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Impact Journal 
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the Utah Association of  Secondary School Principals.  (UASSP) 

Impact is published twice each year.
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Impact Journal Publication Guidelines
Impact Journal is an open-ended theme journal published by the Utah Association of 

Secondary School Principals (UASSP). We welcome opinion essays, interviews, pro-
gram descriptions, research reports, theoretical pieces, school climate pieces, reviews of 
books, humor, satire, poetry, and cartoons.  

Impact is published twice each year to correspond with the UASSP annual winter and 
summer conferences.

Form
•	 Impact editors use American Psychological Association (APA) style manual.
•	 Manuscripts can be sent by e-mail attachment or on a disk.
•	 Manuscripts sent by mail should be accompanied by a disk. MS word is preferred.
•	 Most of our articles are between 1000 and 3000 words.
•	 Submit a cover sheet with the manuscript. The cover sheet should include the title,   

author(s), each author’s present position and school (if applicable), each author’s academic 
status (if applicable), each author’s mailing address, telephone, and email address.

Submission deadlines are November 15 and April 15 of each year.

Manuscripts will be reviewed as to content and acceptability. Authors should assume 
that manuscripts will be edited to conform to length and clarity.

 
Send manuscripts either electronically or mail disk to either editor listed below:

Mary Rhodes
mrhodes@graniteschools.org

Eisenhower Junior High
4351 S Redwood Road
Taylorsville, UT 84123
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Letter from the Editor
Mary Rhodes

Editor

This morning as I 
jogged too early and too 
slowly, I listened to a most 
eccentric, eclectic, and 
arcane playlist, but themes 
appeared.  Some songs 
were ultra-modern alterna-
tive techno, and some were 
eighties, maybe.  Others 
were classic.  Well, classic 
rock on this playlist anyway, 
but I found common themes.

Our collection of ar-
ticles is varied, but themes 
emerge.  Technology, inter-
ventions, and teacher evaluation are topics, 
and the articles are stunning.   Hansen and 
Freeman provide solid research on a one-on-
one initiative that informs practice in valu-
able ways.  Miller, Sneddon, and McNulty 
provide valuable guidance helping teachers 
design sound Web Quests.  Ultra-modern 
trends in technology are becoming refined, 
demonstrating the potential to move from 
alternative to mainstream.

We have articles on various interventions.  
Barber discusses an evolution of FLEX 
time; Abraham and Crookston note the role 
of celebration.  Wessman and Oaks provide 
data on behavioral interventions wrought by 

a substantive program, maybe 
from the eighties.

Teacher evaluation is the 
motif of the third set of articles.  
Graham applies principles of 
positivity to teacher evaluation, 
and Taylor complements the 
concepts with mechanisms to 
achieve teacher improvement.  
Naylor’s piece is a culmination 
of her work with the State Of-
fice of Education.  She explains 
trends and expectations for 
implementation of the new 
Utah performance evaluation 

system which links the classic components of 
teacher evaluation and student achievement.

These articles, local to Utah but reflecting 
national trends, make my New Year predic-
tions easy.  Technology will continue to offer 
distraction, engagement, and solid instruc-
tion.  Interventions based on proven prec-
edents will evolve into even more effective 
practice.   The prelude to connecting teacher 
performance and student achievement will 
intensify.  Considered all together, as our ec- 
centricities, eclecticism, and arcane practices 
are informed by collaboration and research, 
we will find coherent themes of educational 
practice. 
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Today, a 
digital migra-
tion is occur-
ring in our 
schools faster 
than the over-
all effects of 
this reform can 
be accurately 
predicted 
and planned 
for.  Discus-
sions about 
1:1 imple-
mentation, at 

varying levels of development, are happening in 
every school, district, state, and country around 

the world.  In many 
circumstances, the 
unknown digital 
frontier holds more 
promise for mediocre, 
unhealthy, or low-
achieving schools 
than does the pain-
ful reality of current 
performance.  It is 
understandable that 
technological “leaps 

of faith” into 1:1 implementation are motivated 
as much from feelings of desperation as they are 
from common sense.  

Is there an advantage to remaining patiently 
on the over-crowded plain of academic mediocrity 
when there is an attractive, mysterious, blue glow 
emanating from a new iPAD touch screen that is 
magically projecting a 3D image or an intriguing 
“app” that can be manipulated and dissected as 

part of a virtual on-
line high school as-
signment?  Because 
digital resources 
like these are still 
relatively new to the 
educational process, 
they shine with 

untarnished 
optimism 
and do not 
yet carry the 
“baggage” of 
reality that can 
be strapped 
to pedagogi-
cal reform.  
Many political 
and educa-
tional leaders 
passionately 
believe that by 
giving internet-
capable devices to socially or geographically iso-
lated students, an informational bridge is extended 
and equitable access to social opportunity can be 
achieved (One Laptop Per Child, OLPC, 2010).    

Why embrace 1:1 technology?
As instructional leaders we are seeking rapid, 

progressive and innovative results.  Seeking a 
quick fix, we blindly move our clans (members 
of our respective school communities of teachers 
and students) into the uncharted territory of digital 
transformation.  We know fully well that not all 
members of our respective clans are prepared or 
academically travel-worthy to begin this migra-
tion to the world of educational reform through 
the digital medium.  We have glaring achievement 
gaps that stretch between ethnically and eco-
nomically diverse neighborhoods (Lareau, 1987; 
USDE, 2002).  We also have a wide divide in the 
physical access to technology and the academic 
use of digital resources (Celano & Newman, 
2010; Seikart, 2010). 

On the surface of comprehensive reviews of 
quantitative data, it is shown that 1:1 implemen-
tation generally has a benign or neutral effect 
on traditional measures of student achievement 
(Penuel, 2006; Bethel, Bernard, Abrami, & Wade, 
2009).  However, as responsible school leaders, 
we must ask other questions: Will a 1:1 imple-
mentation affect localized communities of unique 
economic or ethnic difference? Will the change 

The Digital Migration is NOW!  Will Your 
School Adapt or Face Extinction?

Michael Freeman, Ph.D. & Ryan C. Hansen, M.Ed.

It is understandable that 
technological “leaps of faith” into 1:1 

implementation are motivated as 
much from feelings of desperation 
as they are from common sense.

Is there an advantage to remaining 
patiently on the over-crowded plain 

of academic mediocrity when 
there is an attractive, mysterious, 

blue glow emanating from a 
new iPAD touch screen that is 

magically projecting a 3D image
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to 1:1 implementation magnify the differences 
that already exist between demographic sub-
populations of students that are already showing 
signs of repression?  Does 1:1 digital technology 
create an even deadlier undercurrent, one that is 
more harmful than traditional instruction, for the 
already under-achieving subgroups of students?  

Will digital technology 
become the great equal-
izer, the magic bullet 
that will correct many of 
these socio-economic and 

socio-ethnic divisions in education?  These ques-
tions have been addressed by a recently completed 
study of a 1:1 laptop implementation in an urban 
middle school setting.  The study brought to light 
several issues to be considered.  

Why implement change now? 
The first reason for change is affordability.  

Internet-capable wireless devices are becoming 
increasingly affordable and more widely accepted 

as the chosen medium of 
interaction between students 
and teachers (Knowles, 2009; 
Maninger, 2009).  Because 
“netbooks” and other prod-
ucts can now be purchased 
for prices starting at $200 per 
device, it is entirely feasible 
that brand new schools can 
be outfitted with laptops and 
wireless internet connection 

for less than it costs to purchase traditional text 
books for all students. 

Second, 1:1 implementation is ecologically 
sound.  Any “tree hugger” will tell you that the 
reduced need for paper is environmentally smart 
and can save schools money used to purchase 
paper. 

Third, digitalized resources promise a more 
personalized and student-
centered method of instruc-
tion delivered through a 
sensory-rich medium capable 
of providing immediate as-
sessment and feedback (Ne-
groponte, 1995; Dunleavy, 
Dexter, & Heinecket, 2007). 

Taken all together, these promises are so 
attractive that school and public decision-makers 
are quickly moving schools to digitalized systems 
of instruction, sometimes without fully under-

standing where they are going or how to get there.  
However, in order to minimize casualties along 
the way, administrators can more safely lead their 
schools along the path of 1:1 transformation by 
having prior knowledge of the figurative terrain 
ahead and knowing where the hegemonic dangers 
are to be found. 

What are the real costs of digital 1:1 
transformation? 

The exploratory study (Tukey, 1977) con-
ducted on a 1:1 netbook pilot in a low income 
suburban Utah public junior high school during 
the 2010-2011 school year provides insight and 
answers to these critical questions. Combin-
ing both their actual experience and the existing 
conclusive research sources, solid direction and 
good advice is available to school principals and 
administrators.   

 Netbooks were assigned in a 1:1 ratio at 
the beginning of the second semester to students 
in selected Math, English, Science, and Social 
Studies classes.  This allowed for an organized 
investigation of the challenges facing traditional 
schools during 1:1 implementation prior to other 
area schools making similar transitions.  

Using the structure of this school’s 1:1 pilot, 
research was conducted that focused on 81 sci-
ence students in a control group that did not use 
netbooks and 81 science students in a treatment 
group that received netbooks in a 1:1 ratio.  Be-
cause the netbooks were distributed at semester, it 
was possible to compare the differences that oc-
curred in student outcomes between the treatment 
and control groups between the first and second 
semesters. 

Three academic student outcomes for science 
class were used to measure and compare the dif-
ferences that occurred in the 162 total participants.  
These measures were:  pass/failure rates, term 
grades, and scores on unit or lab examinations.  
The differences in outcomes for each student be-
tween the first and second semesters were totaled 
and the averages from demographic groups were 
used for statistical analysis in addition to general 
control and treatment group comparisons.  

The demographic groups were defined eco-
nomically by high and low-income socioeconomic 
status based on student free and reduced lunch 
records.  Ethnic groups were defined either as 
minority (mostly Hispanic) or white.  

At the conclusion of the 2010-11 school year 

Third, digitalized resources 
promise a more personalized 

and student-centered 
method of instruction.

Combining both their 
actual experience and 
the existing conclusive 
research sources, solid 

direction and good advice is 
available to school principals 

and administrators.

The first reason for change 
is affordability.  
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and after five months (during the second semester) 
of true 1:1 implementation in the treatment sci-
ence classes, the significant findings were:

1. There were no consistent or significant 
differences in measured outcome between the 
group with no laptops (control) and the group 
assigned laptops (treatment) for any of the 
three academic measures of student outcome 
caused by 1:1 introduction.  In all large and 
often cited data reviews or meta-analysis on 1:1 
implementation, this is a similar trend in findings 
(Penuel, 2006; Bethel, Abrami, & Wade, 2009).   

Low-income white 
students significantly 
failed more classes and 
received lower grades 
after netbooks were 
introduced 1:1 than all 
other demographic and 
experimental groups 
studied.  This group 
performed shockingly 

different to the other socioeconomic and ethnic 
groups in addition to performing significantly 
different to its own control group of identical 
demographic composition.  

In the literature, similar findings were identi-
fied by researchers Ofer Malamud and Christian 
Pop-Eleches (2010) who studied the effects of 
a computer voucher program sponsored by the 
Romanian Ministry of Education.  The Romanian 
Government used a voucher system to provide 
home computers and internet access to students 
of low-income families.  Students receiving new 
computers were found to improve in measures of 
digital literacy and cognitive ability.  However, 
the students’ academic performances deterio-
rated.  Thus, it was concluded that students used 
the computers for nonacademic purposes and this 
distracted them from successfully completing 

their schoolwork 
(2010).  The work 
of Jacob Vigdor 
and Helen Ladd of 
Duke University 
supported these 
conclusions when 
they compared the 

academic performance of students from low-in-
come neighborhoods in North Carolina before and 
after their neighborhoods received internet access.  
They found that academic measures decreased 

after the internet became available to these neigh-
borhoods (2010).  Neither Malamud and Pop-El-
eches or Vigdor and Ladd concluded that students 
were becoming less smart with increased access 
to the internet, but they were apparently becoming 
distracted from their schoolwork by the internet.  
School administrators must watch that 1:1 imple-
mentations do not become more of a distraction 
than a support to student success.  

2. Ethnic minority students (mostly 
Hispanic) performed comparatively better on 
class grades and unit/lab examinations after 
the netbooks were introduced than the other 
demographic and experimental groups did.  It 
could be argued that the netbook should have been 
as distracting or new to the low-income minority 
student as it was for the low-income white 
student, but this was not supported in the compari-
sons of outcome measures.  The minority low-
income students with laptops outperformed white 
low-income students on all academic outcome 
measures and especially on the measure of 
common unit tests and lab examinations.  

From this important finding, two conclusions 
can be drawn.  First, the trend in this study is 
similar to the one identified by researchers Robert 
Fairlie and Rebecca London  (2009) that studied 
low-income college students in California that 
received a donated desktop computer.  They found 
that minority students were the only demographic 
group to experience improved academic perfor-
mance after the computer was introduced. White 
students increased their recreational computer 
time significantly (2009).  

The second important conclusion drawn for 
this measure is that the reasons and circumstance 
of poverty for minority students is different than 
white students. The minority low-income students 
responded positively on academic measures and 
the white low-income students responded nega-
tively.  Although it must be speculated as to why 
the groups responded the way they did, it can 
stated that the tendency is for varying demo-
graphic groups to respond differently.  Researcher 
and author Mark Warschauer theorized that the 
introduction of technology tends to magnify the 
effects of social conditions on social outcomes. 

Based on the findings from the Utah junior 
high school study, this was the case, as is evi-
denced by the positive reaction of the low-income 
minority student group and the extremely negative 
reaction by the low-income white students.  

Research was conducted that 
focused on 81 science students 
in a control group that did not 
use netbooks and 81 science 

students in a treatment group that 
received netbooks in a 1:1 ratio.

The minority low-income students 
with laptops outperformed white 

low-income students on all 
academic outcome measures.
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3. The students that had more than one 
pilot netbook class (Math, English, or Social 
Studies) and spent more time in 1:1 settings 
during the school day, achieved better term 
grades (a half-letter grade higher on average) 
in science than did students using netbooks 
only in their science class.  Other subjects were 
also included in the pilot at the school and not just 
the science classes in this case study.  The treat-
ment science students that had another netbook 
class performed a half-letter grade better (i.e. the 
difference between a B and B+) in science than 
those students that only used their netbooks for 
science.  Increased use and practice with the net-
book appeared to help students do better on aca-
demic outcomes for their netbook science class.  

This finding suggests a correlation between a 
lack of experience with digital technology and a 
student’s ability to demonstrate academic compe-
tency using digital technology.  

What can one conclude?
As instructional leaders and administrators, 

will we safely negotiate the perils and pitfalls 
associated with digital reformation or are we 
metaphorical lemmings that plunge our schools 
blindly over cliffs as we naively follow social 

trends?  The findings 
of this study do not 
and should not suggest 
that educational leaders 
resist 1:1 implementa-
tions.  As visionary and 
responsive instructional 
leaders, we are prepar-
ing students for the 
world they will live 

in and not the world we came from.  Students 
will need digital fluency to survive and succeed 
in post-secondary school education and in the 
21st century job market.  Strategies and support 
should be systemically in place to account for the 
different demographic backgrounds of students 
in a school community that may react differently 
to 1:1 implementation.  Students that spend more 
time using digital devices have an advantage in 
1:1 implementations.  All students can learn to 
be successful in the 1:1 environment if additional 
time and support are provided when needed.  It 
is possible that 1:1 implementation may help to 
bring increased equity to our system of educa-
tion.  However, other systemic support will also 
be needed so that 1:1 implementation does not do 
more harm than good.   
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WebQuests are computer-based, inquiry-
oriented activities that guide student learning 
through the use of the World Wide Web (Dodge, 
1995).  According to Dodge (2005), WebQuests 
are designed to “use learners’ time well, [in an 

effort] to focus on using 
information rather than 
looking for it, and to sup-
port learners’ thinking at the 
levels of analysis, synthesis 
and evaluation” (Maddux & 
Cummings, 2007). Research 
indicates that WebQuests 
have the ability to promote 

students’ critical thinking, knowledge application, 
and collaborative skills (Zheng, Perez, Williamson 
& Flygare, 2007).  Current research also sug-
gests that the technique of using well-developed 
WebQuests within the learning environment will 
benefit all students, no matter their academic level 
or dominant learning style.

 
Promotion of Higher Order Thinking Skills

WebQuests can be one of the most effec-
tive teaching strategies 
when teachers want to 
engage their students in 
higher order thinking skills 
(HOTS). As described by 
Dodge and March (1995), 

WebQuests incorporate a series of steps that when 
used correctly, engage the student in critical, 
logical, reflective, and meta-cognitive thinking. 
Promotion of these skills requires that the lessons 
presented to the students have clarity of commu-
nication, reduce ambiguity, and model multiple 
examples of applied thinking (Strickland, 2005). In 
addition, the lesson should be adaptable for diverse 
student needs (Skylar, Higgins & Boone, 2007). 

Fundamentals of an Effective WebQuest
By reviewing the elements in the creation of a 

WebQuest, clear links between concepts included 
in higher order thinking skills (HOTS) and the 
lesson are evident. As Polly and Ausband, (2009) 
state, HOTS is composed of “three categories: 
content thinking, critical thinking and creative 
thinking” (p. 29).  The first element within a 
WebQuest is the introduction to the lesson; this is 
student centered and prompts the student to reflect 
on the content area by providing topical back-
ground information. In a well-written WebQuest, 
the introduction should “set up” the activity for 
the student. The activity should be content driven 
with core standards, or state core requirements, as 
the foundation of the activity (Strickland, 2005). 
The introduction should also contain a fun, rivet-
ing, and attractive rationale for the task, in order 
to pique students’ interest in the completing the 
project (Halat, 2008). 

WebQuests: A Way to Foster Inquiry-
Based Learning for All Students

Dr. Ryan T. Miller, Alyssa McNulty & Cheryl A. Sneddon

Current research also suggests 
that the technique of using 
well-developed WebQuests 

within the learning environment 
will benefit all students.

The activity should be content 
driven with core standards, 
or state core requirements.
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The second step of a WebQuest is the task, 
or in other words: what will the student create 
throughout this process? It is the doable, the ac-
tion step and one of the elements at the top of the 

HOTS model. This 
task must propel 
the students’ past 
the analyzing and 
evaluating to creation 
(Polly & Ausband, 
2009). As Dodge 
points out, this is not 
a learning strategy to 
create a list of who’s 
who (1995. The 

task should “provide an engaging and complex 
backdrop” to weave knowledge around and upon 
which the student should reflect (Dodge, 2001, 
p. 9). In addition, Halat (2008) explains the roles 
and tasks should be based on real-life scenarios 

in order to inspire 
the students and 
spark their interest 
and creativity. 

The third 
step within the 
WebQuest process 
is the resources, 
or process step. 

It hits at the heart of critical thinking by utilizing 
resources that focus attention to the questions at 
hand. The student is not wasting time and ener-
gies by drafting aimlessly in a sea of web pages, 
overwhelmed and with no discernable goal, but 
the Internet links provided by the instructor are 
of high quality and embedded within the process 
(Vidoni & Maddux, 2002). Another element of 
HOTS, logical thinking, is introduced in this 
process step because the student is prompted to 
ask, “What web links and what content material 

in that link are 
the most logi-
cal to use to 
accomplish the 
task assigned.” 
If in fact the 
resources are 
orchestrated to-
ward the task, 

all or some of the links will contain the needed 
information the individual or group requires as a 
means to complete the task and create their own, 
authentic product. The students have to reflect on 

the task thus thinking logically about it. This pro-
cess of thinking logically, as Kelly (2000) points 
out, could be encouraged by a WebQuest planner 
that the students use to record the site and key ele-
ments of the site. This might also be implemented 
with bookmarking to aid a diverse student group 
not become overwhelmed, especially if English is 
their second language. This strategy is helpful for 
students with learning disabilities (LD) or English 
language learners (ELLs) who might need a writ-
ten planner or a tracking device to organize and 
reflect on their thoughts, especially if the Web-
Quest is long term. 

The process step is a guide for completing the 
task. The steps should drive the students to think, 
as Vidoni and Maddux point out, in “non linear, 
multifaceted ways” (2002, p. 110). For example, 
a middle school teacher created a WebQuest to 
investigate both sides of the American Civil War, 
and, through a series of web sites and specific 
guidance on how to analyze the materials on the 
sites, the students gained the skills to think very 
broadly about this conflict (Strickland, 2005). The 
content was covered but more importantly, the 
students gained an intense understanding of the 
complexities of the American Civil War. This type 
of multifaceted thinking is rarely accomplished 
through textbooks. 

The fourth step of the WebQuest process, 
the evaluation step, is necessary so students 
can reflect on their task, the process they used 
to accomplish it, and measure their work again 
either through a checklist or a rubric. This ele-
ment, again, is in line with HOTS as reflection 
is a major component in higher order thinking. A 
rubric used within the evaluation step can provide 
students with a self-reflective activity beyond just 
a review of what is expected to secure a score of a 
one or a five. The evaluation step should move the 
student toward a criterion and thinking about how 
the materials they selected fit within the criteria. 
This is a major element in Weinstein’s higher-
level thinking skills, which is highly coordinated 
with the WebQuest model (Vidoni & Maddux, 
2002; Zheng, et al. 2008).

The fifth and final step in a WebQuest is the 
conclusion. The conclusion will summarize the 
tasks involved. In addition, the conclusion will 
review what the students should take away from 
the process. This step should continue the learning 
process by encouraging the students’ to continue 
their inquiry, and to apply the higher order think-
ing skills to their continued acquisition of knowl-

If in fact the resources are 
orchestrated toward the task, all or 
some of the links will contain the 
needed information the individual 
or group requires as a means to 

complete the task and create 
their own, authentic product

The process step is a guide for 
completing the task. The steps should 
drive the students to think, as Vidoni 
and Maddux point out, in “non linear, 

multifaceted ways” (2002, p. 110

As a teacher becomes more familiar 
with the WebQuest process and 

more comfortable with their content, 
they should begin to modify existing 
WebQuests available on the Internet.
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edge (Dodge, 1995). 
Cautions on WebQuests, Implications for the 

Classroom, and Suggestions for Administrators
Competency 
Administrators need to be aware of the 

competence levels of their faculty. Strickland 
(2005), in a study of middle school students in a 
Texas history course found that for WebQuests 
to be an effective teaching strategy of content, 
the teacher must have a complete knowledge of 
the elements of a good WebQuest. The study’s 
conclusions include that teachers must have a firm 
footing in their pedagogy and look for credible 

sources, objective 
materials, and accurate 
and current web links 
(Strickland, 2005). A 
strong background in 
content and content 
pedagogy is a must! 
Teachers must know 
the content they teach 
and how to teach their 
particular content in 

order to create a valid WebQuest. For beginning 
teachers, the use of already created WebQuests is 
suggested. Zheng et al., (2007) study worked with 
the perceptions of teachers in regards to using 
WebQuests. The study found that teachers who do 
not understand the underlying and basic principles 
and constructs of WebQuests are confused in 
the design and implementation of the WebQuest 
process. As a teacher becomes more familiar with 
the WebQuest process and more comfortable 
with their content, they should begin to modify 
existing WebQuests on the Internet. Strickland 
(2005) and Skylar et al., (2007) suggest the best 

scenario is to modify 
WebQuests, such as 
the quests available at 
GardenQuest, until the 
instructor is comfort-
able with the model 
and can build a Web-
Quest from the ground 
up using the skills 

acquired during the modification process. Finally, 
with a high comfort level in the WebQuest pro-
cess and content pedagogical knowledge, teachers 
can begin to create their own WebQuests. 

Support
Administrators should provide an ongoing 

support system for teachers as integration of We-
bQuests into the curriculum could be difficult and 
teachers should be prepared (MacGregor & Lou, 
2004). Activities before and after a WebQuest are 
part of the scaffolding needed by students when 
involved in an inquiry or resource based learning 
strategy (Kelly, 2000; MacGregor & Lou, 2004). 
Students need to be supported with high quality 
instruction with built in layered and tiered learn-
ing strategies for the best overall student out-
come. No single educational strategy is a panacea 
for all the woes in the American classroom, but 
with well thought out support systems in place, 
WebQuests have a unique position from which to 
engage and build content knowledge and higher 
order thinking skills during the same lesson 
(Dodge, 1995; Kelly, 2000). 

Not every lesson needs be a WebQuest. How-
ever, it is another strategy in teachers toolboxes 
which can engage the learner. It is another way to 
build the skills needed for life beyond the class-
room (Skylar et al., 2007). Administration needs 
to be a support as teachers investigate and con-
duct learning with WebQuests. The authors sug-
gest training in the critical elements of WebQuest 
creation. Besides looking at the years of teaching, 
comfort and proficiency level of teachers in terms 
of content knowledge and pedagogical content 
knowledge, and comfort with the WebQuest 
process, administrators should provide inser-
vice and training for teachers, with a valid and 
accessible “go to person” if there are questions 
after the trainings. The unfortunate result of 
inservice professional development appears 
to be that very little transformation in teach-
ing and learning, with regard to technology 
has occurred (Schrum, Shelley, & Miller, 2008).  
Much of this is due to the lack of an adequate and 
ongoing support system.

Knowledge of WebQuests and Students
Administrators need to make sure teachers 

are conducting WebQuests in the same, consistent 
manner, where students can become comfortable 
with technology-based learning and the Web-
Quest process. This means that a single teacher 
follows the same process each time a WebQuest 
is utilized, and the entire faculty follows the 
same model. Without a good WebQuest design, 
well-structured time using technology, identifying 
strategies to be used by the learners, and concep-
tual, meta-cognitive and procedural scaffolding, 
WebQuests will not be effective any more than, 

Administrators should provide 
an ongoing support system 
for teachers as integration 

of WebQuests into the 
curriculum could be difficult and 

teachers should be prepared 
(MacGregor & Lou, 2004).

This means that a single teacher 
follows the same process 
each time a WebQuest is 

utilized, and the entire faculty 
follows the same model.
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any poorly executed text based lesson plan (Mac-
Gregor & Lou, 2004; Strickland, 2005).

Researchers highlight the importance of 
knowing the developmental levels and individual 
differences of students when creating WebQuests, 
especially when considering students with learn-
ing disabilities, as well as those who are gifted 
(Maddux& Cummings, 2007). For administrators, 

this is recognition 
of different class 
structures and the 
ability to sug-
gest that certain 
classrooms and/
or teachers do or 
do not integrate 
WebQuest learn-

ing into the curriculum. Some WebQuests can be 
far too advanced and contain too much aural and 
visual stimulation which can be distracting for 
some students with learning disabilities.  Equally, 
some WebQuest learning can be far too easy 
for gifted students who can review, analyze and 
synthesize the web information presented much 
quicker than their contemporaries (Schweizer & 
Kossow, 2007). 

Conclusion
As with all learning models, studies further 

expose their usefulness in the classroom. The 
WebQuests strategy is no different. The WebQuest 
model has several new studies on it underway; for 
example if you search on Google Scholar; there 
are currently 489 studies with WebQuest as the 
primary and/or secondary focus of the research. 
Theses studies, as well as several dissertation 
based on the inquiry-oriented model, will add 
more information on the usefulness of WebQuests 
in the classroom for a diverse student population. 
Several studies involving students with autism 
spectrum disorder (ASD) have used the Web-
Quest model with the students and it shows some 
very promising applications (Smith & Robinson, 
2003).  However, more research is needed on the 
specific concept of differentiating WebQuests 
on and the benefits of that differentiation on the 
higher-level thinking and learning processes. 

Some teachers will always find ways to 
engage the learners in their classrooms with 
technology. Using WebQuests will structure the 
use of technology and tailor it for a defined goal 
but with the added element of student centered 
higher order thinking skills being built throughout 

the lesson (Polly & Ausband, 2009). Teachers and 
administrators should not feel that this is not for 
their content area or school. WebQuest are useful 
throughout the K-12 experience. They are shown 
to support multi-level, interdisciplinary, authentic 
learning experiences when carefully crafted with 
appropriate scaffolding activities, an on-going 
support system, and teacher proficiency.  Ulti-
mately, teachers and administrators should utilize 
WebQuest learning that is mindful of the indi-
vidual student’s strengths and weaknesses in the 
diverse learning environment that is the modern 
classroom. 
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Teachers and staff at 
Kearns Junior High in Granite 
School District believe that 
all students can learn.  Kearns 
Jr. is having great successes 
with a new program called 
FLEX.  FLEX time is a 35 
minute block of time used to 
help students struggling with 
the concepts in the state core, 
as well as provide enrichment 

activi-
ties for 
those 
students 
who 
are learning.  Our goal with 
FLEX is to give students 
who need additional time 
the opportunity to work 

with their teachers during the school day. FLEX 
intervention gives students time to make up work 
for absences, get help with projects, and complete 

missing assignments. 
Students may also be 
required to attend a 
certain class that their 
teacher thinks they need 
extra time and assistance 
in, to master a concept.  

We believe that offering students this extra time to 
learn is a great benefit.  This program has helped 
to decrease students that are failing by 50%.

 At the end 
of first hour, students 
are given their current 
grades.  Students that 
are passing all classes 
have the opportunity 
to go to enrichment ac-
tivities.  Students can 

attend special activities such as: guest speakers 
on careers, open gym, movies, computer time 

to work on 
special proj-
ects,  time to 
participate in 
Jazz Band, 
Dance Com-

pany, MESA, service projects, 
and various topics teachers will 
offer such as special science labs, 
how to write computer games, and 
much more.  

 Students who have 
failed a summative test over a 
concept or who do not understand 
something being currently taught 
are asked to go see that teacher 
to be “re-taught” the information.  
Students are then given another 
opportunity to take the assessment.  
If a class is full, students can go 
to a computer lab and get help 
from other adults on that topic or 

they can make an appointment to see that teacher 
the next day.  Students who are below mastery in 
math, science, and Language Arts are assigned 
to skills classes during this time, which they go 
to daily.  Many students want help with math on 
a daily basis, and often the numbers exceed the 
ability to serve them in a single classroom with 
one teacher.  To help with this issue, 8th and 9th 
grade students needing help with math go to the 
library where several math teachers, Para profes-
sionals, peer tutors, and volunteers help teach 
students concepts they do not understand.  They 
also can use the computers to use programs like 
“Khan” academy that teach individual concepts.  
Seventh graders do the same thing in another area.  
It is very helpful if volunteers can come into your 
building to help students one on one during this 
time.

 In addition to the FLEX time, during 
the last week of the quarter, the whole school 
devotes a day to remediation/enrichment.  All 
students who are not passing all their classes are 
assigned to computer labs with teachers that help 
them “re-do” or complete work that is diminish-
ing their chance to pass the course.  Students stay 
with those teachers for the full day until work 
is completed, and they can re-take assessments.  
Students who have passed all their courses are 
offered enrichment activities that include field 
trips to colleges, Hollywood Connection, games at 
the park, fun assemblies, art activities, and guest 
speakers.  Adolescent students work hard to get 
their work done for increased “social” time with 

Our goal with FLEX is to give 
students who need additional 

time the opportunity to 
work with their teachers 
during the school day.

This program has helped 
to decrease students that 

are failing by 50%.

They also can use the 
computers to use programs 
like “Khan” academy that 
teach individual concepts. 

In addition to the FLEX time, during the 
last week of the quarter, the whole school 
devotes a day to remediation/enrichment. 

FLEX Time at Kearns Junior High
Kandace Barber
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their friends.  
 This program has been very rewarding 

for our school.  Students with their busy schedules 
can no longer stay after school for help.  This 
program offers more time for students to get help 

from their teachers dur-
ing the school day.  It is 
a rewarding experience 
for students that work 
hard.  It has helped to 
increase the number 

of students passing, thus helping them to have 
more credits and skills as they enter into high 
school. Learning does not stop after a poor grade 
on an assessment.  Students continue to work on 
core information. This structure demonstrates to 
teachers, students and parents the commitment of 
Kearns Junior to helping every student succeed.  
The students are very aware that their teachers are 
always there to help them and have created a very 
positive environment.  

Adolescent students work hard to 
get their work done for increased 
“social” time with their friends.  

Kandace Barber is Pr incipal  of  Kearns Junior High School  in Grani te 
School  Distr ict  and can be contacted kbarber@grani teschools.org.
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JAMIE: “I 
hate this 
class!  This is 
stupid!” 
TEACHER: 
“What did 
you say?  
Stop talking!”
JAMIE: 
“This is such 
bulls---!  Why 
are you al-
ways picking 
on me?”
TEACHER: 
“Get out now 
and go to the 
office!”

With that 
exchange, 
Jamie is off 
to the front 

office for a visit with an administrator.  Once 
there, Jamie slumps into the chair, with an all-
too-familiar defeated look. The reality that Jamie 
cannot win this battle will quickly set in, along 
with memories of past occurrences that resulted 

in parent 
phone calls, 
conferences, 
suspensions, 
lost privi-
leges, and 
disappointed 
parents. 

This 
scenario 
plays out in 
high schools 
across the 
country, of-
ten multiple 
times per 

school day.  However, the methods of dealing 
with such incidents vary from school to school 
and from administrator to administrator. All too 
often, the incident results in a removal from class 
for a prolonged period of time and all learning 
comes to an abrupt halt.  As a result, the very 
students who need the instruction time the most, 
end up finding themselves in a revolving door of 
suspended days, followed by the frustration of try-
ing to catch up with teachers who did not receive 
any form of closure from the initial incident.

In a short period of time, Granger High 
School, with the help of Utah State University’s 
Center for the School of the Future (CSF), has 
effected a significant change in school safety and 
discipline through the systematic implementation 
of a behavioral support system called Administra-
tive Intervention (AI).

 Consider these data: In the 2011-2012 aca-
demic year before implementing the program, 235 
Granger High School students were suspended 
for a total of 2,136 class periods, or a total of 
534 school days. In contrast, in the 2011-2012 
academic year, 179 students were suspended for a 
total of 1,036 class periods or 259 school days: a 
reduction of 52%. (See figures 1 & 2) 

 Fights have declined from 45 incidents in the 
2009-2010 academic year, to 39 in the 2010-2011 
year, to 19 incidents in the 2011-2012 year. (See 
figure 3) Anecdotally, the severity and nature of 

Teaching Behavior: How Granger High 
Cut Suspensions in Half

Robert E. Wessman & Ryan S. Oaks

The methods of dealing with such 
incidents vary from school to school and 

from administrator to administrator. The	  methods	  of	  dealing	  with	  such	  
incidents	  vary	  from	  school	  to	  
school	  and	  from	  administrator	  to	  
administrator.	  
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Teaching	  Behavior:	  How	  Granger	  High	  Cut	  Suspensions	  in	  Half	  
Robert	  E.	  Wessman	  	  

Ryan	  S.	  Oaks	  
	  
JAMIE:	  “I	  hate	  this	  class!	  	  This	  is	  stupid!”	  	  

TEACHER:	  “What	  did	  you	  say?	  	  Stop	  talking!”	  
JAMIE:	  “This	  is	  such	  bulls-‐-‐-‐!	  	  Why	  are	  you	  always	  picking	  on	  me?”	  
TEACHER:	  “Get	  out	  now	  and	  go	  to	  the	  office!”	  

	  
With	  that	  exchange,	  Jamie	  is	  off	  to	  the	  front	  office	  for	  a	  visit	  with	  an	  administrator.	  	  Once	  there,	  Jamie	  
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will	  quickly	  set	  in,	  along	  with	  memories	  of	  past	  occurrences	  that	  resulted	  in	  parent	  phone	  calls,	  
conferences,	  suspensions,	  lost	  
privileges,	  and	  disappointed	  

parents.	  	  

This	  scenario	  plays	  out	  in	  high	  
schools	  across	  the	  country,	  often	  
multiple	  times	  per	  school	  day.	  	  

However,	  the	  methods	  of	  dealing	  
with	  such	  incidents	  vary	  from	  
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In	  a	  short	  period	  of	  time,	  Granger	  High	  
School,	  with	  the	  help	  of	  Utah	  State	  
University’s	  Center	  for	  the	  School	  of	  

the	  Future	  (CSF),	  has	  effected	  a	  
significant	  change	  in	  school	  safety	  and	  
discipline	  through	  the	  systematic	  
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support	  system	  called	  Administrative	  
Intervention	  (AI).	  

	  	  

Fig. 1: Number of Students Suspended
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those incidents has shifted from large-scale fights 
(generally between males involved in gang-
affiliated rivalries) to relatively minor alterca-
tions driven by individual disagreements (80% of 
which are between females). (These data can be 
attributed in part to Administrative Intervention, 

in part to other strategies implemented in 2011-
2012).  As Granger High administrators departed 
from the old, disjointed system, remarkable 
changes have occurred. 

The old system
 In the old system (up to June of 2011), when 

a student misbehaved, the teacher sent the student 
down to the office to visit with a member of the 
administration. At that point the administrator 

would follow a number of possible steps, includ-
ing determining the nature and severity of the 
offense, conversing with the student, mediating 
any problems between individuals, involving 
law-enforcement, contacting home, dispensing 
a punishment (generally involving suspension), 
documenting the incident, and closing the loop 
by communicating with the teacher. At times, the 
issue prompted adjustment or addition to existing 
policy.

If students repeated the behavior, administra-
tors would increase the duration of the suspen-
sion, determine a more restrictive environment 
(loss of privileges), or increase the time spent in 
punishment (after school detention, for example). 
Over the course of the year, it became clear to the 
newly-installed administrative team that this pro-
cess suffered from severe limitations, adversely 
affecting nearly every stakeholder in the system.
 

Students
 Students suffered because of the inconsisten-

cy inherent in the process. At a high school, each 
student can have up to eight separate teachers 
with differing levels of tolerance and expectations 
for behaviors. In some cases those expectations 
were communicated appropriately, in other cases 
those expectations were kept somewhat hidden 
until the behavior surfaced with an adult.

 After the misbehavior, the student then 
found him or herself in the office. Some teach-
ers stopped class to walk students down, others 
would call for support, and others would send 
students on their own. Once they arrived at the 
office, the students would encounter a secretary, 
then wait to meet with a member of the admin-
istrative team (each with his or her own way of 
dealing with discipline).  During the meeting 
with the administrator, the student could receive 
a consequence or not, depending on the judgment 
of the administrator.

 In the end, whether the student learned 
the proper behavior or not was almost an af-
terthought. They did not get a chance to take 
responsibility for their mistakes, clear the air with 
their teacher, and were often left with a negative 
perception of school personnel. The number of 
mixed messages, inconsistencies, and inequities 
in the system were of great concern.
 

Teachers and staff
Teachers and adults in the building suffered 

from the process because it was not clear how to 
handle a discipline referral. A teacher was given 

The	  methods	  of	  dealing	  with	  such	  
incidents	  vary	  from	  school	  to	  
school	  and	  from	  administrator	  to	  
administrator.	  
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Teaching	  Behavior:	  How	  Granger	  High	  Cut	  Suspensions	  in	  Half	  
Robert	  E.	  Wessman	  	  

Ryan	  S.	  Oaks	  
	  
JAMIE:	  “I	  hate	  this	  class!	  	  This	  is	  stupid!”	  	  

TEACHER:	  “What	  did	  you	  say?	  	  Stop	  talking!”	  
JAMIE:	  “This	  is	  such	  bulls-‐-‐-‐!	  	  Why	  are	  you	  always	  picking	  on	  me?”	  
TEACHER:	  “Get	  out	  now	  and	  go	  to	  the	  office!”	  

	  
With	  that	  exchange,	  Jamie	  is	  off	  to	  the	  front	  office	  for	  a	  visit	  with	  an	  administrator.	  	  Once	  there,	  Jamie	  
slumps	  into	  the	  chair,	  with	  an	  all-‐too-‐familiar	  defeated	  look.	  The	  reality	  that	  Jamie	  cannot	  win	  this	  battle	  

will	  quickly	  set	  in,	  along	  with	  memories	  of	  past	  occurrences	  that	  resulted	  in	  parent	  phone	  calls,	  
conferences,	  suspensions,	  lost	  
privileges,	  and	  disappointed	  

parents.	  	  

This	  scenario	  plays	  out	  in	  high	  
schools	  across	  the	  country,	  often	  
multiple	  times	  per	  school	  day.	  	  

However,	  the	  methods	  of	  dealing	  
with	  such	  incidents	  vary	  from	  
school	  to	  school	  and	  from	  

administrator	  to	  administrator.	  
All	  too	  often,	  the	  incident	  results	  

in	  a	  removal	  from	  class	  for	  a	  
prolonged	  period	  of	  time	  and	  all	  
learning	  comes	  to	  an	  abrupt	  halt.	  	  

As	  a	  result,	  the	  very	  students	  who	  need	  the	  instruction	  
time	  the	  most,	  end	  up	  finding	  themselves	  in	  a	  revolving	  

door	  of	  suspended	  days,	  followed	  by	  the	  frustration	  of	  trying	  to	  catch	  up	  with	  teachers	  who	  did	  not	  

receive	  any	  form	  of	  closure	  from	  the	  initial	  incident.	  

In	  a	  short	  period	  of	  time,	  Granger	  High	  
School,	  with	  the	  help	  of	  Utah	  State	  
University’s	  Center	  for	  the	  School	  of	  

the	  Future	  (CSF),	  has	  effected	  a	  
significant	  change	  in	  school	  safety	  and	  
discipline	  through	  the	  systematic	  

implementation	  of	  a	  behavioral	  
support	  system	  called	  Administrative	  
Intervention	  (AI).	  

	  	  

Fig. 2

Fig. 3: Number of fights, 2009-presentFig.	  3:	  Number	  of	  fights,	  2009-‐present	  

	  

Fig.	  2:	  Number	  of	  periods	  missed	  due	  to	  suspension	  

Sep	   Oct	   Nov	   Dec	   Jan	   Feb	   Mar	   Apr	   May	  
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2010-‐11	   10	   7	   6	   2	   2	   6	   3	   2	   1	  
2011-‐12	   4	   2	   5	   0	   2	   0	   3	   2	   1	  
2012-‐2013	   1	   1	   2	  
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Student	  Safety:	  Fights	  

Consider	  these	  data:	  In	  the	  2011-‐2012	  academic	  year	  before	  implementing	  the	  program,	  235	  Granger	  
High	  School	  students	  were	  suspended	  for	  a	  total	  of	  2,136	  class	  periods,	  or	  a	  total	  of	  534	  school	  days.	  In	  

contrast,	  in	  the	  2011-‐2012	  academic	  
year,	  179	  students	  were	  suspended	  for	  a	  
total	  of	  1,036	  class	  periods	  or	  259	  school	  days:	  a	  reduction	  of	  52%.	  (See	  figures	  1	  &	  2)	  	  

	  	  
Fights	  have	  declined	  from	  45	  incidents	  in	  the	  2009-‐2010	  academic	  year,	  to	  39	  in	  the	  2010-‐2011	  year,	  to	  
19	  incidents	  in	  the	  2011-‐2012	  year.	  (See	  figure	  3)	  Anecdotally,	  the	  severity	  and	  nature	  of	  those	  incidents	  

has	  shifted	  from	  large-‐scale	  fights	  
(generally	  between	  males	  involved	  in	  
gang-‐affiliated	  rivalries)	  to	  relatively	  

minor	  altercations	  driven	  by	  individual	  
disagreements	  (80%	  of	  which	  are	  
between	  females).	  (These	  data	  can	  be	  

attributed	  in	  part	  to	  Administrative	  
Intervention,	  in	  part	  to	  other	  strategies	  
implemented	  in	  2011-‐2012).	  	  As	  

Granger	  High	  administrators	  departed	  
from	  the	  old,	  disjointed	  system,	  
remarkable	  changes	  have	  occurred.	  	  

	  	  
The	  old	  system	  

	  	  
In	  the	  old	  system	  (up	  to	  June	  of	  2011),	  
when	  a	  student	  misbehaved,	  the	  

teacher	  sent	  the	  student	  down	  to	  the	  office	  to	  visit	  with	  a	  
member	  of	  the	  administration.	  At	  that	  point	  the	  administrator	  would	  follow	  a	  number	  of	  possible	  steps,	  
including	  determining	  the	  nature	  and	  severity	  of	  the	  offense,	  conversing	  with	  the	  student,	  mediating	  

any	  problems	  between	  individuals,	  involving	  law-‐enforcement,	  contacting	  home,	  dispensing	  a	  
punishment	  (generally	  involving	  suspension),	  documenting	  the	  incident,	  and	  closing	  the	  loop	  by	  
communicating	  with	  the	  teacher.	  At	  times,	  the	  issue	  prompted	  adjustment	  or	  addition	  to	  existing	  policy.	  

	  
If	  students	  repeated	  the	  behavior,	  administrators	  would	  increase	  the	  duration	  of	  the	  suspension,	  
determine	  a	  more	  restrictive	  environment	  (loss	  of	  privileges),	  or	  increase	  the	  time	  spent	  in	  punishment	  

(after	  school	  detention,	  for	  example).	  Over	  the	  course	  of	  the	  year,	  it	  became	  clear	  to	  the	  newly-‐installed	  
administrative	  team	  that	  this	  process	  suffered	  from	  severe	  limitations,	  adversely	  affecting	  nearly	  every	  
stakeholder	  in	  the	  system.	  

	  	  
Students	  
	  	  

Students	  suffered	  because	  of	  the	  inconsistency	  inherent	  in	  the	  process.	  At	  a	  high	  school,	  each	  student	  
can	  have	  up	  to	  eight	  separate	  teachers	  with	  differing	  levels	  of	  tolerance	  and	  expectations	  for	  behaviors.	  
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basic guidelines to follow to handle behavioral 
issues, but did not have clear set of expectations 
for appropriate versus inappropriate referrals. On 
the one hand, some teachers might send too many 
students to the office for referrals, where another 

might never take 
advantage of 
appropriate office 
referrals, feeling 
that they might 

be perceived not to be able to manage their own 
classrooms. 

When these basic behavioral rules were not 
established appropriately, teachers often failed to 
handle basic disciplinary problems before they 
turned into major issues. At times, the adults in 

the building esca-
lated the problem.

Another prob-
lem that faced teach-
ers was inconsistent 
communication. At 
times the teacher 
would send a student 

to the office for referral and then not learn about 
the action an administrator took. Other times, a 
teacher might not agree with the consequence the 
student was given. In these situations, teachers felt 
frustrated by the lack of support from administra-
tors because the purposes, norms, and processes 
for discipline were never clearly outlined. There 
was often no closure to the issue, so repeated 
behavioral issues were common. 

Parents and families
Parents and guardians suffered from the sys-

tem because of how suspensions impact homes. 
Suspensions create more of an inconvenience for 
families than actually helping resolve the original 
misbehavior. School personnel assume a suspen-
sion communicates that school is a privilege and 
that students suspended from school will come 
back at the end of the suspension a little more 
repentant and humble. The reality is that without 
explicit teaching, students do not automatically 
learn from a suspension. In fact, at times suspen-
sions create conflict at home without resolving the 
problem.

Administration
Administration suffered from the process 

because so much was left up to subjectivity and 
chance. An administrator would need to decide 
how to solve student problems and be as fair as 
possible. But without a consistent protocol in 
place, administrators were too often left to their 
own biases and methods of disciplining. 

In addition, administrators could needlessly 
escalate an issue when faced with a particularly 
disrespectful student, rather than handling the 
situation according to best practices. Then, the 
consequence selected may not fully resolve the 
teacher concern. The tendency in many cases was 
to attempt to change student behavior by looking 
for a bigger stick or a stronger punishment.
 

The philosophy of behavioral change
Granger administrators and faculty needed 

a new way to think about misbehavior.  A math 
teacher, for example, would never say “you got 
that math problem wrong, so you’re suspended 
until you can come back and get it right.” Instead, 
the educator would teach, model, and practice the 
skill with the student, then scaffold until he or she 
could do it independently.

So the antidote to misbehavior is teaching. 
More specifically, teaching skills in the moment, 
when presented with an appropriate opportunity. 

So the antidote to misbehavior 
is teaching.

In the teaching phase, the 
administrator uses knowledge of the 

misbehavior and an idea of which 
skills need to be learned and begins 

teaching the correct behavior.

In	  the	  teaching	  phase,	  the	  
administrator	  uses	  knowledge	  of	  
the	  misbehavior	  and	  an	  idea	  of	  
which	  skills	  need	  to	  be	  learned	  
and	  begins	  teaching	  the	  correct	  
behavior.	  

In	  the	  reentry	  phase	  the	  administrator	  
prepares	  to	  return	  the	  student	  to	  the	  

classroom.	  

Fig.	  4:	  Administrative	  Intervention	  process.	  (Black,	  Downs	  &	  Wells,	  2012)	  
	  

The	  consequences	  vary	  depending	  on	  the	  particular	  situation	  or	  needs	  of	  the	  student.	  Consequences	  
can	  range	  from	  a	  simple	  contract	  to	  a	  project	  for	  the	  student	  to	  

complete.	  At	  Granger,	  administrators	  have	  developed	  a	  series	  
of	  essay	  prompts	  for	  common	  situations	  that	  require	  a	  
student's	  reflection	  on	  the	  impact	  of	  his	  or	  her	  actions.	  In	  other	  

cases,	  students	  are	  required	  to	  clean	  up	  messes	  they	  have	  
made,	  or	  to	  face	  students	  with	  whom	  they	  have	  disagreed.	  The	  

consequence	  is	  almost	  always	  mildly	  unpleasant	  because	  it	  
requires	  a	  student	  to	  take	  responsibility	  for	  his	  or	  her	  actions.	  	  

	  

Suspension	  from	  school	  can	  still	  

be	  utilized	  in	  the	  process,	  though	  
the	  purpose	  of	  a	  suspension	  is	  
narrowly	  interpreted.	  A	  

suspension	  is	  given	  when	  a	  
student	  continues	  to	  exhibit	  
defiance	  and	  needs	  a	  cooling-‐off	  

period	  before	  returning	  to	  school.	  
Additionally,	  sometimes	  district	  
policy	  requires	  suspension	  for	  

certain	  offenses	  (safe	  school	  
violations,	  mainly).	  But	  a	  
suspension	  is	  not	  a	  punishment,	  

it	  is	  a	  tool	  for	  regaining	  
composure	  and	  instructional	  
control.	  

	  
In	  the	  reentry	  phase	  the	  
administrator	  prepares	  to	  return	  

the	  student	  to	  the	  classroom.	  At	  
Granger,	  students	  must	  take	  
responsibility	  for	  their	  actions	  

and	  fix	  their	  mistakes	  with	  an	  
apology	  to	  the	  teacher.	  The	  

administrator	  teaches	  the	  
student	  how	  to	  apologize,	  then	  
practices	  an	  apology	  with	  the	  

student.	  The	  administrator	  
returns	  the	  student	  to	  the	  teacher	  and	  brokers	  a	  private	  apology	  between	  the	  student	  and	  teacher.	  The	  
teacher	  is	  instructed	  to	  accept	  the	  apology	  unless	  the	  administrator	  steps	  in	  to	  correct	  an	  insincere	  or	  

unacceptable	  apology.	  	  

Fig. 4: Administrative Intervention process. (Black, Downs & Wells, 2012)
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This approach is supported by behavioral research 
that suggests four critical conditions for learning:

Clear expectations
Trusting relationships
Opportunities to develop and practice 
      critical social and academic skills
Rewards and recognition 
These conditions account for 67% of vari-

ance for high student 
achievement (West, 
Smith & Taylor, 2004).

Granger person-
nel began to focus 
on behavioral skill 

building, and phased in a systematic approach 
to teach and practice behavior. Serendipitously, 
the focus on developing behavioral skills in the 
Administrative Intervention system has resulted in 
clearer expectations, more trusting relationships, 
higher classroom expectations, and more effective 
rewards systems.

Administrative Intervention
Administrative Intervention, developed by 

Boys Town directors John Downs and Don Black, 
was developed as an answer to teaching at-risk 
and delinquent students the behaviors they would 
need to become successful in their lives. The sys-
tem 1) defines which events require administrator 
involvement and 2) outlines a set of procedures 
and responsibilities for teaching those behaviors.

Instructional control
Administrative Intervention defines when a 

student is out of instructional control. A teacher’s 
job is to teach tier one academic and behavioral 
skills and maintain control of the classroom. A 
teacher’s role in the Administrative Intervention 
program is to remove students who are out of 
instructional control and get them to the office. 
A student is defined as being out of instructional 
control in three cases:

 A major incident (e.g. weapons, fights, drugs/
alcohol): These incidents are usually fairly obvi-
ous and require that a teacher get a student to the 
office as quickly as possible.

 An escalation (e.g. swearing at a teacher, 
losing a temper, loudly refusing to follow instruc-
tions): These incidents occur when a student 
responds to a teacher in a blatantly defiant way.  

Chronic minor misbehavior (e.g. sleeping 

in class, using electronic devices during instruc-
tional time, interrupting): An office referral would 
occur only after a teacher had been unsuccessful 
in resolving a minor behavioral issue by him or 
herself.

The goal is for educators to simultaneously 
maintain high academic expectations and low 
tolerances for misbehavior in the classroom. 

An office referral
Once a student is determined to be out of 

instructional control, the student is moved through 
an office referral process (fig. 4). This process 
goes through three phases: the entry phase, the 
teaching phase, and the re-entry phase.

In the entry phase, a teacher notifies office 
staff that a student has been sent to the office and 
is effectively “fired” from the job. If the student 
is out of control, the administrator goes through 
a process to de-escalate and calm the student in 
preparation for teaching. Once the student gains 
“gross control” and is in a frame of mind to be 
taught, the administrator visits with the teacher to 
get a play-by-play of what occurred, and prepares 
the teacher for the student’s eventual re-entry into 
the class.

In the teaching phase, the administrator uses 
knowledge of the misbehavior and an idea of 
which skills need to be learned and begins teach-
ing the correct behavior. In this phase, the admin-
istrator takes the student through the problem, 
teaches the correct behavior, practices the correct 
behavior, and then engages in corrective teaching 
to solve the problem. After clear expectations for 
appropriate behavior are learned and understood, 
the administrator gives a consequence, typically 
involving a contract.

The consequences vary depending on the 
particular situation or needs of the student. Con-
sequences can range from a simple contract to a 
project for the student to complete. At Granger, 
administrators have developed a series of essay 
prompts for common situations that require a 
student’s reflection on the impact of his or her ac-
tions. In other cases, students are required to clean 
up messes they have made, or to face students 
with whom they have disagreed. The consequence 
is almost always mildly unpleasant because it 
requires a student to take responsibility for his or 
her actions. 

Suspension from school can still be utilized 

In the reentry phase the 
administrator prepares to return 

the student to the classroom.
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in the process, though the purpose of a suspen-
sion is narrowly interpreted. A suspension is given 
when a student continues to exhibit defiance and 
needs a cooling-off period before returning to 

school. Addi-
tionally, some-
times district 
policy requires 
suspension for 
certain offenses 
(safe school 
violations, 

mainly). But a suspension is not a punishment, it 
is a tool for regaining composure and instructional 
control.

In the reentry phase the administrator pre-
pares to return the student to the classroom. At 
Granger, students must take responsibility for 
their actions and fix their mistakes with an apol-
ogy to the teacher. The administrator teaches the 
student how to apologize, then practices an apol-
ogy with the student. The administrator returns 
the student to the teacher and brokers a private 
apology between the student and teacher. The 
teacher is instructed to accept the apology unless 
the administrator steps in to correct an insincere 
or unacceptable apology. 

With the problem resolved, the student is 
responsible to make up any work missed. The 
teacher is given the instruction to maintain low 
tolerances for bad behavior (especially the same 
misbehavior for which the student received the 
referral) to ensure that the student’s issue is 
completely resolved. The administrator then docu-
ments the case.

 
Implementation

 In order to implement the system, the Center 
for the School of the Future (CSF) facilitated 
a two-day training for administrators and para-
educators who would be involved in teaching 
behavior. The training centered on the process 
of administrative intervention, with participants 
practicing and role-playing office referral situa-
tions. In the week prior to school, faculty and staff 
were trained on their role in the process, including 
how to make an appropriate office referral, and 
how to avoid unnecessary escalations. Specific 
strategies for preventing classroom misbehavior 
were presented at a later training event.

At Granger, administrators moved from a 
paper-based method for tracking disciplinary inci-
dents to a web-based form and spreadsheet. They 
also continued to utilize Granite District’s student 
information system for documenting major disci-
plinary actions.

What Granger administrators learned
Initially the administrative team was con-

cerned about the amount of time that would 
be spent in office referrals. At first, fears were 
realized when the average office visit for the first 
part of the year lasted around 15 minutes. As time 
went on, however, administrators were able to 
discover ways to find efficiencies in the process 
and handle some situations more quickly while 
still following the process with fidelity. Yet when 
steps were missed, the discipline referral process 
resulted in repeat misbehavior and a more difficult 
process.

Prior to implementation, administrators were 
concerned that perhaps the consequences from the 
Administrative Intervention process were not suf-
ficiently strict. What they found was exactly the 
opposite. In many cases, students would rather be 
sent home on a suspension than face their mis-
takes and have to apologize for their misbehavior. 
Once they go through the process, though, stu-
dents are praised and feel a sense of accomplish-
ment for handling mistakes maturely. It has been 
a humane, respectful way to approach potentially 
damaging situations.

The apology has been highly beneficial. Since 
it is not a consequence, but is a necessary part of 
the process, it serves two critical functions. First, 
it allows a student to vocalize their commitment 
to change, and it gives closure to an incident for 
both the student and teacher. This closure allows 
the student to be welcomed back to full status in 
class. It allows a teacher also to express confi-
dence in the student. The administrative team 
has been pleasantly surprised to observe stronger 
relationships come as a result of AI. 

Lastly, the collaborative relationship between 
administrators and teachers has deepened through 
consistent protocols and processes. With shared 
expectations and greater unity in dealing with 
students, the faculty and administration have been 
able to work together to bring students to greater 
skills and achievement. 

In the entry phase, a teacher 
notifies office staff that a student 
has been sent to the office and is 

effectively “fired” from the job.
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Robert  Wessman is Assistant Pr incipal  at  Granger High.  
He can be reached at  rwessman@grani teschools.org.

Ryan Oaks is Assistant Pr incipal  at  Granger High.  
He can be reached at  roaks@grani teschools.org
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Last spring Tooele Junior High School be-
came the tenth middle school in Utah to receive 

the designation of 
a Utah School to 
Watch and receive 
national recogni-
tion for the great 
things we are 
doing for middle 
level students.  On 
April 30, 2012, 
we held a school-
wide “Celebration 
of Success”.  We 
purchased purple 

t-shirts with the Schools to Watch logo for every 
student, faculty, and staff member in the building.  
It was awesome to see the sea of purple as stu-
dents, faculty, and staff entered the gymnasium to 

celebrate our accom-
plishment.  We were 
joined by several dig-
nitaries from the city 
of Tooele and state 
and district personnel.  
Our orchestra per-
formed and principal, 

Larry Abraham, received a plaque and banner to 
be hung in the front of the school for all to see.

 In June a team of teachers, a counselor, 
and administrators flew to Washington, D.C. to 
attend the Schools to Watch national conference 
and again receive recognition for the several years 
of reform that we have gone through to implement 
programs and incentives to promote academic 
achievement in our middle school students.  The 
focus is no longer on the teacher but on individual 
students and what they need to help them suc-
ceed.  Not only was this team who went to D.C. 
able to network and learn from other nationally 
recognized schools to watch, but they also had the 
opportunity to share what they had learned along 
the way and share some of their insights and wis-
dom.  We had the opportunity to visit the capitol 
and visit with Representative Rob Bishop and to 
thank him for being an advocate for education and 
to ask him to please continue to provide the much 

needed funding and support.  
 The motto of Tooele Junior High is 

“Every Student Will Learn.”  To that end we have 
implemented several new programs in the past 
few years.  Four years ago we began creating 
Professional Learning Communities under the di-
rection of Tooele School District’s Superintendent 
Terry Linares.  Our first teams were the Leader-
ship Team, a Schools to Watch Team, a UBI team, 
Grade Level Teams, and Department Teams.  
Three years ago we added Interdisciplinary teams 
made up of a language arts and a science teacher, 
and the next year we added a social studies teach-
er and then a math teacher. We now have houses 
made up of the four CORE teachers.  Students are 
randomly assigned to houses, and teachers share 
the same students and work collaboratively on 
curriculum and discipline.  

We have 43 minute class periods with five 
minutes passing time and two 25 minute lunches.  
During the two lunches we run an intervention 
called Success Academy where students who are 
at least two assignments behind in a class have 
the opportunity to eat a sack lunch in a teacher’s 
classroom and complete the assignments.  We 
have a 25 minute advisory on Monday and a 30 
minute intervention Tuesday through Friday.  Stu-
dents are expected to achieve at least 70% mas-
tery of all skills and concepts taught in all classes, 
and the intervention period provides teachers the 
opportunity to reteach these skills and concepts to 
students who need extra time and help. Students 
who do not need reteaching have the opportunity 
to choose activities to participate in activities 
such as dodge ball in the gym, a movie in the 
AV room, Karaoke, Fun Food Friday, hair and 
nails, computer games, robotics, science experi-
ments, book talks, or spelling bee.  Participation 
in these programs is mandatory, not voluntary, and 
through these programs, time is provided during 
the school day for students to receive additional 
instruction to master the curriculum.  

 When we became part of the state’s 
ABC/UBI program we learned how important it 
is to recognize not only students for their suc-
cessful attempts to follow school rules and master 
the curriculum but also the teachers and staff.  As 

Interventions, Recognition, Celebration
Larry Abraham & Tamara Crookston

We had the opportunity to 
visit the capitol and visit with 

Representative Rob Bishop and to 
thank him for being an advocate 
for education and to ask him to 
please continue to provide the 

much needed funding and support.  

It was awesome to see the sea of 
purple as students, faculty, and 
staff entered the gymnasium to 
celebrate our accomplishment.
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teachers observe students following school rules 
or scoring really well on an assignment or assess-
ment, they hand the student a FAST Pass.  The 
FAST pass is then turned in and used in drawings 
for prizes and participation in special activities.  
Fast passes are also drawn at faculty meetings to 
recognize teachers.  

The focus in our school has shifted from 
the teachers and what they are teaching to the 

students and 
what they are 
learning.  This 
has created a 
paradigm shift 
in lesson 
planning and 
policy making. 

It has meant meetings, professional development, 
and planning time.  It has created the need for 
teamwork and teambuilding.  Creating the houses 
and their names, mottos, and signs has helped 

Tooele Junior High celebrate the successes of all 
responsible parties.  Our purple t-shirts symbolize 
celebration of the progress.  Just as it is important 
to celebrate the important occasions in life, it is 
important to celebrate the successes in school.  
Success and celebration breed pride and owner-
ship which breeds more success.

As educators our goal is to provide the 
best possible, most accessible education for our 
students to that they can succeed and become 
the leaders of the future and that is what we do 
everyday.  We know we are doing the right things 
and doing them well; it is nice to be recognized.  
We plan to become better and stronger every year 
and improve our efforts to educate not just some, 
but all.  Every student will learn and deserves the 
time, attention, and instruction that will foster a 
love of life-long learning.  We are proud to know 
that we are on the right path to helping students 
achieve their potential.

Larry Abraham is Pr incipal  of  Tooele Junior High School  in Tooele 
School  Distr ict  and can be contacted at  labraham@tooeleschools.org.

Tamara Crookston is an Engl ish Language Arts teacher  at  Tooele 
Junior High School  in Tooele School  Distr ict  and can be contacted at 

tcrookston@tooeleschools.org.

Through these programs, time is 
provided during the school day 

for students to receive additional 
instruction to master the curriculum
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A new principal was recently assigned to my 
school. Upon meeting her, I was impressed with 
her positive demeanor and how she interacted 
with faculty and staff. I was particularly struck 
with how she complimented me on the work I 
had accomplished over the summer. Her positive 
comments made me feel validated and part of the 
administrative team. I continued to observe the 
principal’s interactions with various people as the 
year progressed. Each time the principal posi-
tively interacted with someone who was having a 
problem or who was being resistant to change, the 
person would react to the positive external moti-

vator by softening 
his or her position, 
helping the principal 
work through issues 
that otherwise would 
have been difficult 
to handle. 

Within a school 
setting, most educa-
tors agree that posi-
tive reinforcement 

is vital to student success and behavior manage-
ment. Helping students through positive interac-
tions teaches them the healthy adult behaviors we 

would like them to 
demonstrate when 
they grow up. Yet, 
how do we deal 
with grownups that 
are negative and 
resistant?  Often 
times, we encoun-
ter colleagues who 
seem to do noth-

ing but complain about one subject to the next; 
teachers who refuse to “play well with others,” 

and those that resist 
any type of change. 
Positive behavioral 
interventions and 
supports are the key 
to unlocking the 

potential in 
us all. 

When 
observing 
teachers, 
principals 
are able to 
do simple 
things to help 
teachers feel 
validated 
and receive 
the type of 
feedback that 
is helpful 
and motivat-

ing. B.F. Skinner, the behaviorist who posited the 
theory of operant conditioning said that, internal 
motivation is not enough, that external motivators 
work much more effectively when trying to get 
people to change their behaviors. Teachers have 
known for years that external motivators help to 
direct behavior in a classroom setting; however, 
the practical application of putting positive behav-
ioral supports in motion may elude some when 
dealing with adults. 

We all respond to negative and positive 
feedback. When I’m dieting, the positive feedback 
I receive from the scale when I lose weight spurs 
me to continue my weight loss efforts. Converse-
ly, when I gain weight, that negative feedback 
keeps me in check and helps me to avoid overeat-
ing. It is how I choose to interpret the feedback 
that is the key to my success. How often do teach-
ers receive positive and negative feedback in your 
school? Research suggests that positive feedback 
or external motivation is a much more effective 
tool when trying to change behavior. For example, 
I worked with a teacher who had the reputation 
of being rigid and negative. I received a com-
plaint from a parent and made time to observe the 
teacher. There were many negative things I could 
have pointed out about the teacher’s practice; 
however, I noticed that she was teaching her les-
son by telling stories to the students. 

Observing Teacher Potential: Positive
Supports for Improved Practice

Matthew Graham

When observing teachers, 
principals are able to do 

simple things to help teachers 
feel validated and receive 

the type of feedback that is 
helpful and motivating.

By putting the teacher at ease 
with positive feedback, we were 

able to have a deliberate and 
insightful conversation about 
other aspects of her teaching.

Positive behavioral interventions 
and supports are the key to 

unlocking the potential in us all.
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When I approached the teacher to debrief 
with her, I could tell that she was ready for a con-
frontation. I began by complimenting the teacher 
on the nice way she used stories to connect with 
her students. A big smile formed on her face and 
she thanked me for pointing out to her what she 
had done well. I made a point of stating a few 

other positives I 
had observed. By 
putting the teacher 
at ease with posi-
tive feedback, we 
were able to have 
a deliberate and 
insightful conver-

sation about other aspects of her teaching that I 
otherwise may not have been able to address if I 
had taken a more negative approach. 

In the book, Influencer: The Power to Change 
Anything by Patterson, Grenny, Maxfield, McMil-

lan, and Switzler 
(2008), the be-
haviorist Albert 
Bandura is quoted 
as saying that, “The 
most common tool 
we use to change 
others’ expectations 
is the use of verbal 
persuasion.” Princi-
pals are in a unique 

position to influence teachers by using statements 
that offset the negative and emphasize the posi-
tive.  In my district, principals observe teachers 
and collect various types of data based on a set 
of guidelines outlined in the book Help Teachers 
Engage Students: Action tools for administra-
tors by Brinkman, Forlini and Williams (2009). 
One of the most common observation tools used 
in the book is a form based on student engage-
ment. Instead of observing teachers, administra-
tors watch the students and record the amount 
and types of engagement in the classroom. When 

debriefing with 
teachers, a principal 
can use an effective 
verbal persuasion 
technique called a 
contrasting state-
ment to state what 
he or she does not 
want and what he 
or she does want. 

For example, I was working with a teacher who 
thought I was visiting her classroom often in order 
to catch her doing something she was not sup-
posed to be doing. When I sat down to debrief 
with her, I began to verbally persuade by stating 
that I did not want her to think that I was trying 
to entrap her; however, I did want her to know 
that I would be using the student engagement 
data from my observations to talk to her about 
her practice and what she thought she could do to 
improve. I’ve learned that starting with what you 
do not want allows the person to understand your 
personal stance and then, in clarifying what you 
do want afterwards, you set up the positive tone 
for the conversation to proceed. 

Setting up a conversation with a contrasting 
statement allows the person with whom you are 
speaking to feel safe – and feeling safe is the key 
to having a meaningful, positive and productive 
conversation. Observations are personal critiques 
on how one is performing. Criticism can often feel 
like an attack. Using a technique to present what 
you do not want to convey first and then using the 
positive to reinforce what is to be accomplished, 
moves the person being critiqued from an unsafe 
to a safe position. Being in a safe stance allows 
someone to truly understand what you are trying 
to say without misinterpreting the meaning or 
reading into what is not being said. This technique 
is used often by masterful communicators who 

Principals are in a unique position 
to influence teachers by using 

statements that offset the negative 
and emphasize the positive

Setting up a conversation with a 
contrasting statement allows the 

person with whom you are speaking 
to feel safe – and feeling safe is the 
key to having a meaningful, positive 

and productive conversation.

I’ve learned that starting with 
what you do not want allows the 

person to understand your personal 
stance and then, in clarifying 
what you do want afterwards, 

you set up the positive tone for 
the conversation to proceed. 
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connect with others by relating in a colloquial 
context. Humans have been taught in parables and 
through oral traditions for centuries and experts 
agree that story telling is an excellent teaching 
tool. When principals use stories and share experi-
ences to preface and prepare a teacher to be open 

to having a conversa-
tion about what the 
principal observed in 
the teacher’s class-
room, the teacher has 
a chance to really 
listen, absorb and 
process. 

Observations 
are a part of teaching; however, if we can help 
teachers understand that, just as a piano student 
receives immediate feedback from a teacher when 
playing a piece, so should teachers receive im-
mediate feedback when teaching a lesson. First 
teachers must be familiar with the performance 
standards their school district has set up. In order 
to do this in my own school, teachers were given 
the standards (observation criteria) to know what 
we were looking for when being observed. We use 
drop in tools to habituate the teachers to the obser-
vation process. On the drop in tool, eight engage-
ment skills are emphasized: 

Expectations
Attention Prompts
Proximity
Cueing 
Signals
Time Limits
Tasking
Voice
The “big eight” are targets that help teachers 

focus their practice. When observing teachers, ad-
ministrators look for 
these eight strategies 
to make sure that best 
practices are happen-
ing in the classroom. 
After the teacher has 
been observed, the 
administrator leaves a 
note on the teacher’s 
desk. On the note, 
there is a “polisher” 

and a “keeper.” A polisher is feedback about one 
of the eight strategies that could be improved. A 
keeper is something the teacher does well. This 
type of feedback is intended to be immediate and 

reinforcing – a positive support. 
After the principal has given the polisher/

keeper note, he or she sets up a time with the 
teacher to debrief. During a debriefing, the ad-
ministrator presents the data collected and takes 

It is important to note that 
when consulting, coaching or 
evaluating, principals should 

take a positive approach.

Once principals achieve this 
type of synergy in conversations, 
they will truly move beyond the 
superficial and get to the heart 

of what needs to be said without 
worrying that the teacher will 
be offended or put on guard.
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Matthew Graham is Assistant Pr incipal  at  Eisenhower Junior High 
School  in Grani te School  Distr ict  and can be contacted at 

mgraham@grani teschools.org.

one of three stances depending on what is needed. 
These stances are: 

Consulting
Coaching
Evaluating
When consulting, a principal may use verbal 

persuasion to help a teacher by sharing what 
other teachers have tried or by suggesting what 
he or she has done in the past in similar situa-
tions. Coaching is reserved for more experienced 
teachers who intuitively may know the answer to 
solving their problem and need nudging by asking 
guided questions on how he or she would solve 
the issue. An evaluative stance is needed when 
teachers need to be told what to do either due to 
lack of experience or a breech in best practice. 
Often times, consulting and coaching go hand in 
hand for teachers who are experienced, but are 
having difficulty figuring out how to resolve a 
situation. It is important to note that when consult-
ing, coaching or evaluating, principals should take 
a positive approach.

In the book Crucial Conversations: Tools 
for Talking When Stakes Are High by Patterson, 
Grenny, McMillan and Switzler (2002), the 
authors state that, “The pool of shared meaning is 
synergy.” When principals share meaning through 
contrasting statements and stories, they set a tone 
that invites the teacher to be an active participant 
in the conversation instead of just a receiver of 

information. Once principals achieve this type of 
synergy in conversations, they will truly move 
beyond the superficial and get to the heart of what 
needs to be said without worrying that the teacher 
will be offended or put on guard.

It goes without saying that a majority of 
people respond to positives. Principals who ob-
serve teachers and use positive feedback will have 
more success dealing with resistant or negative 
teachers.  The use of contrasting statements set 
teachers at ease and emphasize the positive. Using 
stories and relating to others using verbal persua-
sion techniques allows receivers to adjust their 
thinking throughout the process to be more open 
and honest; thereby, feeling safe and ready to have 
the type of productive communications that help 
teachers move towards best practice.  
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The landscape of educa-
tion is constant in one respect 
… change!  In my short career 
as an educator, I’ve seen the 
carousel of programs go round 
and round.  With all the changes 
we see in education, one thing 
remains constant; a skillful 
teacher has the biggest impact 
on student learning.  Our state 
has recognized the importance 
of having qualified, skillful 
teachers.  In their efforts to 
assure each student has access 
to these teachers, Senate Bill 
64 (http://le.utah.gov/~2012/
bills /sbillint/ sb0064.pdf) was created and passed.  
While the politics of this bill has pushed some 
buttons (it’s kind of fun to bring this up in the 
faculty room during lunch and see the sparks fly), 
it has placed a huge focus on teacher evaluations.  

Because these evalu-
ations have become 
a “high stakes” test 
for teachers, it has in-
creased the importance 
of administers creat-
ing and maintaining 

a culture of learning and collegiality among our 
teachers, while still giving accurate and honest 
feedback.

Evaluations can be a tense experience.  
Teachers get nervous and anxious, as the evalu-
ation has a direct bearing on their continued 
employment.   They may shut themselves down to 
hearing constructive criticism and take the evalu-
ations personally.  Administrators may be tempted 
to “inflate” an evaluation in order to avoid an 
uncomfortable situation or hurt feelings.  We may 
also want to use the evaluation to begin termina-
tion procedures.  Without specific efforts on the 
part of administration, what could be a valuable 
learning experience for teachers may do more 
damage than good.  These efforts should focus on 
the culture with your faculty.

Dufour, DuFour, and Eaker (p.90) define cul-
ture as “the assumptions, beliefs, values, expecta-

tions, and habits that constitute 
the norm for that organization.”  
It is important for administra-
tors to know the culture of their 
schools and honestly address 
culture.  How would someone 
observing describe the culture 
with your faculty?  Is there a 
teamwork feeling between teach-
ers and administrators?  Or is the 
relationship more adversarial?  

Specific focus and efforts 
have to made in order to change 
and/or maintain a culture.  At 
Desert Hills High School, our 
administrative team has been try-

ing to strengthen our culture for teacher improve-
ment by doing the following:

Focus on teacher learning
Provide a safety net
Put in the time!
Focus on Teacher Learning
Just as we ask our teachers to commit to 

student learning, our focus as instructional lead-
ers in our schools has to be on teacher learning.  
John Hattie, in his meta-analysis of over 500,000 
studies on the influences of student achievement, 
declares, “… excellence in teaching is the single 
most powerful influence on achievement” (p. 4).  
He further explains it isn’t just teachers who influ-
ence student achievement more as he writes, “…
it is excellence (emphasis added) in teachers that 
make the greatest differences, not just teachers” 
(p. 4).   By using our evaluation tools as an oppor-
tunity to identify areas of growth for our teachers, 
we can help them set goals for improvement.  This 
requires us to be honest in our evaluations.  While 
that honesty can be difficult, when we emphasize 
over and over that we are focused on the teachers’ 
learning, our faculty understands we are trying 
to help them improve and all become “excellent” 
teachers.

Provide a Safety Net
Learning is making mistakes, just less and 

less often.  That is why teachers give students 
practice before tests, why we write rough drafts 
before a final copy, and why a culture of improve-

Changing Landscape at 
Desert Hills High School

Rusty Taylor

Learning is making mistakes, 
just less and less often.  That
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ment in essential in teacher evaluations.  Innova-
tion is the lifeblood of excellent teachers, and as 
administrators we have to encourage and support 
teachers’ efforts to try new things.  If we are us-
ing evaluations as tools to begin the termination 
process, teachers will make sure they don’t “mess 
up” and the status quo will reign.  Instead, if our 
evaluations provide accurate feedback, they can 
be used to promote pedagogical experimentation, 
often to the benefit of students.  

This year, our faculty has participated in 
professional discussions about grading practices.  
After one session, I was approached by a teacher 
who wanted to implement some changes in her 
grading.  As she presented her idea to me, she 
wondered if she’d be in trouble if it didn’t work.  
I assured her that I wanted her to try new things 

that will help accu-
rately report student 
learning, and that she 
would be safe.  This 
was also reflected in 
her recent evaluation, 
where we discussed 

what is working and what isn’t working with her 
new plan.  When she saw that she wasn’t “marked 
down” because the practice wasn’t perfect, she 
felt encouraged to continue.

Having a bad evaluation can crush a teacher, 
even if it is honest and accurate.  That is why we 
have consistently told our teachers if they aren’t 
happy with how they did on a formal evaluation, 
we would be happy to come back again.  Yes, 
we allow do-overs!  Why wouldn’t we?!  If our 
focus is truly helping teachers become excellent 
teachers, then we must give them the chance to 
learn and demonstrate that learning.  We provide 
our teachers with support, help them practice, and 
then do another evaluation.  Knowing that even 
if their first evaluation is poor, they can have an-
other shot, is another way we create our positive 
culture.

Put in the time!
Time is a precious commodity to adminis-

trators.  Creating and maintaining a culture of 
learning and collegiality with our teachers is not 
a quick process.  It takes effort, and it requires 
teachers to have experiences with their adminis-
trators that reflect those attributes.  There is no 
short-cut to changing a culture.  Too often I hear 
administrators, myself included, complain that 

“these evaluations take FOREVER!”  It does 
take time.  There is no short cut to learning.  To 
accurately reflect a teacher’s abilities, evaluations 
should never be one-time events.  Administrators 
must be in classes often, even if only for a short 
time, watching, offering feedback, congratulat-
ing, and asking questions.  With a multitude of 
observations, as well as the formal evaluation, we 
can better instruct our teachers as they work to 
improve student achievement.  

Teaching is difficult.  It can be very frustrat-
ing, exhausting, thrilling, and rewarding.  No one 
gets into the education profession to be a poor 
teacher.  When administrators work to create a 
culture of learning and collegiality with their staff, 
it gives teachers the help they need to become the 
excellent teacher they all want to be.   Evaluations 
become events that both teachers and administra-
tors look forward to as they take the time to dis-
cuss improving student achievement.  And student 
achievement is what it’s all about.
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To accurately reflect a teacher’s 
abilities, evaluations should 
never be one-time events.

Rusty Taylor Pr incipal  at  Desert  Hi l ls  High School  and can be 
contacted at  r taylor@dhthunder.org.
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Measuring student growth 
accurately is difficult.  But 
applying the measurements 
of student growth to educator 
evaluation is more than dif-
ficult; it is troublesome, even 
controversial.  Since the latter 
part of the previous decade, 
politicians and policy-makers 
have been moving to support 
education reforms that included 
the use of student growth mea-
sures as all or part of an educa-
tor’s summative evaluation 
rating.  Recently, Utah has been 
no exception.  If you ask just 

about anyone, they 
will tell you that 
they are aware that 
efforts are being 
made to incorporate 
student growth and 
learning data into 
formulas that will 

be used to indicate school and teacher effective-
ness.  The problem is that this is very complicated 
work and knowing how to go about this and do 
it the right way to ensure fairness and equity has 
been incredibly challenging and problematic. 

The purpose 
of this article is to 
describe the prog-
ress that has been 
made in the past 
eighteen months 
tackling the chal-
lenges associated 
with measuring 
student growth 
and applying these 

measures to educators’ evalua-
tions.  This is the fourth article 
in the series on the Educator 
Effectiveness Project.  Previous 
articles outlined the system-wide 
project for Utah’s Effectiveness 
Project for Quality Education, 
the progress toward develop-
ing teaching and leadership 
performance standards, and the 
work being done to create model 
evaluation measurement tools for 
teachers and leaders.  

In order to discuss student 
growth measures, it is important 
to understand the purpose for 

evaluation.  Experts in the field maintain that the 
purpose for evaluation is ultimately to improve 
practice (Goe, 2011).   Including feedback from 
evaluators to assist educators in the improve-
ment of teaching and leadership performance is 
a critical aspect of effective evaluation systems.  
Likewise, the use of professional growth plans to 
guide educators’ professional learning is impor-
tant.  These formative components of evaluation 
should lead to a more risk-free environment for 
improving and learning.  However, in addition 
to these formative evaluation components, the 
outcomes of effective practice also matter.  This 
is why summative evaluations are moving toward 
including student growth results into final evalua-
tion ratings.  The key word here is practice.  What 
teachers and leaders do in the classrooms and in 
the schools matters!  The professional practices 
that are evaluated should lead to better outcomes 
for our students.  Measuring these outcomes and 
being able to correlate effective practices with 
these outcomes is essential if we are to have an 
evaluation system that improves performance.  
The use of valid and reliable evaluation instru-

Leveraging the Measurement of Student 
Growth to Improve Instruction and 

Instructional Leadership:  
What Are the Recommendations for Measuring 

Student Growth in Non-Tested Subjects and Grades?
Kerrie Naylor, Ph.D.  
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ments to observe and measure effective practices 
should in fact, leverage our profession to improve 
performance in classrooms and schools.  

Currently, the USOE is piloting two obser-
vation measurement tools in sixteen districts.  
These districts volunteered to pilot the teaching 

and leader-
ship measure-
ment tools for 
purposes of 
determining 
validity and re-
liability.  Last 
year (August 
2011), the State 
Board adopted 
a framework 
for statewide 
performance 
evaluation that 
requires all 
licensed educa-

tors to be evaluated using multiple measures of 
three components: professional practice, student 
growth, and stakeholder input.  The pilots of the 
model Teaching and Leadership observation tools 
are an outgrowth of Board Rule R277-531:  Pub-
lic Educator Evaluation Requirements [PEER].

Although the measurement of student growth 
is included in the overall framework for Educator 
Evaluation and has been mentioned in previous 
articles, the details of the work were not delin-
eated.  The work has been interesting and thought-
provoking.  A Student Growth Workgroup made 
up of twenty-five representatives from around the 

state and from various 
levels and roles began 
work last school year.  
The Workgroup’s 
charge was to develop 
analytic methods to 

measure growth for tested and non-tested subjects 
and grades and to make recommendations to the 
State Board of Education in order to implement 
evaluation requirements by 2014-15 when PEER 
goes into effect.

After months of research, discussion, and 
assistance from consultants and experts in the 
field, the Workgroup recommended two differ-
ent methods for determining growth of students 
taught by teachers in tested subjects and grades 
and non-tested subjects and grades.  The Work-
group is recommending  Student Growth Percen-

tiles as the analytic method for making sense of 
the growth students make from year to year in 
English Language Arts, math, and science (state 
assessed subjects and grades).  And, they are 
recommending Student Learning Objectives for 
measuring student growth and learning in all of 
the other subjects and grades not assessed annu-
ally by state standardized tests.  Student Learning 
Objectives will also be used for educators not 
linked to classes of students and who do not give 
grades to students (i.e., administrators, counsel-
ors, school psychologists, teacher specialists).  
Choosing SLOs (what Utah is calling Student 
Learning Objectives) was a highly debatable and 
intense determination.  Consideration was given 
to a number of other options:  1) Creating state 
assessments for all of the NTSG; 2) Buying com-
mercial assessments and/or recommending that 
local districts purchase commercial products; 3) 
Gathering all currently used assessments state-
wide, vetting them for content validity, creating 
assessments where needed, and then listing these 
options for local districts to use; 4) Leaving it lo-
cal districts to create their own tests and then have 
them approved by the state; or 5) Leaving it up to 
local districts to decide how to measure growth in 
NTSG.  

Another option explored by the Workgroup 
included having the teachers of NTSG aggre-
gated into the student state assessment results in 
the tested subjects and grades (ELA, math, and 
science), and then using shared attribution which 
assigns the contribution of student growth to all 
of the educators at whatever level of combination 
decided.  The specifics of this choice were not 
seriously considered because the Workgroup re-
jected this choice outright.  They felt that consid-
ering only shared attribution for NSTG discounted 
the individual educator and his or her non-tested 
subject/grade contribution to the overall growth 
and learning of the student.  They also felt that the 
burden on teachers of tested subjects and grades 
would be overwhelming and unfair.  

After understanding the alternatives available 
for measuring growth, the Workgroup decided 
that the best option would be to mitigate the chal-
lenges associated with implementing SLOs and 
proceed down this path.  The costs of the other 
options were beyond the capacity of the state 
or districts; the timeline was too short; and the 
state did not have enough personnel to build new 
assessments for all NTSG.  In addition, relying 
on only one measure (state assessment scores) 

The Workgroup is recommending  
Student Growth Percentiles as the 

analytic method for making sense of 
the growth students make from year to 

year in English Language Arts, math, and 
science (state assessed subjects and 
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in all of the other subjects and grades.
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to make high-stakes decisions related to educa-
tor evaluation for all educators in a school or at a 
district was unfair and did not honor the impact 
of the many teachers in such subjects as fine arts, 
social studies, etc.  Thus, the determination was 
made to move ahead with the recommendation for 
SLOs.  

What are SLOs?  SLOs are carefully planned 
learning goals and targets for what a student or 
group of students will learn over a given period of 
time.  SLOs can be written for non-tested sub-
jects and grades, but can also be written for tested 
subjects and grades.  SLOs are written by educa-
tors after examining baseline student performance 
data.  Then student growth targets are established 
and how growth will be assessed is identified.  At 
the end of the specified learning time, evidence 
is provided to the principal demonstrating degree 
of attainment of the student growth targets.  The 
intention is to link an educator’s instruction or as-
sistance to instruction (i.e., administrator, coun-
selor, specialist) to specific measures of student 
growth and achievement (CTAC, 2012).  

What are the benefits of SLOs?  Research 
indicates that high quality SLOs are associated 
with higher levels of student achievement (CTAC, 
2012).  SLOs are also noted for both their ability 
to support effective instructional practices as well 
evaluation accountability.  SLOs are purpose-
fully designed to strengthen teaching and improve 
student learning.  The entire SLO process builds 
in the three big ideas associated with Profes-
sional Learning Communities (PLCs).  They ask a 
teacher to identify specifically “What is it I want 
my students to learn?  How will I know if they 
learned it?  And, what will I do if they already 
know it or haven’t learned it?”  (Du-
Four, 2010).  

A theory of action for SLOs was 
identified and defined by the Student 
Growth Workgroup.  A theory of 
action conceptualizes the “if-then” 
relationships between the compo-
nents of the system.  In essence, a 
theory of action clearly specifies 
the connections among components 
and hypothesizes the processes 
for bringing about the intended 
goals (Marion, 2010).  [See Figure 
1- Theory of Action].  A theory of 
action also helps leaders know what 
professional development may be 
needed to accomplish the cycle of 

connections.
Other advantages of using SLOs as the ana-

lytic method to measure student growth in NTSG 
are as follows:

Developing SLOs enhances the collaboration 
between teachers and administrators, as well as 
teams of teachers;

SLOs are aligned with the Utah Core Stan-
dards, as well as district goals and priorities;

SLOs are part of the Educator Effectiveness 
System and corroborate observations of effective 
practice;

SLOs are created within the context of the 
classroom and/or school and are aimed at the indi-
vidual or group level encouraging differentiation;

SLOs advance effectiveness to the next level 
by encouraging, requiring, and rewarding high 
quality instruction;

SLOs, as part of educator evaluation, can be 
used to help improve performance.

These advantages have been recorded in 
states that are out in front of Utah in imple-
menting SLOs (Hanover, 2012).   If SLOs are 
implemented with rigor, consistency, and quality, 
the possibility of improving teacher and leader ef-
fectiveness increases.  Measuring student growth 
as an outcome of professional practice can be a 
leverage for increasing high quality instruction 
and high quality instructional effectiveness.  

So what can educational leaders expect to see 
in the next two years?  

The easy answer is professional development!  
But to be more specific, the implementation plan 
is this:

Currently there are teacher experts creat-
ing exemplar SLOs in four content areas:  Social 
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Studies, Fine Arts, CTE, and Special Education.
These exemplars will be vetted for rigor and 

quality, and then they will be posted on the USOE 

website for districts to use as samples for NTSG.
The USOE plans on making regional visits 

to districts and charters to begin discussing local 
plans for developing SLOs and providing profes-
sional development to teachers and leaders.

Quality assessments for content areas will be 
reviewed and created as needed to coordinate with 
exemplar SLOs.  

By the end of the current school-year, a 
student growth measurement pilot will be outlined 
and districts will be asked to participate to ensure 
validity and reliability of the tools being created 
to assist in the statewide SLO effort. [See Figure 
2-Timeline].

Will SLOs improve teaching and learning? 
The claims and intentions of SLOs lead to an 
affirmative response to this inquiry.  The reality 
is that it will depend on the integrity with which 
SLOs are developed and implemented.  I am 
optimistic that as more educators are provided 
information about the process, more buy-in and 
commitment will occur.  It is easy to sit back and 
think of the many reasons why we should not 
measure student growth and apply it to educator 
evaluations; it is easier still to list all of the rea-

sons why SLOs are not a good choice as an ana-
lytic method for NTSG.  Undoubtedly, it is easier 
to play the role of the naysayer, rather than taking 
charge, thinking of ways to make this better and 
moving ahead with an opportunity to use this as a 
leverage to increase effectiveness.  I am hopeful 
and confident that we will do the latter.  Together, 
I believe we can meet the challenges and do what 
is right, fair, and equitable across the system.  As 
the Gates Foundation noted, “Educator evaluation 
is conceptually related to high quality instruction, 
more effective educators, and stronger student 
outcomes.”
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