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ABSTRACT: Collaborative Professional Development School (PDS) relationships

~require financing and other supports that may not be typically included in the
budgets for partnering schools and colleges. In the current economic climate,
budgets are especially tight in many educational institutions. In order to sustain

~ PDS relationships in these times, stakeholders need to find ways to blend
resources to accomplish joint goals. This article describes one project that
utilized the staffing power of student teachers, the purchasing power of a public
school, and a small PDS mini-grant from the Canisius College Office of
Educational Partnerships to create literacy intervention kits to foster student
learning. Benefits for all partners are discussed, and suggestions are shared for
designing collaborative projects in other PDS settings.

" NAPDs Essential(s) Addressed: #2/ A school-university culture committed to the

preparation of future educators that embraces their active engagement in the

~ school community; #4/A shared commitment to innovative and reflective practice

by all participants; #6/An articulation agreement develqped by the respective

- participants delineating the roles and responsibilities of all involved; #9/Dedicated
and shared resources and formal rewards and recognition structures

Professional Development Schools (PDSs) increases in studgnt learning (Castle, Rock-
iaroﬁde powerful arenas for improving teacher ~ wood &Tortorae 2008). | -
preparation and P-12 student learning (Castle, However, PDS activities require ﬁ?attacgal
Fox & Souder, 2006; DarlingHammond, support that may bg difficult to obrain in a
2000, 2005; Holmes Group, 1986, 1990, tight budget climate. A growing.number of
1995). A strong PDS relationship can lead to schools are contacting colleges to ;et éer?
new approaches to teaching that support know that they no longer hgve the capacity to
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welcome large numbers of teacher mndldﬂtcs
and site-based classes into their buildings, In
large part because of reduced local, state, and
federal resources. In order to susmin PDS
relationships in these times, partners need ©
find creative ways to blend resources across
institutions.

Background of the Project

Canisius College and Lindbergh Elementary
School are longstanding parmers and formed
a Professional Development School relation-
ship in 2007. As one element of this
partnership, Lindbergh Elementary Schools
hosts Canisius education methods classes and
student teachers each semester. College facul-
ty and Lindbergh teachers consistently co-
teach these methods classes and jointly
supervise teacher candidates in their field
experiences. Additionally, preservice teachers,
college faculty, and Lindbergh teachers work
together to develop action research projects
that serve to inform instructional decisions at
the school. College faculty sit on the school
planning team, and the Lindbergh principal
and a classroom teacher identified as the
“School Site Coordinator” serve as members
of the Canisius Educational Partnership
Steering Committee.

This relationship has been guided by the
National Association for Professional Devel-
opment Schools’ Nine Essentials of Professional
Development Schools (http://www.napds.org/
nine_essen.html). For example, Essentdals 2
and 4 reminded us to form “A school-
university culture committed to the prepara-
tion of future educators that embraces their
active engagement in the school community,”
with a commitment to “innovative and
reflective practice.” As a result, members of
the PDS leadership team made sure that
student teacher cohorts worked together with
teachers at the school to provide substantive
service to the larger school community with
projects designed to support innovative in-

structional practices in the clementary cass
rooms.

This work was guided by NAPDS g,
dal 6 in that we have “laln articylay,
agreement developed by the respective Partic.
ipants delineating the roles and responsibil;.
des of all involved,” which has allowed y ©
identify a site coordinator in the building w,,
serves as the point person for joint projeces.
Our consideration of Essential 9, though, i
the focus of this article, as we discuss ways thy,
partmers have been able to share resources ¢
support our PDS work.

The Office of Educational Partnerships a
Canisius College maintains a fund to support
PDS projects through mini-grants. The project
we describe here provided a unique way to
blend resources to accomplish joint goals,
Over the past four semesters we have
coordinated fifteen student teachers’ efforts
at Lindbergh to engage in a joint service
project with teachers at the school. The
project’s goal was to create phonological
awareness kits as a resource for K-1 teachers
to use as a common pathway to instruct,
monitor, and ensure academic growth for at-
risk students in accordance with English
language arts goals identified in the school's
Instructional Improvement Plan.

Thus, the impetus for the project came
from school goals, rather than from Canisius
College priorities or faculty members’ re
search agendas. Student teachers at the college
are required to complete a service project
during student teaching in all schools.
Usually, though, the choice of a project is
left up to a student teacher, and projects are
not necessarily coordinated among student
teachers or aligned with school goals. The
PDS structures in place at Lindbergh allowed
us to work as a team to identify a meaningful
project specifically designed to support stu
dent learning,

The kits that were eventually created by
the student teachers included interventions
and strategies aligned with district benctr
marks and were utilized to support Responsé




w Intervention (RT1) sctivities. Elementary
students identified 35 needing interventions
~ beyond normal classroom instruction (Tier 1)

- utilized these kits, Students in Tier 2 received
additional instruction delivered in small
groups. Stdents in Tier 3 received daily
one-ofvone instruction. One of the goals of
these kits was to include evidencebased
practices that were classtoom ready so that
classroom teachers, preservice teachers, and
uﬂlmtv faculty could begin to utilize them
i upmediately. Each activity consisted of a file
folder with laminated instructions and ma-
mpulatives to practice matching uppercase
and lowercase letters, picture and sound
matching, word sorts, and other word study
tasks. '

In addition to collaborating on the
creation of the kits, student teachers were
invited to create activities for their own use,
test these out in the classrooms, and take
~ these activities with them after student
 teaching. Student teachers met once per week
~ after school throughout their sevenweek

student teaching placement with a classroom
- teacher (who was the PDS site coordinator)
~ and a professor (who was the PDS lisison
- from the college) to assemble the kits—cutting,
coloring, and organizing the materials for each
kit so that they were ready for classroom use.
_ These two individuals jointly coordinated
~ the ovenall project; this sort of collaboration—
or “blending”~is an example of the type of
~ resource sharing that we now know is vital to
sustain the existence and impact of current
PDS parmerships. The elementary school
parmer provided the materials and laminating
mschine to assemble high quality, longlasting
* materials_for these kits. The minigrant from
the Canisius Office of Educational Partner-
ships paid the teacher for her afterschool work
and provided snacks for the team of student
teachers who were working to create the kits.
Everyone connected to the project agreed that
 the funds from the minigrant were central to
our ability to bring this project to fruition. The
idess, staffing, and expertise were already in
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place, contributed by both school- and univer-
sity-based constituents of this partnership. All
that was needed was a bit of seed money to
move the project forward and effectively
address some pressing, shared needs. The
PDS structures also facilitated this project as
the classroom teacher who served as the PDS
site. coordinator, the college professor who
served as the PDS liaison, and the building
principal had dedicated time at Lindbergh
PDS steering committee meetings to discuss
ways to align resources with shared goals.

Benefits for the School

Teachers at the school were surveyed about
the impact of the project upon its completion.
Teachers were asked about the value of the
project, and ways that the project could be
improved in future years. Importantly, the
teacher who coordinated the program noted
that the project allowed the student teachers
to spend substantially more time together and
to more frequently share ideas than she had
witmessed previously in this PDS. She appre-
ciated the opportunity to get to know the
student teachers better, This project gave her a
purpose for meeting with the student teachers
after school each week. Over time, student
teachers felt comfortable bringing up issues
about their placements, their work in the
classrooms, and their concerns about the
future, and she was able to offer meaningful
mentoring during these sessions.

Based on this survey, other teachers made
the following important observations:

* “The project contributed something
tangible to the classroom.” (via the kit
that would remain in each classroom
for student use)

s “The project provided teachers resoure
es for small group and individual

review and remediation,”

¢ “When (my students) used the kits in
the classroom, they were ondask,
excited, and eager to work,”




92 MMDISMHN»
dent
o “| have seen deﬁnltel“’"d‘ in st

learning.” N
The buikding principal reported ""éu a
ice project allowed the school t© -

:gn“iﬁant need within its literacy progré

Student teachers enabled the g liceracy

i deve
ahead with plans for ‘ s
intervention materials while providing 4

i llaborate wi
ers with an opportunity to cO .
student teachers outside of the classraom

Benefits to the Student Teachers

ers appreciated the weekly get-
hers = e b profesionsl collabore:
tion. The work kept their hands busy, !)ut
there was plenty of time for open conversation
about the challenges, questions, and successes
they were encountering. Student teachers
wrote reflections about the project at th.e
conclusion of their student teaching experi-
ence. Their feedback emphasized the value of
this collaborative spirit. One student teacher
wrote, “I felt very close to my fellow student
teachers after the weeks we spent together.”
Student teachers also appreciated the time
spent with the building site coordinator, who
became a key mentor for them. One student
teacher observed, “It was an excellent chance
to ask the PDS site coordinator questions
about the school and any other questions we
may have had about our futures.”

Student teachers also wrote about the
value of the products they created. One noted,
“I got the satisfaction of helping kindergart-
ners and struggling first graders for years to
come.” Another was grateful to have an entire
set of literacy games to use in her future
classroom. Several wrote about their new
expertise in knowing how to work with
strugeling readers. When asked for sugges-
tions to improve the project, student teachers
recommenc'iéd €Ven more involvement wich
smdef“s utilizing the instructional materig]s,
o wf;gaﬂy, “;; asked the college Ppg liaison

4 reflection about the Project, and

student teachers were able n;
she noted that ool | meaningtul, and
in @ e as @ consequence of

also observed that
roject, student teachers  be-
; onnected with one

tangible
this joint
is P
through this c b
came much n:;:m[hc faCUlw PDS llmson.
another and ‘;‘ college PDS liaison wrote
In additon, € Zhel's involved in this project

tea
that student,te coordinator as a mentor more
esi

viewed th hers had in previous
teachers
than smd?}:iﬁ project made the faculty

ke chool-based site coordina-
- !lials:;ai?d ‘ | for the student teach‘ers
e e:he could fully access the mentoring
g r:ise from these individuals. The
- e the vital contribution

iaison also noted
ri[a)geli;'s:h‘:: building principal, who empha-

sized the importance of the project at all
levels by presenting certificates to the stu.de:mt
teachers at a public ceremony and pl‘OV‘l.dfng
them with letters of reference emphasizing

the value of the project.

Conclusions and Suggestion§ for
Designing Collaborative Service

Projects

Key findings from the surveys and reflections
collected to study this service project offer
guidance for development of such projects by
other PDS teams. We briefly detail these

below.

Base the Project on Collaborative Goals

Contrary to many such activities in other
teacher licensure programs of which we are
aware, including many set in PDS contexts, this
Project was not developed in order to meet a
student teaching requirement of service, Rather,
the project was conceptualized based on the
needs of the PDS site. Outcomes of the project
Wwere more authentic—g mentor teacher benefit-
tmghfrom building relationships with student
;zérlcth:sr. cllassroom teachers gaining resources
classrooms, srudent teachers profiting




from a feeling of truly and immediately
contributing to the students’ learning and to
the educational legacy of the school. The project
also resulted in the provision of additional
Feaching materials for all of the educators
involved, and elementary students were provid-
ed with additional interactive resources to
enhance their learning.

Combine Available Resources to Meet
the Goal

Without the funding of the project offered by
Canisius, the student teachers’ service require-
ment, and the leadership of the PDS site
coordinator and the PDS liaison, the project
would not have been possible. The mini-grant
funding from the Office of Educational Part-
nerships was particularly valuable in launching
this project. The PDS site coordinator was paid
$25 per hour for 15 hours of afterschool work
for a total of $375, and $125 was used for snacks
and supplies. While these resources might seem
nominal, this funding was pivotal in getting the
project off the ground.

Recognize Dedication

The principal formally recognized the roles the
student teachers played in meeting an important
school goal. Certificates of appreciation and
letters of recommendation validated the student
teachers’ contributions to the school, its teach-
ers, and its students.

This true collaboration resulted in positive
outcomes for all constituents of this PDS
partnership, enriched the student teaching
experience for a grateful group of teacher
candidates, and further cemented the dedica-
tion to this PDS relationship of the college and
the strength of the partnership itself. [t became
obvious that the crossinstitutional and cross-
cultural collaboration inherent in this PDS
relationship contributed to innovative practice
and engagement of future educators (PDS
Essentials 2 and 4). It was necessary for
identified roles to be established (PDS Principle
6) to provide the structure that fostered the
collaboration within this project.
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Finally, the Professional Development
School model and the framework provided by
the Nine Essentials provided an important focus
for this meaningful work. By combining re-
sources and expertise, increased learning oppor-
tunities were made available for elementary
students and educators from a variety of levels.
This project demonstrates that during challeng-
ing economic times, Professional Development
School partnerships might look to unique
opportunities to blend resources in order to
promote P-12 student learning and other
positive outcomes for teacher candidates and
teachers in our schools and universities. Ell
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