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The Elephant and Shared Leadership[image: image1.wmf]

Although the metaphorical elephant is discussed in greater detail a little later, I use as an introduction to this portfolio because it is through the elephant that I discovered shared leadership. Reflecting on my life as an educator, writer, and curriculum worker, I was surprised by the aloneness of my professional life. I taught alone, wrote books alone, created curriculum alone. Although my work required some collaboration with others, the responsibility of planning and getting it done resided only with me: the self-contained classroom, the necessary isolation of writing, the executive order to sit at a desk and write. I did not choose to be a solitary worker, but I accepted it as a necessary condition, shouldering the responsibility of succeeding ganz allein, all alone. This is the way I began my doctoral studies in 2003 since this is what I have always known. 

In late spring 2005, I was invited to work with Dr. Fran Simone as she prepared to retire from directing the Writing Project, her labor of love for 24 years. Although I attended the Central West Virginia Writing Project Invitational Summer Institute as a Fellow in 2003, I knew very little about the inner workings of the organization that I was agreeing to direct. Dr. Simone began my indoctrination by sending me and Co-Director Paul Epstein, a teacher at Ruffner Elementary School, to the National Writing Project Directors’ Retreat that summer. Retreat leaders instructed us to bring two projects that we could develop to improve the work of our site; we chose organization of the executive committee and collaboration with the West Virginia Book Festival. Within a short time, I learned a huge amount of history and facts about the National Writing Project (NWP) in general and the Central West Virginia Writing Project (CWVWP) in particular. 

The more I learned, the more I likened CWVWP to the elephant – a huge animal with parts and pieces involving multiple people, counties, budgets, and expectations. I was the proverbial blind man, slowly feeling my way but not knowing enough to connect the pieces into a cogent whole. I had agreed to direct an elephant. How was I ever going to do that, I asked myself, in addition to taking two graduate courses each semester, plus leading inservice in Nicholas County while teaching three graduate courses during spring semester? I remembered the old joke, “How do you eat an elephant?” Answer: One bite at a time. Taking this analogy seriously, my first written plans consist of seven carefully constructed bites: Bite 1: Write and gain consensus on executive committee job descriptions. Bite 2: Help executive coordinators become knowledgeable about their jobs, and so on. After writing job descriptions and finalizing plans for a few Teacher-Consultant (TC) supper meetings, Paul and I assembled two groups: a small executive committee and a larger TC council composed of teachers who completed the Summer Institute. Still the old problem remained – Except for Dr. Simone’s and Paul’s knowledge and support, I was doing all the work, all the planning, all the writing, and most of the communicating while my leadership team scrambled to implement my directives. I think we should do this, I said. And I think we should do that. I still worked ganz allein and the workload was huge. The elephant threatened to smother me.


The answer came in November 2005. Just after our first WV Book Festival event, I attended the NWP Annual Conference in Pittsburgh with Dr. Simone. Somewhere during this conference I heard the magic words, shared leadership. Share your leadership, a speaker extolled. 
Maxine Greene (1988) writes that empowering methods of leadership must allow people to assume the authorship of their own worlds. This model of empowerment radically transforms the role of the leader. Leaders must become strategic in their communication and use of power, and that strategy often requires them to relinquish power. Following the philosophy of Paolo Freire (1972), leaders are not seen as the center of the community, but as participants in it. 
I realized that I would need to decenter my authority to make room for essential dialogue to begin and grow. In that instant, the elephant faded away as I realized I no longer had to work alone. Shared leadership became my lifeline, and I reached out to everyone around me. I enlisted the executive committee to help lead the Writing Project, giving responsibility and ownership to members, and I contacted teachers to join our TC Council, increasing our active members from a handful to thirty. Now, even though CWVWP has grown considerably within one year, I am no longer overwhelmed. I have found that it takes shared leadership to eat an elephant, and this philosophy is vital to my graduate work as well. 

Continuous Enrollment

In 2003, I began working toward a terminal degree tentatively, and only at the insistence of Dr. Meg Malmberg, Provost, who made it a condition of my employment at the University of Charleston (UC). Although I had taught in numerous capacities for years, I had not been a student for a long time, and my workload at UC engulfed every day. The most important thing I did was to choose Dr. Rudy Pauley to chair my committee. In fall 2003, he advised me to enroll in CI 559, Multicultural Influences in Education, taught by Emily Brock. Finding that graduate work was doable, I settled into a work-study routine by enrolling in two courses each semester, totaling sixty credit hours in four years. Those sixty hours represent 2,700 hours of time spent in class, listening, discussing, taking notes, planning, and building relationships with professors, instructors, and peers. I cannot begin to estimate the numbers of books read, articles critiqued, and papers written and rewritten. I wish I had kept count because that might be an interesting piece of graduate school trivia. My doctoral committee chose each course as a building block to my academic and scholastic maturity. After a time, I learned to include complete references in every paper I wrote and to file them in a logical way on a computer. Thus I am able to access previous work, build on it, use familiar resources, and make utilize each course to help fulfill portfolio requirements. 


Graduate work has changed the way I think about almost everything. I have learned that knowledgeable decisions must be based on literature review and research combined with personal experience, and that opinion is not the same as knowing. I have great respect for professors in general since I am living the years of dedication to learning and research required to earn a doctorate. I have learned that teaching graduate courses enhances the teacher’s knowledge as well as the students’. We learn from each other. One evening as I was teaching a class, I realized that I could actually speak knowledgeably on a number of topics and bring ideas to the conversation that a lot of other people did not have. This surprised me because for a long time I had considered myself to be an educated person, but now I was even more so. Yet the more I know, the more I need to know. 

The influences of particular courses are wide-spread and are a part of who I am, how I think and write, and what I do. Graduate coursework has given me knowledge and opinions based on a huge amount of reading and literature review that will continue to grow. It has changed me in big ways and in small bits, sometimes almost imperceptibly, but still contributing to my present texture. I am a work in progress. I am always learning. I have woven a philosophy of scholarship into my professional life to such a degree that it forms the fabric of my thoughts and actions. In an attempt to unravel my personal pedagogy, returning it to separate courses of study to make it more apparent, I address the impact of curriculum and instruction studies throughout this reflection. 
Sharing Leadership through Doctoral Seminars


Dr. Teresa Eagle’s doctoral seminars provide an outstanding venue for helping students gain an understanding of program direction and elements and meet faculty and others who can help us progress. It is amazing to me that the marvelous people at MUGC do everything in their power to help us succeed, as evidenced by these seminars. I am indeed privileged to be here. I have participated in every graduate seminar as a planner and frequently as a presenter. I have shared leadership with Michael Murphy (Advice for Taking Web CT Courses), with a panel of fellow doc students (The Amazing Graduate Assistantship), and with Dr. Fran Simone (Writing for Publication), and I continue to serve on the seminar planning committee in 2007-2008.
Graduate Assistantship


On May 15, 2005 Dr. Rudy Pauley invited me to join MUGC as a graduate assistant. I am enormously fortunate to be here. I have replaced my undergraduate students at the University of Charleston (I missed them at first) with graduate students and West Virginia teachers. As a doctoral student, I base all teaching on professional literature review and research. I believe that a MUGC doctoral student is capable of teaching almost any subject. 


I had not been here long when Dr. Pauley introduced me to Sue Hollandsworth. Sue and I found that we share philosophies of work and teaching, and we quickly became friends. I value her expertise on many issues, and we share leadership on some elements of the Writing Project. This semester, for instance, she and I are traveling to Nicholas County to deliver fifteen hours of CWVWP Inservice to secondary teachers. My primary role as a graduate assistant is to direct the CWVWP.
The Influence of Graduate Courses on My Teaching

With the dedicated guidance of Dr. Jo Blackwood, I had successfully taught undergraduate courses for three years at the University of Charleston. Thus I came to MUGC with experience in writing syllabi, planning class schedules, choosing textbooks, and assessing student learning. In 2003, I reflected on problems inherent to teaching undergraduates: 

While teaching social studies methods, I discovered that, with few exceptions, my students will not read unless the assigned reading includes an assessment. Our upperclassmen are not irresponsible, but they are busy, plus they belong to a generation that typically does not read, with the exception of the Internet. During the second half of the semester, as the students became more responsible for their own learning, I used imbedded assessments in the form of unit lesson plans they wrote, group literature research they conducted for a docudrama, and a final individual reflection based on syllabus outcomes. Their docudrama research was disappointingly unacceptable for they descended into blatantly disrespectful cultural stereotyping of Chinese men who were brought to America to provide cheap labor to build the Transcontinental Railroad. I knew their behavior had to be strongly addressed, especially since they would soon be teachers. 

During this same period, I was taking CI 559, Multicultural Influences in Education, soaking up my first exposure to graduate-level coursework, and I was introduced to three interactive dimensions of multicultural education: 

1. That equity pedagogy is aimed at achieving equal education opportunity for every child, particularly ethnic minorities and economically disadvantaged;

2. That competent people learn multiple ways of perceiving, evaluating, believing, and acting toward those different from themselves; 

3. That intercultural students are ones who are open to growth beyond the psychological limits of their own culture.

In contrast, I learned that mono-cultural education is teaching from a single cultural perspective. It often occurs because students and teachers represent a single culture, causing them to be ethnically encapsulated. When teachers and students are ethnically encapsulated, as we are here in so much of West Virginia, they tend to be ethnocentric, believing their culture to be superior to all others, that one’s own cultural identity is considered the only identity worth having. As a result of mono-cultural education, students and teachers may lack knowledge of people of other cultures to such an extent that they may show little empathy for “others,” even when those people suffer from deprivation and death. 

Carol Locust (1988) says that ignorance is an enemy of change. I realized that my junior and senior education majors were acting out of the ignorance of ethnic encapsulation, and I had to build knowledge about various ethnic groups and international perspectives into the social studies methods curriculum. I also had to immediately address the behavior of my students.

At this time, I was also a participant in a semester-long National Consortium for Teaching of Asia (NCTA) seminar taught by Dr. David Kenley at MU, and was given $300 to purchase classroom materials. Guided by Dr. Kenley, I used these funds to purchase a small library of East Asia novels. I included a dozen copies of Ji Li Jiang’s The Red Scarf Girl that recounts the author’s experiences as a child during China’s Cultural Revolution, and I required my social studies students to read it for class discussion and written reflection. I asked for and was granted $500 from NCTA to purchase a large, pull-down wall map of various parts of the world, including East Asia. I installed this in the classroom. 

The following year, spring 2005, I was invited to co-teach the NCTA seminar with Dr. Tai Jin Park from West Virginia State University. This allowed me to expand my pedagogical outreach of multiculturalism begun in CI 559 to include ten secondary school teachers from Kanawha, Putnam, and Boone Counties. I used my sizeable budget to buy videos and books and hire speakers, many of whom were professors representing Japan, Korea and China. Dr. Park left the state before follow-up was completed for our ten enrollees, and I continued as their teacher. We held our final class meeting this January, capping two years of friendship and sharing ways to teach West Virginia secondary students about the history, religions, customs and traditions of East Asian people. The reason this is significant is because four of my NCTA students (40%) applied for and received grants to take part in a three-week trip to Japan, Korea, and China, and three of these teachers have joined CWVWP as teacher-consultants. When they return home from their travels, they write presentations guided by Dr. Diana Wood at the University of Pittsburgh, they submit articles to Charleston Newspapers, and they share their lesson plans and experiences with our group. Pat Banning, a TC from Putnam County, epitomizes a teacher’s excitement in this e-mail to me:
I received the acceptance e-mail from Dr. Wood today that I am one of the twenty teachers selected to go to China this summer. I am so excited! I still cannot believe that I'll truly get to stand on the Great Wall of China or see the Forbidden City or walk where Ji Li Jiang from The Red Scarf Girl did! We have traveled some interesting roads together the past two years. I wish you were able to travel with me in China and walk on the Great Wall with me. When I get back, I know I will have many wonderful ideas I can incorporate into writing activities for the CWVWP.

These teachers bring a depth of knowledge about Asian culture to CWVWP professional development that comes from eating in people’s homes, riding bicycles in Japan’s cities, climbing to mountain top temples, and immersing themselves in East Asian culture. The best we can do is to become knowledgeable about world cultures and to spread that knowledge to students through teaching and writing.


I also taught Introduction to Education for two semesters when the University of Charleston brought young men from southern California to the UC campus to play football. Most of the students were African-American and Hispanic, and a considerable number of football players enrolled in my course as education majors. The course required extensive interaction among multi-ethnic peers, and the first thing I noticed was that the students resegregated themselves at the round classroom tables. From my work in CI 559, I knew that integrated pluralism seeks to avoid resegregation of students by taking an active stance in fostering interaction among differing groups of students instead of accepting resegregation as inevitable and unavoidable. Additionally, social contact theory seeks to resolve issues created by resegregation. According to contact theorists, at least four basic conditions are necessary if social contact among previously isolated groups is to lessen negative prejudice and lead to friendly attitudes and behaviors. These are: 1) Contact is sufficiently intimate to engender knowledge and mutual understanding between groups; 2) Members of ethnic groups must share equal status; 3) The contact situation leads people to do things together; it requires intergroup cooperation to achieve a common goal; and 4) There is institutional support that includes an authority or social climate that encourages intergroup contact. Biracial work and play teams among students are one of the most powerful ways to improve race relations and solve problems of resegregation. 


Thus I applied social contact theory by assigning students to seats and to collaborative presentation groups. The result was increased academic achievement and personal growth among many of the students in the class as they learned to work together and to appreciate the views each had to offer. When we traveled on frequent fieldtrips to Title I schools in both rural and urban settings, I encouraged the students to notice where the secondary school children sat when given free choice, such as in the cafeteria. This gave them an opportunity to recognize and discuss resegregation and to consider ways to counter it when they become classroom teachers. I also teach social contact theory as part of CI 549: Instructional and Classroom Management.

My point in recounting these stories is to reflect on how just one course, CI 559, informs my pedagogy. In December 2006, I addressed the mono-cultural nature of our state while writing a demographic description as part of a request for continued funding from the National Writing Project. Although I did not use terms such as culturally encapsulated, I did write extensively about our largely homogeneous culture and the problems we have with teaching children to cultivate a wider world view when they are exposed to scant multicultural experience. I have been equally influenced by other coursework, as well. 

Through CI 708, Contemporary Determinants of Curriculum, taught by Patrick Iannone, I became acquainted with Paolo Freire and the Pedagogy of the Oppressed. Freire writes that minority groups are almost culturally schizophrenic. They feel present and yet not visible, visible and yet not present. He believes that our education system acts to program the individual to a rigid conformity (Freire, 1970). I learned to examine issues through various lens, again addressing discrimination based on ethnocentrism. If we do not know the beliefs of another culture, how can we fail but to discriminate? In education, we extol future teachers to celebrate students’ differences. Yet how can we celebrate differences if we do not know what the differences are or if we fail to recognize that there are differences? We tend to segregate ethnic teaching, for instance. Glaring examples are Black History Month and Martin Luther King Day. If one month is Black History Month, does that make the other eleven “White History Months?” Are Martin Luther King’s accomplishments for civil rights taught throughout the year or only on “his” day?



I learned in CI 708 that the views of others must inform our practice. Vietnamese parents, for instance, are strong authority figures, and responsibility to family comes first. Therefore, teachers must never undermine the authority of the parents. Parents are involved in their children’s education even though they might not be present in the schools. Jewish parents do not appreciate constant references to Christian holidays in the classroom with no mention of Jewish holidays. Chinese parents expect their children to listen to authority and to obey in accordance with Confucian theory of social order. CI 708 also introduced me to author Jonathon Kozol (2000) who writes about economic inequities of public spending and how this reflects how we value other people’s children as human beings. As teachers, we must resolve to do what good we can in incremental ways on a day-to-day basis.

CI 702, Curriculum Theories with Dr. Cal Meyer, introduced me to a depth of educational theory that was certainly new to me, beginning with William Pinar (2002) and Max Van Manen (2000). As an early childhood educator, I found myself drawn to curriculum as hermeneutic phenomenological text that suggests that children need freedom and openness so they can experience that which is as yet undetermined and uncertain. Educators need to spend a great deal of time listening to children and observing them in order to come to an understanding of the whole child (Holmes, 2003). Van Manen speaks of the writings of theorist M.J. Langeveld who says that within each child there are hidden places of mystery, worlds pregnant with possibilities of new and meaningful experiences. Education must allow the child freedom to discover his hidden worlds through reflective inquiry into personal meaning (Van Manen, 2000). In the words of Maxine Greene, it is the learner’s responsibility to find relationships among one’s experiences, and it is the teacher’s role to enable students to see beyond themselves (Greene, 1988). Being a pragmatist, I was resistant to learning theory at first, but I soon found that it expanded my understanding of curriculum, and I discovered its personal meanings.

In a similar manner, CI 703 Theories of Teaching with Dr. Meyer, afforded me a different perspective about learning since it illustrated that understanding theory is in itself a constructivist event, typifying Vygotsky’s second wave constructivism. Culture creates cognition as we work together to gain a better understanding of complex topics, and our cognition adds to the cultural milieu of a group when we reach consensus through reflection. Over time, my personal theory of curriculum and instruction coalesced into that of pragmatic constructivist (Holmes, 2005). 


Through CI 703, I was attracted to the theory of synectics, a brainstorming tool that enables learners to approach creative thinking through analogy and metaphor (Synectics, n.d.). This broadened my understanding of divergent thinking, and I thought it might be useful in helping writing project leaders develop creative responses to problem solving. While researching synectics, I found an opposite method of reframing called contingency design that stimulates rethinking by asking an opposite question, such as, how can classroom success be reduced? I learned that this type of contrarian thinking gives rise to unique perspectives of thought (Linkow, 1999). It did not take long for me to find a use for contrarian thinking. Although I did not ask an opposite question, I did propose a plan that would fail.

In July 2006, as the result of a Rural Sites Network grant to build rural leadership in teaching writing, I assembled five teachers with the goal of producing at least three, 15-hour professional development series. Each was to be based on an excellent book or two. Feeling a little uncomfortable with the situation, the group was unsure how to begin, and they looked to me for guidance. I knew they were capable, creative people, and I wanted them to begin immediately, working in teams to produce the series. But I was also a team member responsible for writing, just as they were. So I breezily told them that I could write my series with little effort. Then I described a simplistic plan to divide my textbook into five parts, assign pages and classroom activities based on the parts, and I would be finished. I recommended that they do the same. They were aghast. They vociferously took issue with my plan. “That won’t work,” they said. “We have to do more than that.” I asked them what they recommended that I do instead, and as they all talked at once, adding to the cacophonous dialogue, I jotted down their ideas. “These are wonderful thoughts,” I said. “You’ve just planned your own method of creating this project. Go forth and write.”  They did. By week’s end they had completed not three, but five professional development units that became our basic inservice menu.
Teaching graduate students
I expect our Marshall graduate students to be mature, responsible adults who are truly here to learn, and it is a joy to teach most of them. But I have been surprised by an exceptional few. During summer 2005 while teaching EDF 612E, Educational Evaluation, two students amazed me by plagiarizing an online assignment. Because of this incident and several others as well, in addition to the link to Marshall University’s anti-plagiarism policy in each course syllabus, I add a warning that I may submit student work to Turn-it-in.com. 

While I had problems persuading undergraduates to complete readings and to come to class on time, our graduate students usually read as required, and most show respect for me and their classmates by arriving on time. Once again, a few do not read required material, and their disregard for the program is obvious in both WebCT and live classes. I address each student individually as needed and may ask him or her to come and see me or to stay after class for advisement. Surprisingly, some graduate students do not take notes and do not purchase the course textbook, and then they contribute only their opinions to large and small group discussions. These adult learners challenge me to find ways to motivate them to become active members of our class while I try not to penalize their hard-working peers. My methods always include establishing relationships through individual conferences, for people try harder if they think I am watching them closely and that I care about what they do. 

Summer 2007 will be my third year to teach CI 549, Instructional and Classroom Management in Secondary Schools. Each year I revise the syllabus, adding new ideas and fine-tuning course objectives. This course is about changing personal attitudes and beliefs. It is not an easy course to teach because I invariably encounter people who think they know more about student behavior and learning than either I or the authors of the well-written textbook do. Although the book is firmly grounded in research and years of experience, an occasional graduate student takes issue with the course philosophy that “My way or the highway” has been replaced with “Students don’t care how much you know until they know how much you care.” I am challenged to introduce graduate students to the validity of research and to guide them to the understanding that they must build trusting and empathetic relationships with their secondary school students. They must also be willing to develop creative, hands-on lessons that incorporate principles of best practice. I base my success as a teacher on whether these future teachers reflect widened horizons as they write their personal formative and summative assessments of instructional and classroom management. 

In spring 2006, Dr. Pauley and Dr. Wubie invited me to teach/supervise three early childhood courses while Dr. Wubie traveled to Ethiopia to spend time with her family. Thus I made plans to teach CI 634: Language and Cognition in Early Childhood, FCS 535: Administration of Daycare Centers, and CI 630: Early Childhood Practicum. Because of Dr. Wubie’s excellent plans and because the early childhood graduate students are wonderful people who love their work with young children, I did not have to make many changes. I did add an online discussion rubric, borrowed from Dr. Lisa Heaton with her permission, and I added a second live meeting where students could discuss classroom issues and learn some hands-on teaching ideas. The Early Childhood Practicum required that I visit, observe, and counsel four students in their schools in St. Albans, Beckley, Parkersburg, and Princeton. I guided each student to create an early childhood portfolio according to Dr. Wubie’s syllabus and rubric. 

I very much enjoyed teaching and supervising the early childhood students. I did, however, encounter two incidents of cut-and-paste plagiarism. When confronted, both students immediately and satisfactorily rewrote their papers. 
Sharing Leadership through Publication and Presentation with Faculty


As I proceeded through required coursework, I looked at each class as a way to progress to portfolio completion and the beginning of dissertation, and I found that collaboration with classmates was of great value. While enrolled in Dr. Lisa Heaton’s course, Computers in Education, Nancy Burton and I and several classmates presented a diagram for integrating technology into undergraduate programs for teacher preparation. Dr. Heaton and Dr. Childress recommended that we work on publishing it. This evolved into the paper that I coauthored (sharing leadership) with classmate Nancy who is a special educator at Concord University, and Dr. Heaton. The paper combines work from my independent study on inclusion in early childhood with Dr. Wubie, two papers that Nancy and I wrote separately and presented for with Dr. Heaton, group collaboration that took place in that course, and Dr. Simone’s course, Writing for Publication. The resulting paper addresses the vital role of technology in special education and offers a plan for incorporating it with increasing complexity at each level of the undergraduate teacher preparation program. 

On May 20, 2006, Increasing Teacher Awareness of Assistive Technology through Integration into Special Education Preparation Programs was accepted for conference presentation. On June 26, Nancy and I presented this paper at the ED-MEDIA 2006 World Conference on Educational Multimedia, Hypermedia & Telecommunications in Orlando, Florida. The paper was published online and in conference proceedings. Dr. Heaton regretted that because of a prior commitment, she was unable to present with us. The importance of shared leadership cannot be stressed enough here, for none of us could have written this paper successfully alone. As a graduate assistant, I continue to work toward dissertation, to take an active role in seminars and program meetings, and to teach masters-level courses. But my primary role as a graduate assistant, the one that I find the most fun and exciting, is to direct the Central West Virginia Writing Project. 

The Elephant Revisited

Without a doubt, the elephant, as I affectionately refer to the Central West Virginia Writing Project, is my favorite topic. As mentioned earlier, I began my work with the Writing Project in collaboration with Dr. Simone. I recognize my good fortune in having daily access to graduate school faculty that makes informal collaboration a frequent event. Further collaboration with faculty expanded to include Dr. Heaton who agreed out of the goodness of her heart to serve as our webmaster and Dr. Mike Cunningham who helped me understand and design the quantitative portion of my proposed research into program effectiveness. Dr. Eric Lassiter provided me with an avenue to investigate qualitative research and to use it to learn more about program sustainability (Lassiter, 2005). He further helped me clarify thoughts on ethical practice (Lassiter, 2006). Dr. Jo Blackwood has remained as an invaluable member of the Young Writers Steering Committee, and Dr. Sam Securro is indispensable for helping me with statistical design and analysis. Of course my mentor, Dr. Rudy Pauley, guides and helps me every step of the way. For the past year, I have directed funding, reporting, and the work of CWVWP. My work is based on Dr. Simone’s successes over a twenty-four year period. Because of her years of dedication to and belief in the mission of the Writing Project, we have been able to expand our services to teachers as we reach out to surrounding counties.


For the reader to understand my role as director of CWVWP, I include a brief explanation of the organization’s structure and goals. Each Writing Project site is designed with at least two co-directors: one a university teacher; the other a public school teacher. Combining higher education with K-12 education in a shared leadership model is uniquely effective. While federal, state, and county funding reside with the university, and the university teacher is teacher of record when professional development is offered to schools, the public school teacher contributes invaluable insight into the K-12 teacher’s perspective. This is especially important since the NWP uses a second unique model of “teachers teaching teachers.” When classroom teachers proffer writing ideas they have tried successfully in their own classrooms, they provide a powerful incentive for others to adopt their methods. The stigma of the administrator or professor who gives advice without understanding the realities of classroom students, schedules, and mandates disappears when teachers teach teachers. Paul Epstein has co-directed CWVWP since it was first organized as a separate entity in 2001, and I am fortunate to share leadership with him. Together we assembled an executive committee of five additional outstanding teacher-leaders from Putnam and Kanawha Counties. Each person is paid a stipend and agrees to serve for two years. I am not paid a stipend since directing the Writing Project is my job as a graduate assistant.  

CWVWP is funded by a $42,000 annual grant from NWP. A nonprofit organization, NWP is funded by the federal government, so one can imagine the accountability and documentation involved. The work of NWP and our site at MUGC is composed of four programs: the Invitational Summer Institute (ISI), inservice programs, continuity programs, and evaluation studies. Key strategies include establishing partnerships to work with teachers in a school, district, or other agency, taking part in NWP initiatives such as the Rural Sites Network, using technology to support the work of the site, and reaching out to youth and community programs. At the end of each calendar year, CWVWP reports its work and strategies to Inverness Research Associates and writes a narrative request to NWP for continued funding. The narrative for our site is about 55 pages long; it includes required documentation and the dean’s signature. To keep CWVWP at MUGC, we must show evidence of non-federal matching funds or in-kind support for $42,000. A considerable portion of Writing Project matching funds come from MUGC in the form of salaries, benefits, and reduced tuition afforded for our summer institute and inservice programs. We receive a grant through the West Virginia legislature because legislators value our state-wide activities. I garner additional funds by establishing partnership agreements with county school systems. We have a long-standing partnership with Kanawha County schools. In 2006, I reestablished a partnership with Putnam County and added Nicholas County as a third partner. 
Sharing Leadership for the Invitational Summer Institute


The work of CWVWP begins with the seventeen day (including an overnight stay at Cedar Lakes) Invitational Summer Institute (ISI). This is our core program to develop teacher-consultants (TCs). We recruit certified K-adult teachers from partnering counties with the expectation that they will assume leadership roles in teaching writing within their counties and schools. I shared 2006 leadership with ISI Co-Director Paul Epstein and Assistant Co-Director Carol Mathis. In July 2007, Carol Mathis is co-director and Sharon Huffman is assistant co-director. 


A common problem of Writing Projects is that a majority of Fellows, who become TCs when they complete ISI requirements, take their $1,000 summer stipends and disappear, never to be heard from again. My goal is to integrate ISI Fellows into CWVWP continuity and inservice activities as seamlessly as possible so they become and remain active members of our site. Using the course syllabus as a tool, I require them to do the following: 1) attend two Teacher-Consultant meetings, September and December; 2) attend the West Virginia Book Festival in October and work in the WVWP booth with other TCs; 3) attend the WVWP Author’s Reception (tied to the Book Festival); and 4) attend one three-hour session of professional development in a partnering county. To encourage compliance, I divide the ISI stipend, giving Fellows $600 for attending the ISI and the remaining $400 for completing follow-up activities. While every Fellow completed follow-up requirements by the end of fall semester, I must wait to see if my plan works and they continue in Writing Project activities.
Sharing Leadership through Continuity Programs


I take continuity programs seriously because they provide an ongoing professional community for TCs, the true heroes of our organization. Linda Berg, National Board Certified Teacher and 2007 Putnam County Teacher of the Year, is Continuity Coordinator who plans and implements programs. The programs strengthen teacher-consultant commitment and develop leadership through warm relationships and collegial support that our teachers initially experience in Summer Institute. Each continuity event has three elements: an interactive demonstration of  good practice in teaching writing, time for personal writing and sharing, and time to share classroom experiences and successes. I negotiated an agreement with the South Charleston Ramada Inn, enabling us to hold continuity supper meetings for a reasonable price. Our meetings typically last two or three hours. Another continuity event, the annual Writing Retreat at Cedar Lakes, lasts a day and a half. TCs are not charged for events. Our Teacher-Consultant Council, as we call our supper group, has grown from a few to an average of thirty teachers representing three counties. We share leadership among these teachers by inviting them to take part in delivery of inservice programs as series coordinators, assistant series coordinators, and presenters. It goes without saying that our organization cannot exist without a vibrant TC membership.
Sharing Leadership through Inservice Programs


Inservice programs make up the work of the Writing Project, and they provide meaningful work for TCs through teachers teaching teachers. Our primary focus is to deliver professional development to teachers, teacher candidates, administrators, schools (kindergarten through university), and districts in our site’s service area over time. My job is to sell inservice to county school districts as an integral part of our long-term partnership agreements. Although we were recognizing the K-12 teacher as our customer, we lacked a unique and effective product that I could market to county school superintendents and that we could post on our website as a menu of services.


Thus, as rising director in late December 2005, I applied for and received a Rural Sites Network (RSN) grant for $5,000 to expand the leadership and work of our site. I used the funds to hold a 40-hour planning institute. As mentioned earlier, five talented TCs and I met for a week in July 2006 with the goal of writing a minimum of three 15-hour professional development series based on one or two research-based textbooks on teaching writing. Participants felt the week was intense, and they brought talent and dedication to the task. One TC drove in from Nicholas County every day, even after she broke her leg. Working on laptops in pairs, they completed not three, but five 15-hour units, complete with abstracts for the website. I presented their work to assistant superintendents in Kanawha, Putnam, and Nicholas, and we scheduled plans for professional development delivery for 2006-2007. For marketing and TC communication, we created a newsletter, a brochure, and marketing flyers in addition to our valuable website.

As part of the RSN grant, I devised a shared leadership model to grow inservice delivery. Under this model, a coordinator leads the 15-hour series, delivering it in five three-hour segments over a ten week period. The coordinator chooses an assistant who is a leader-in-training. They hire three teachers to present on three different nights for 1½ hours each. During the following semester, the coordinator may lead another series, and the assistant may become a coordinator as well. Presenters may be invited to become assistant coordinators. In this way, capable professional development leadership can expand as needed. My job is to stay in continual communication with series leaders, collect participant evaluations, visit sessions, keep records, stay in touch with county superintendents, pay salaries, order supplies, and make future plans. I may step in as series coordinator if necessary, as I am doing in Nicholas County this semester. I also added an incentive of a Kodak EasyShare camera to encourage perfect attendance at CWVWP inservice series. Coordinators teach participating teachers to combine digital photos, computers and writing with students, a twenty-first century skill. During the 2006-2007 school year, we will have distributed 142 cameras at a cost of $100 per teacher. This highly effective incentive is possible only because of county partnerships.


By using our series and leadership designs in fall 2006, CWVWP delivered professional development in teaching writing to 71 K-12 teachers in three counties. This semester we may be teaching an additional 54 teachers. This represents the involvement of 35 TCs with some overlapping. We offer graduate credit at reduced tuition in hopes that more teachers will register for the MAT program and eventually pursue a higher level of education through MUGC. With the help of Monique Williams, I order books, cameras and workshop supplies, and pay each TC who participates in delivery. The chart below summarizes growth in professional development delivery, including our activities for the current school year. 
	Summary of Inservice Programs Sponsored by CWVWP

                           Programs             Educators            # Prog. Hours     # Contact Hours

	2004-2005 Inservice

Programs


	3


	34
	36
	438

	2005-2006

Inservice Programs


	4
	71
	63
	1,134

	Fall & Spring
2006-2007

Inservice 

	7
	118
	105
	1,770


Last semester, fall 2006, we conducted four programs serving 68 teachers in three counties. This semester, spring 2007, we conducted three programs serving 50 teachers. This totals 118 teachers and 1,770 contact hours. Thirty-three teacher-consultants conducted this inservice.
Research on Program Effectiveness and Sustainability


Because the purpose of inservice is to increase the quantity and quality of writing taught across the curriculum to students K-12, CWVWP is expected to design assessments of the effectiveness of our programs and their impact on teachers and students. In September 2006, I sent this note to Paul Epstein: 

I'm going to research our effectiveness to help us document that we are making a difference in the way writing is taught in the classroom. We need data to substantiate what we do, and it must be translatable into positive effect on student achievement, not just numbers of attending teachers. We have to know what effect our influence has on teacher actions in the classroom.
Thus with Dr. Rudy Pauley as principal investigator, I am collecting data to investigate the impact of the Central West Virginia Writing Project professional development design and delivery on sustained systemic curriculum change in teaching writing to K-12 students. The purpose of this research is to investigate two questions about teachers who participate in professional development conducted by CWVWP. Question 1: Do teacher-participants feel that CWVWP inservice contributes to their understanding of how to teach writing? Question 2: Do teacher-participants carry this knowledge into the classroom as evidenced by sustained, systemic writing instruction across the curriculum? The first question will be addressed quantitatively by a survey. The second question will addressed through qualitative methods. By the end of May, I will have initial data on teachers’ perceived satisfaction with inservice content and delivery (Question 1) from over 100 participants.
Sharing Leadership for the Young Writers Contest
As mentioned earlier, although a Writing Project’s primary focus is on teaching teachers to teach writing, we take part in community and youth programs to a lesser degree. Thus I serve on the West Virginia Book Festival steering committee, and the West Virginia Writing Project participates in the Book Festival through a booth, teaching adult workshops, and hosting an author’s reception. 
In 1984, the Young Writers contest was established by Dr. Simone and MU, the West Virginia Department of Education, and the University of Charleston (UC). Over a 23 year period, the contest and celebration day have become a tradition for West Virginia’s students, first grade through high school, and a showcase for their writing. Last May, over 800 students, teachers, parents and other family members filled UC’s Geary Auditorium for Young Writers Celebration Day. In January 2006, I established shared leadership and collaborative planning for the contest by assembling a 15-member steering committee. Committee members represent Kanawha, Logan, Nicholas, and Putnam Counties, the University of Charleston, the Department of Education, MUGC, and the Charleston Community. I also hired TC Sharon Huffman as Assistant Young Writers Coordinator to help me with this monumental event which takes place this year on May 11. Our website is proving to be a valuable way to communicate Young Writers information to teachers and parents. With steering committee guidance, we have added a college scholarship and other elements to enhance the celebratory theme of the contest and to increase the visibility of the West Virginia Writing Project. This year we will publish an anthology of winner’s work that will be added to our website as a PDF file. My next challenge as director of the Writing Project is to guide my executive committee toward envisioning the future.
Planning a Church Preschool 2005

During spring and fall semesters, 2005, Dr. Wubie agreed to lead me in independent studies of Elements of Montessori Education and Early Childhood Inclusion. As a result of these studies, I began a journey of shared leadership to plan a church preschool. The pastor of Southridge Church, Ken Bowman, invited me to lead a planning committee for the church which was new and was designed to house a school. It has a beautiful commercial kitchen, spacious classrooms, a gymnasium, a large library, plenty of outdoor room for a playground and ball field, and acres of wooded land for nature trails. Our committee met monthly through the spring and summer. We researched state licensing rules, insurance, playground requirements, cost of classroom equipment and supplies, educational and religious programming, and director/teacher qualifications. We considered competing area preschools, operating costs and tuition. Our vision for the children included a puppet ministry, nature trails laid out by church youth, a small garden planted and cared for by the children, and a small farm consisting of a rabbit, perhaps, and a nesting hen. 

By August 2005, we presented our plan with a timeline and opening date of August 2006 to the church council, and we were thrilled when the council accepted it. However, the pastor retired after serving the church for 24 years, and all plans came to a standstill. I have included the plans for this preschool because I am an early childhood educator who spent time, energy, thought, and heart planning this school, and I love the plans our committee created. Currently, the church is searching for a leader. The council has the complete plans and licensing documents, and perhaps a new pastor will implement them.
Reflections past and future


For the past five years, I have been engaged in endeavors of higher education. Today I find myself amidst a confluence of thought and theory with past experiences flowing into myriad relationships, readings, courses, lectures and conversations that have filled this time and sharpened my thoughts. I have been given a wonderful gift of time that I could not have foreseen, time for intellectual growth and now time for service. Years ago, I realized that we all have the same amount of time, 24 hours in a day, seven days in a week, and that we base our time-spent choices on personal priorities. I have spent these five years wisely. Because of the graduate work described in this reflection, I am involved in useful and challenging activities. This is important because being useful is probably my top personal priority. The elephant appeals to me because it is challenging and worthwhile and because I am a believer in the efficacy of the Writing Project.


On February 26, I reported to teacher-consultants of CWVWP that our organization delivered professional development in teaching writing to 118 teachers during the fall and spring, 2006-2007 school year. This represents 1,770 actual contact hours in three counties. People are talking about the value of the Writing Project, and we are receiving requests to speak at WV conferences. With the help of my professors, I have already collected over 100 quantitative surveys that address the question: Do teacher-participants feel that CWVWP inservice contributes to their understanding of how to teach writing? I am simultaneously collecting permissions to conduct a qualitative analysis to address the question: Do teacher-participants carry this knowledge into the classroom as evidenced by sustained, systemic writing instruction across the curriculum? 


Today I am prepared to move forward with this project, beginning with extensive literature review on factors that affect the systemic sustainability of professional development offerings in education. If my research indicates evidence of sustainability, I would next like to analyze the elements that make it sustainable. What is the Writing Project doing that causes teachers to adopt more and better writing instruction in their classrooms across the curriculum? Can our methods be adapted to a wider range of professional development to add to its acceptance and sustainability? I wish to thank my doctoral committee for giving me this opportunity to be of further service through a doctoral dissertation.
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