini shared both the “what 
and why” of character education and how 
it is intimately aligned with the ASCD’s 
Whole Child Tenets – a call for all students 
to be safe, healthy, connected, cared for 
and challenged. Participants learned about 
the Character Education Project, the 11 
Principles of Character, and heard from 
Washington State’s first State School of 
Character, Lynwood Elementary School. 
Lynwood Elementary School and LaCrosse 
School District leaders shared their inspir-
ing success stories, and demonstrated that 
becoming a “school of character” doesn’t 
happen by accident. Intentional, strategic 
plans, activities and goals integrates high 
standards for character into the day-to-day 
teaching and learning and creates a culture 
that is most conducive to student suc-
cess – which is the purpose of our work. 
The session highlighted key strategies that 
have proven to be successful and shared the 
process for becoming a Washington State 
School of Character! (Contributed by Dave 
LaRose WSASCD Board Member)

An OSPI session, “PreK-Third Grade 
Aligned Early Learning,” presented by 
Kelli Bohanon  of Washington State Depart-

2010 Annual Conference highlights:
Looking through the kaleidoscope: Focusing on the learner
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ment of Early Learning and Susan Johnson 
and Dr. Janice Kelly from OSPI described 
the importance of providing a seamless, 
aligned early education  program for our 
youngest children.  National early learning 
experts refer to Washington state as a leader 
when it comes to PreK-3rd grade alignment 
efforts. This year’s conference collabora-
tion among WSASCD, OSPI and WAEYC 
provided a perfect merging of the early 
learning and K-12 worlds. The “PreK-Third 
Grade Aligned Early Learning” session was a 
timely opportunity to learn from OSPI and 
Department of Early Learning (DEL) staff 
about research around PreK-3rd grade align-
ment, PreK-3rd grade system components 
and examples, and current work underway 
to provide support for community and 
school district early learning partnerships. 
Key highlights included the concept that 
PreK-3rd grade alignment means more than 
each year building on the next (building 
blocks), but that the years are more like 
“pop-beads” that interconnect horizontally 
and vertically between the years from birth 
to third grade. Washington’s Joint Resolu-
tion Partnership among OSPI, DEL, and 
Thrive by Five, as well as the State’s Early 
Learning Plan serve as critical foundations 
for this important work. Specific state 
activities include the WaKIDS pilot project, 
state-funded full-day Kindergarten, PreK-3rd 
grade implementation grants, the annual 
Starting Strong Conference each summer, 
and the development of our state’s Birth 
– Grade 12 State Literacy Plan. Presenters 
and participants shared strategies to build 
substantive PreK-3rd grade partnerships 
between school districts and early learning 
community providers. (Contributed by Jessica 
Vavrus, WSASCD Board Member)

“Refocusing the View: A Look at 
Mathematical Misconceptions as a Way 
for Student Growth” by Martha Robertson, 
Math Content Specialist, America’s Choice, 
shared in her presentation that just like in 
other subjects, students have misconcep-
tions in mathematics. These misconceptions 
are derived from their prior knowledge and 
experiences with numbers in their everyday 
lives. These misconceptions delay the learn-
ing process, because they are tightly held 
by students. Their teachers need to provide 
concrete experiences to break these miscon-
ceptions.  Eliminating mathematic miscon-
ceptions is difficult and merely repeating a 
lesson or extra practice will not help. Telling 
students were they are mistaken will not 
work either. Recognizing student miscon-

ceptions and immediately focusing a discus-
sion on the misconception is important.  
Providing guiding questions using induc-
tive reasoning is the best approach.  This is 
imperative, so students do not carry these 
misconceptions any further and develop 
a better understanding of mathematics. 
(Contributed by Jose Rivera, WSASCD Board 
Member)

In addition to excellent concurrent ses-
sions, keynote presenters and full day action 
labs, the annual presentation of awards to 
individuals, teams, programs and com-
munity partners that have made significant 
contributions to education in Washington, 
was a real conference highlight.

WSASCD awards
The 2010 Washington State ASCD Award 
recipients are: “Outstanding Young Educa-
tor Award”, Brandon Mack, Math teacher, 
Central Valley High School, Central Valley 
School District; “Individual Award for 
contributing to a significant and positive 
impact on student learning”, Tracy Krous, 
3rd grade teacher, Osborn Elementary, Cas-
cade School District;  “Individual Award for 
pursuing continual lifelong learning”, Carla 
Nuxoll, AP Art History 
teacher, Mead High School, 
Mead School District; 
“Individual Award for in-
fluencing the instructional 
leadership and professional 
growth of educators”, Don 
McConkey, Asst. Superin-
tendent, Snoqualmie Valley 
Public Schools and Kath-
leen Wolfley, Instructional 
Coach, Fort Vancouver 
High School, Vancouver 
Public Schools; “Program 
Award for contributing to 
a significant and positive 
impact on student learn-
ing”,  West Valley AS-
SIST Program, Millwood 
Early Childhood Education 
Center, West Valley School 
District (Spokane); “Pro-
gram Award for influencing 
the instructional leadership 
and professional growth 
of educators beyond the 
scope of implementation”, 
Whitman County Princi-
pals’ Association;  “Team 
Award for contributing to 
a significant and positive 

impact on student learning”, Cheney Grade 
8-12 Mathematics Instructors, Cheney 
Middle School and Cheney High School, 
Cheney Public Schools; “Team Award for 
influencing the instructional leadership and 
professional growth of educators”, Renton 
School District’s Instructional Coaching 
Team, Renton School District; “Commu-
nity Award for contributing to a significant 
and positive impact on student learning”, 
West Valley Truancy Board, West Valley 
School District (Spokane);  “Educating the 
Whole Child Award”, Dr. Tammy Camp-
bell, Exec. Director, Spokane Public Schools 
and Mary Wilson, Principal Manitou Park 
Elementary, Tacoma Public Schools; and 
the “State School of Character”, Lynnwood 
Elementary, Edmonds School District.

Thank you and congratulations to all of 
the 2010 award recipients.

Looking ahead
Plan to attend next year’s Washington State 
ASCD conference, Hope for Tomorrow: 
Change for Today”, on October 14 and 15 
at the Doubletree Hotel Seattle Airport.



Spring 2011      Curriculum in Context

Page  
28 Washington State University 

Spokane was recently selected by Proj-
ect Lead The Way (PLTW) as its fourth 
Biomedical Sciences Affiliate and the first 
university affiliate west of the Mississippi.  
PLTW is a national nonprofit organization 
that partners with middle schools and high 
schools to implement courses emphasizing 
hands-on experiences in Science, Technol-
ogy, Engineering, and Mathematics (STEM) 
in an effort to prepare students for academic 
and professional success in these disciplines.   
Nationally, of 100 ninth graders, only 68 
will graduate from high school on time, 
38 will directly enter college, 26 are still 
enrolled in their sophomore year of college, 
and only 18 graduate from college. The rates 
for underrepresented youth are even lower. 
Only one-third of America’s workforce has 
a postsecondary education, yet 60% of new 
jobs in the 21st century require it.  Figures 
for Washington State youth are even more 
troubling showing higher dropout rates and 
lower numbers continuing on to postsec-
ondary education.

The PLTW Biomedical Sciences 
Program in Washington will address the 
growing urgency surrounding how to fill the 
pipeline for the biomedical/medical profes-
sions. WSU Spokane will play a critical role 

in teacher training; provide ongoing support 
to PLTW school districts through mentor-
ing, professional development opportuni-
ties, equipment loan programs, and online 
support; develop articulation agreements 
with institutions of higher education to 
offer PLTW students college credit; and 
represent Washington’s growing health sci-
ence programs through the PLTW national 
network. 

Riverpoint Partnership for Math  
and Science.
Becoming a PLTW Biomedical Sciences 
Affiliate was an obvious next step for WSU 
Spokane and its College of Education be-
cause of the existing partnerships with K-12 
school districts, the business community, 
and other higher education institutions.  In 
2007, WSU joined with Eastern Washing-
ton University, the Community Colleges of 
Spokane, Spokane Public Schools, Cen-
tral Valley School District, Mead School 
District, and Northeast Washington ESD 
101 to form the Riverpoint Partnership 
for Math and Science (RPMS).  In 2009, 
Greater Spokane Incorporated, the regional 
Chamber of Commerce and Economic De-
velopment Council, joined the partnership.  
Unique in its composition and potential for 

serving the region, RPMS has been success-
ful in advancing its mission of improving 
math and science education and advancing 
best practices in math and science instruc-
tion so more students leave high school well 
prepared for rigorous college coursework 
for careers in math, science, engineering 
and health sciences.  Through partnership 
support, a $1.2M math grant was secured 
through the Higher Education Coordinat-
ing Board to better prepare high school 
students for college-level mathematics. The 
Riverpoint Advanced Math Project (RAMP) 
has been designed to bring together teams 
of high school math teachers and commu-
nity college or university faculty to improve 
math instruction to ensure students move 
successfully into college level mathematics. 
The grant team is currently serving high 
school teams from 17 high schools and 
seven school districts and hopes to expand 
its successful approach to other school dis-
tricts through future grant support.   RPMS 
sought to support a similar initiative in sci-
ence, and when the Mead School District, 
an early adopter of the PLTW Biomedical 
Sciences Program, suggested WSU become a 
university affiliate to support our region and 
our state, it was an obvious match for the 
Riverpoint Partnership mission, and viable 

Spokane project leads the way
in biomedical science education

by Joan Kingrey and Sylvia Oliver
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means of support toward the development 
of a biomedical science pathway in our high 
schools. 

PLTW biomedical sciences. 
The Biomedical Science Program (BMS) 
is a  four-year high school course sequence 
program designed to provide students with 
an understanding of the role biomedical 
sciences play in the modern world and 
prepare students for careers in the rapidly 
growing biomedical sciences field. BMS 
courses present a broad foundation in sci-
ence and healthcare and include specialized 
knowledge in such areas as: biomedical 
engineering, molecular biology, genetics, 
bioinformatics, biochemistry, microbiology, 
physiology, anatomy, and public health. Stu-
dents also gain an awareness of the social, 
legal, and ethical issues surrounding tech-
nological advances related to the biomedi-
cal sciences.  Students who complete the 
BMS courses will graduate not only with a 
rich content background in the biomedical 
sciences, but importantly they will have be-
come proficient in the following skills that 
will prepare them for rigorous postsecond-
ary education and career explorations:
 • communicating effectively both orally 

and in writing,
 • thinking critically,
 • practicing professional conduct,
 • working effectively in teams,
 • understanding how medical and scien-

tific research is conducted and funded, 
and

 • understanding the interdisciplinary na-
ture of science, healthcare, mathemat-
ics, and English language arts.
The PLTW inquiry pedagogy incor-

porating hands-on activities, projects and 
problems has been demonstrated to better 
prepare students for both academic and 
professional success, thus ensuring a high 
quality pipeline of faculty, researchers, 
technicians and support personnel required 
to sustain our state and nation as leaders 
in STEM fields.  Approximately 90% of 
PLTW students surveyed at the end of their 
senior year said they had a clear sense of 
the types of college majors and jobs they 
intended to pursue which, in this case, will 
be professions specifically related to health 
science (nursing, medical school, biomedi-
cal research, etc.). In addition, the success 
of PLTW is demonstrated through track-
ing data showing that PLTW alumni are 
studying STEM at colleges and universities 
at rates five to ten times the average of all 
U.S. students. They also have higher reten-

tion rates in college engineering, science, 
and related programs than other students in 
these areas.

The success of PLTW is due to three 
critical elements:  (1) high quality curricu-
lum; (2) rigorous professional development 
for all teachers: and (3) comprehensive na-
tional and regional support networks.  The 
four-course BMS sequence (Principles of the 
Biomedical Sciences, Human Body Systems, 
Medical Interventions and Biomedical In-
novations) was developed by a team of K12 
educators, university faculty, and business 
and industry consultants.  Curricula include 
standards, learning outcomes, sequence and 
schedule, problems, projects, integrated ac-
tivities, assessments, and support; and they 
are all comprehensively reviewed every five 
years to ensure they remain current.   Profes-
sional development for teachers is critical to 

districts and schools found on the PLTW 
Getting Started page at http://www.pltw.
org/getting-started/getting-started.  

For detailed information on planning 
the steps that need to be taken to register 
your school for the PLTW Biomedical Sci-
ences Program and to offer Principles of the 
Biomedical Sciences starting fall 2011 go to 
http://spokane.wsu.edu/researchoutreach/
pltw/schoolinfo.html. 

This summer, WSU Spokane will offer 
two teacher training sessions for the first 
course in the BMS sequence:  Principles of 
the Biomedical Sciences.  The dates of the 
training sessions on the WSU Riverpoint 
campus are:

Session I:
 Starts:  Mon, July 18, 2011
 Ends:  Fri, July 29, 2011
Session II:
 Starts:  Mon, August 1, 2011
 Ends:  Fri, August 12, 2011

WSU’s first priority as a university 
affiliate is to serve the training needs of the 
school districts in the state of Washington, 
so teachers from Washington schools will 
receive priority in attending the WSU 
summer training sessions.  Other training 
sessions are available throughout the sum-
mer through the other Biomedical Sciences 
Program affiliates. 

If you would like additional informa-
tion, please contact: 

Sylvia	Oliver
PLTW Affiliate Director
olivers@wsu.edu
509-358-7635
Cell: 509-220-3901

Gay	Lynn	James
PLTW Administrative Assistant
gaylynnjames@wsu.edu
509-358-7697

Joan	Kingrey
Affiliate Director for K-12,  Business and 
Community Outreach:
kingrey@wsu.edu
509-358-7939

Joan Kingrey, education unit director 
and associate professor, WSU Spokane. 

Sylvia Oliver, health science laboratory 
operations and education outreach
director, WSU Spokane CityLab.

the success of PLTW. All teachers complete 
a two-week professional development course 
for every PLTW class they teach so they 
are fully prepared to engage students in 
innovation.  In addition, the PLTW Virtual 
Academy provides ongoing professional 
development training, detailed materials for 
each lesson in every PLTW course; videos 
of PLTW Master Teachers teaching PLTW 
lessons; and, collaboration tools, including 
forums for teachers to ask questions, update 
each other on changes, and discuss PLTW 
lessons.

PLTW information
 For more information about Project Lead 
The Way, visit the WSU PLTW website 
http://spokane.wsu.edu/researchoutreach/
pltw/ or visit the PLTW website:  www.pltw.
org.

In order to become a PLTW-BMS 
school, the school district must complete 
the New Program Registration for the 

The Project Lead The Way 

inquiry pedagogy incorporating 

hands-on activities, projects and 

problems has been demonstrated 

to better prepare students for 

both academic and professional 

success.
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A message from  
the executive director

Executive directions

by Kathy Clayton

Washington State ASCD 
has a new look!  Our Board of Directors’ 
selected an updated logo that communicates 
our strategic focus on learning, teaching and 
leading.  Following the lead of International 
ASCD, we are using our acronym, rather 
than the complete name of our association. 
The focus on “supervision” and “curriculum 
development” no longer accurately describes 
what we do. The association was initially 
envisioned to represent curriculum and su-
pervision issues but now provides expert and 
innovative solutions in professional develop-
ment, capacity building, and educational 
leadership.  This is definitely true in our af-
filiate as our diverse membership of all edu-
cators -  classroom teachers, instructional 
coaches, school and district administrators, 
university professors - truly represents those 
who LEARN, TEACH AND LEAD.

With our rebranding efforts, also comes 
a renewed focus on educating the whole 
child, supporting ASCD’s initiative that 
advocates for a comprehensive approach to 
learning and teaching.  This approach rec-
ognizes that successful young people must 
graduate from school not only knowledge-
able but also emotionally and physically 
healthy, civically engaged, responsible, and 
caring.  Every child deserves a 21st Century 

education that fully prepares him or her 
for college, work, and citizenship.  As our 
Board of Directors has studied ASCD’s 
work related to the Whole Child Initiative 
over the past few years, and in particular 
watched as their policy recommendations 
have evolved to support this concept, the 
Board has become increasingly interested 
in the implications for education on our 
state.  As a result, our mission statement has 
been revised to include the five tenets of the 
Whole Child Initiative.

“Washington State ASCD is 

a community of all educators 

committed to promoting promising                

practices to ensure ALL students 

are safe, healthy, engaged, 

supported and challenged.”

Our Board of Directors supports ASCD’s 
Whole Child Agenda which promotes poli-
cies, programs, and practices designed to 
ensure that each student:
• Enters school healthy and learns about 

and practices a healthy lifestyle.
• Learns in an intellectually challenging en-

vironment that is physically and emo-
tionally safe for students and adults.

• Is actively engaged in learning and is 
connected to the school and broader 
community. 

• Has access to personalized learning.
• Is supported by qualified, caring adults 

and is challenged academically and pre-
pared for success in college or further 
study and for employment in a global 
environment.

In addition, this year’s 2011 ASCD 
Legislative Agenda is even more directly 
tied to the Whole Child Agenda than ever 
before.  In January, Dr. Gene Sementi, as-
sistant superintendent, West Valley (Spo-
kane) School District and Dr. Becky Cooke, 
superintendent, Deer Park School District 
joined me in Washington DC to convey AS-
CD’s message to members of the legislature.  
We met with Senator Maria Cantwell and 
Representative Cathy McMorris Rodgers, as 
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tive assistant responsible for education.  
The concept of educating the whole 

child is not new.  What is new is that Wash-
ington State ASCD has stepped forward 
to invest in this nationwide effort to focus 
attention and action on this priority.  Our 
students need to be prepared to think both 
critically and creatively, evaluate massive 
amounts of information, solve complex 
problems, and communicate well.  A strong 
foundation in reading, writing, math and 
other core subjects is still as important as 
ever, but is not enough for lifelong success. 
Our children deserve a 21st century educa-
tion – the basics and beyond.  Mobilizing 
more external support – from public agen-
cies such as health services, from businesses, 
from faith-based communities, and from 
other community groups - will help schools 
reach more young people.

You can learn more about the national 
campaign at www.wholechldeducation.org.  
This interactive website invites visitors to 
grade their school and community on 14 
points, share their stories about great schools 
and classrooms, and access a wide range of 
resources to help make the case for a well-
balanced education.

We know there are schools and districts 
in Washington State that have put the con-
cepts related to the Whole Child Initiative 
into practice and are experiencing success 
with students.  We’d like to hear from you.  
Let us know what programs are working 
for you.  What are those outside services 
or community groups that are helping the 
students in your school?  Please email me 
at kclaytonascd@gmail.com to share your 
success stories.

In an effort to continue providing 
expert and innovative solutions in profes-
sional development, capacity building, and 
educational leadership, our Board of Direc-
tors has planned the following  professional 
development activities for 2011-2012:

Dr.	Robert	Eaker	and	Janel	Keating
Professional Learning Communities: What 
Would It Look Like if We Really Meant It?
September 17, 2011, Spokane

2011	WSASCD-OSPI	Annual	Conference
Hope for Tomorrow: Change for Today
October 14-15, 2011

Dr. Jeanine Butler
The Many Faces of Assessment: Ensuring 
Effective Instruction and Preparing for  
Effective Intervention
November 5, 2011, Spokane

Mike	Mattos	–	2-Day	Event
Pyramid Response to Intervention: RTI, 
PLCs, and How to Respond When Students 
Don’t Learn
December 9-10, 2011, Spokane

Whole Child Conference
Educating the Whole Child
May 11-12, 2012, South Kitsap School 
District

As you plan for professional develop-
ment for yourself, your school or district, 
remember that educators who are well 
prepared and trained are more effective in 
the classroom and as leaders, which in turn 
has the greatest impact on student learning.   
Thank you for all you do for the students in 
Washington State!



LEADING WITH VALUES IN TROUBLED TIMES: LESSONS LEARNED. 
Education in our state and country are in the midst of troubled times, and more are sure to come.  How is it that some teams and orga-
nizations stay grounded in their core values, and are able to navigate through the troubles more successfully than predicted?   Have you 
experienced this? Have you or someone you know developed meaningful ways of leading with values in difficult times that have contributed 
to student success and/or organizational health? If so, consider taking some time to clearly and persuasively contribute to the intellectual life 
of the WSASCD community.  Please e-mail a 50-100 word preview of your contribution to Jim Howard (jamesh@wsu.edu) and we will 
promptly send a submission guidelines form for your 1000-2500 word articles.  If you have questions, please contact Jim Howard at the 
above e-mail address. 

SUBMISSION DEADLINE
Fall/Winter 2011 – March 11, 2011

Curriculum in Context
Jim Howard
Washington State University Spokane
PO Box 1495
Spokane, WA  99210-1495


