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3 believe a cluM's educatiotl should be as indiuidualized and unique as each student. 

S tudents  come to U S  with A vast amount 4 knowled5e $dined thzou~hout his oz hez li$e expeziewes. 

3 think it is a teachez s job to acknowledge the zichess in this- and allow the student to demonsttate 

theiz individuality whe~teuez possible. 3n  ozdez to accom$ish this- a t a d y  ~luztuzizy eduntoz will 

allow a studeat many walls t o  di$$eaentiate the lesson and/on cuzziculun~ to best suit all needs. 

Z(tzjo.rtunately- too o$ten this sttq51c $02 i~ldividualiti~ by a stude~lt i s  seen 611 adwii~ristzatio~~ and 

tuchet's a s  d is~e~pect  and de$iaxe ... which i s  a waste o# oziginal pote~~tiul. 3 do not keliem c1 

student's potentirtl shouM be evaluated on who best sits in a clait quietly whde $illin$ ou t  

wozksheets. 

tmlua&e education should be actiw, inteznctilre and exciti~g. Ncvez should it be zeduced 

to busit wozk and bubble sheets. Which bzinp u p  an additiond topic 4 testimji and ~ccountabditl~, 

3 n  today's societlt, testi~lt a d  standnzds have becow~e pditic~l plA.t$ozt.ns and often contzd a 

dist~ict's putse stt inp. c h i s  is esyecicdly m#oztunate in the c ~ s e  nth l scliods. &c~use  o# the 

broad znhp o$ c u ~ t u z n ~  m d  social econon~ics, these schods lave A much lu5l1et nun16cn o$ 

academically challenged students. Tllesc students come in testing wuch lowez than the  national oz 

state metage, and oiften they zenlain below the PLOZWI.  dowevez; i$ A schod (mtd A te~chez) do an 

exceptional job with these clmllen$n9 students, t h e  kids wiU show MY to S C ~ ~ O O ~ ,  and oiften 5ain moze 

than a yeaz's gzowth pez academic I ~ Z .  q o o  bad this wiU nevez 6 t  enough ... and these kids will stiU 

$all below the expected scotes jot gzadu~tim.  q h i s  i s  why 3 stzess the sta~~dazds in nry classzoom 

daily. fllthough 3 brheve students do learn best by active explozatio~l 4 o u ~ ~ i c u l u ~ . ~  ~mtenials in a 

socially suppoztive enuizonn~ent- 3 zeplazlil pzactice test-taking stzatqies usins standnzdized 

~tatezinls. 3fi this N A I ~  3 hope to pzodc  not only the  best l e ~ a n i n ~  oppottunitie~ $02  my students, hut 

also to set them up $02 success il.1 ouz " t e s t  czaziln societli. 

* N o t h m 5  becomes r e a l  u n t r l  r t  i s  expetrenced. ' K e a t s  



Keeping Alaskan 
Tradition Alive 

Building Relationships 
in the Curriculum 

" H e  helps the kids learn about stuff that they don't 
k n o w  about other people. They [the children] 

w i sh  that their dad would come to school. 
So  m y  dad is important. " 

-Kavik, a kindergarten student 

w ith the comment above, Kavik, a 6-year-old student in Ms. 
Forbes's kindergarten class, is clearly expressing his pride about his father's 
role in his classroom. His words reflect the importance of building commu- 
nity and school relationships, from the perspective of a young child. 

Ms. Forbes's classroom offered university practicum students a place to 
document children's learning in order to understand the process for planning 
curriculum. Educators from the mnch-lauded preschools in Reggio Emilia, 
Italy, have inspired teachers in the United States to deepen their understand- 
ing of how documentation can be used as an "inquiry process" (Gandini & 
Goldhaber, 2001). The practicum students were introduced to elements of the 
Reggio Emilia approach (Edwards, Gandini, & Forman, 1998) and were 
learning to observe, document, interpret, reflect on, and plan subsequent 
experiences for children. They learned to develop classroom experiences that 
emerged from the children's interests, questions, and ideas, which is consis- 
tent with a "social constructivist" view to education (Rinaldi, 1998). 

Ms. Forbes was a university graduate who served as a mentor teacher. The 
university instructor served as a mentor to both the university students and 
the classroom teacher. All of the participants (teachers, university students, 
faculty, and children) were co-learners who reflected on their learning, which 
was made visible through documentation (Fu, Stremmel, & Hill, 2002). The 
university instructor, practicum students, and classroom teacher videotaped 
and photographed children's actions, and collected written observations of 
the children, as they studied ways to plan curriculum that reflected what they 
learned from listening to the children (Hughes, 2000, 2002). 



Tl-us art~cle reviews varied types 
u i  relcitiunsi~ips h a t  were formed 
when a kindergarten class em- 
barked on a study of the Native 
Alaskan art of carving. The public 
school kindergarten classroom, lo- 
cated in Anchorage, Alaska, drew 
from a community with a high 
population of Hispanic, African 
American, and Native Alaskan 
families with different cultural 
and socioeconomic backgrounds. 
Anchorage is the largest city in 
Alaska; wi th  approximately 
260,000 residents, it is home to 
half the population of the state. 
The very diverse population in 
Anchorage comes from within and 
outside Alaska. Thus, the impor- 
tance of building relationships and 
connections among the people in 
Alaska is critical. 

Relationship of Community 
to the Curriculum 

By sharing experiences and arti- 

fac ts  from home, the children 

were sharing their "stories." 

Thus, a group of children from 

diverse backgrounds were 

building a classroom community. 

Classroom curriculum that can reflect the authentic 
history, traditions, or interests of the children's com- 
munity can offer a rich context for instruction. Ms. 
Forbes was intentional in her efforts to build a class- 
room community that offered a comfortable context for 
developing relationships among children of different 
abilities, cultures, and lifestyles. 

Ms. Forbes's curriculum provided opportunities to 
build upon the children's own ideas or interests that 
might emerge from their activities during the day. She 
paid careful attention to including the children's cul- 
tures, family traditions, or interests into the classroom 
curriculum. When Kavik shared an old carving book, 
explaining that his grandfather and father were Native 
Alaskan wood carvers and used the book as a resource 
for their artwork, the book remained in the classroom 
for several weeks and Ms. Forbes noted the children's 
attention to the very old and specialbook. The children 
discussed pictures in the book, and Ms. Forbes decided 
to acknowledge their attention through a large-group 
discussion. She invited the children to talk about any 
carvings they might find in their homes. 

Brian: When we went to my dad's job, they made 
snow carvmgs. It was about eagles, birds, 
and different thmgs. 

Cory Jo: My dad carves snow. 
Chelsey: My grandpa, when he was still alive . . . 

when he was 60 years old, he used to carve 
a lot. 

Ms. Forbes: Do you have those at your house? 
Chelsey: I do, but I don't think my grandma wants 

me taking them to school, because they are 
in the china cabinet. 

Ms. Forbes: Perhaps you could take a camera and take 
a picture of that. . . . 

The children, university students, and teachers col- 
lected and shared artifacts, books, and newspaper ar- 
ticles about carving. The interest in carving spread 
among the children as their collections from home were 
displayed in the classroom. The university students 
and classroom teacher met to discuss their observa- 
tions of the children and saw potential for learning in 
encouraging further the children's interest in the carv- 
ing experiences. The university students and teacher 
made a place in the classroom to display the wood 
carvings as well as an area where the children might 
experiment with carving tools. The teacher added 
blocks of wax and plastic tools in the area. The univer- 
sity students wanted to encourage family participation 
in the curriculum and decided to invite Kavik's father, 
Mr. Hartly, to share his artwork with the class. The 
children composed a letter, and the practicum student 
followed up with a call to the family. 

Ms. Forbes looks for ways to include the families into 
her program, and so she used this opportunity to value 
the artifacts important to the children's families. She 
made the cultures and traditions of the children's fami- 
lies visible and recognized their contributions in the 
classroom curriculum. By sharing experiences and 
artifacts from home, the children were sharing their 



"stories." Thus, a group of children from 
diverse backgrounds were building a class- 
room community. 

Relationship of Classroom 
Environment to Curriculum 
The collected artifacts, books, and carving 
materials on display in the classroom offered 
children the opportunity to continue their 
explorations, invited further discussion, and 
united the children over a common project. 
To assist the childrenin their own carving, the 
teacher provided a few bars of soap, plastic 
knives, and wooden sticks; the children were 
asked to bring more soap bars. The children 
sorted the materials and organized the area. 
Inclusion in the organization of the carving 
area encouraged the children to claim owner- 
ship of their classroom and, thereby, contrib- 
uted to their continued interest in the emerging project. 

The children experimented with the plastic knives 
and woodensticks; after a few weeks, a teacher brought 
in authentic carving tools. The teachers noted that the 
children's actions with the tools (pounding and drill- 
ing holes) were ways of exploring the properties of the 
wax and soap. They observed that the children gener- 
ally approached the carving without a plan. The 
teachers discussed the children's use of the tools and 
wondered how best to support the children in this new 
medium. The university students considered their 
observations of the children's actions as they deter- 
mined ways to support the learning environment. For 
example, as the cluldren had experience with the plas- 
tic knives, the teachers determined that exposure to the 
actual tools might be useful. Also, after Mr. Hartly's 
carving demonstration, the children began using the 
tools differently. 

The area for the carving artifacts and materials be- 
came a place where the children could revisit what they 

Figure 1. Kavic'sfather, Mr. Hartly, prepares for his 
carving demonstration. 

had learned about carving, and it encouraged contin- 
ued attention to the carving project. The teachers noted 
how experiences with the carving area led the children 
to design other areas of the room as gathering places for 
other study topics. The areas became special interest 
areas with books, materials, and paper for drawing out 
ideas. Meanwhile, the classroom teacher noted that her 
preplanned lessons on a "space unit" were not of interest 
to the children, as they continued to display more interest 
in the art of carving. 

The children used Kavik's carving book as a resource 
when using the carving tools. The book was very old, 
and the teacher instructed them to be very careful when 
handling the book. Thereafter, the book became a 
valuable and respected item in the classroom. 

Thus, the area for displaying artifacts and materials 
from home became a shared place for the children that 
linked classroom experiences to home life. The univer- 
sity students and teacher connected the classroom 
environment (space and materials) to the curricu- 
lum, and they intentionally involved the children in 
the process. 

Relationship of Family to Curriculum 
Mr. Hartly, Kavik's father, accepted the invitation to 
come to the classroom and share his knowledge about 
the art of carving (see Figure 1). He had Kavik wear a 
wooden mask and sketched a plan of the design he 
wanted to carve (see Figure 2), explaining the impor- 
tance of drawing a plan or diagram (see Figure 3). 
Using a bar of soap and a knife, Mr. Hartly showed the 
children a few carving techniques (see Figure 4). The 
children watched with interest and were attentive to 
each step of the process. Even the school principal 
attended the presentation, making Mr. Hartlejr's visit 
even more special for the class. 



Mr. Hartly's classroom presentation was not an 
isolated "parent visit," because Ms. Forbes contin- 
ued to revisit the experiences with Mr. Hartly. 
During the morning circle, for example, Ms. Forbes 
wrote the children's ideas down as they discussed 
Mr. Hartly's visit. 

Ms. Forbes: So hebroughtmany things. So Kavik 
brought the idea to the ciassroom. 
Now we are investigating. We are 
trying things out about it. What was 
of interest to you? 

Forrest: About how h e .  . . drawed i t .  . . then 
he carved. So he could trace, so he 
knows how to cut it out. And he is 
careful with the knife. 

Forrest's observation was important to his class- 
Figure 3. Mr. Hartly draws a diagram for plannillg his cnrvirig. 

mates, because he recognized the need to plan 
and to sketch out an ideaor diagram before &inR 
the tools. The children also noted the way the knife was 
held and how various marks were used on the soap. 

After Mr. Hartly's visit, Ms. Forbes reminded the 
children that Mr. Hartly used a diagram to plan his 
carving. The children had been studying design pat- 
terns, and the teacher took the opportunity to link her 
curricular goals to the learning experience offered by 
Mr. Hartly's demonstration, revisiting how he used the 
concept of symmetry in his design. She left Mr. Hartly's 
diagrams displayed in the classroom for the children to 
examine and to provide suggestions for their own 
work. She then directed the children to use their 
journals to draw and write ideas about what they found 
interesting from Mr. Hartly's visit. 

The shared experience of Mr. 
Hartly's visit was significant in terms 
of efforts to include families in the 
curriculum. Kaviknoted, "They [the 
other children] wish that their dad 
could come to school. . . ." Ms. 
Forbes recognized an authentic and 
meaningful way to link her families 
with her curricular goals. 

Relationships Among 
Children 
The practicum students and teach- 
ers observed the children as they 
studied Mr. Hartly's drawings and 
as the children recorded entries in 
their journals. The children formed 
groups to discuss Mr. Hartly's ideas. 
Curtis had an opportunity to fill in a 
child who had been absent the day 
of Mr. Hartly's visit. Pointing to Mr. 

Hartly's drawing, he said, "He first did this. He put a 
cross. Then he put Kavik on here." Curtis referred to 
the way that Mr. Hartly drew quadrants on the paper 
to guide his placement of Kavik's mask. Curtis applied 
the points Ms. Forbes had discussed earlier regarding 
the use of quadrants as a guide to keep their designs 
symmetrical. The practicum students and teachers 
readily noted how the experience with the carving 
brought the children together. Ms. Forbes's classroom 
already had a climate that supported children working 
together; it was evident that they enjoyed collaborating 
with each other over a common interest or project. 

By studying their documentation, the teachers were 

Figure 4. Mr. Hartly demonsfratcs the use o f  lire krrfe.foi. cnrvirzg. 



able to identify specific ways the children worked as a 
team. For example, the practicum students noted how 
the teaching strategies were transferred to the children 
and used with each other. When the children had 
difficulty spelling a word, Ms. Forbes might ask the 
children to look around the room to find a letter that 
sounded the same. Note below how the children 
helped each other spell Kavik's name when writing 
about Mr. Hartly's visit. 

Lawrence, sitting next to Cherish, asks, "How do you spell 
'Kavik'?" Cherish, using the strategy she observed from her 
teacher, responds, "Look around the room for his name." 
Lawrence searches the room to find something with Kavik's 
printed name. He goes to a basket containing cards with the 

children's name. Cherish watches Lawrence from her chair. 
She tells him, "Go over there," pointing to the children's 
cubbies. Lawrence finds Kavik's name and takes his journal 
over to write "Kavik." 

The observation above and those that follow exem- 
plify the ways the teacher and children serve to scaf- 
fold learning in the classroom (Berk & Winsler, 1995). 
In the examples below, children with varying abilities 
support each other to achieve higher levels of perfor- 
mance through their collaborative activities (Berk & 
Winsler, 1995). 

Three boys are sitting on the floor with a diagram of Mr. 
Hartly's. Jake, who has been identified with a disability, 

finds it difficult to use words to commu- 
nicate and has difficulty in group situa- 
tions. As Jake draws on his paper, the two 
other boys watch him work. The two 
boys exchange ideas through gestures, 
words, and drawing. At one point, the 
boys try to support Jake by explaining 
how to draw one of his lines. The con- 
versation continues, and the boys sup- 
port Jake. 

Curtis: Draw them on right here. 
David: He did a [points to Jake's 

pagel 
Curtis: [Writes on Jake's page] 

Jake also saw himself as a mentor to 
others, as illustrated in the following 
observation when he used the carv- 
ing tools. 

Meadow: Can I have a turn? 
Teacher: When it is your turn, you 

can ask him [referring to 
Jake]. 

Meadow: Jake, may I have a turn? 
Jake: I show you. . . . Like this 

. . . [He uses the knife with 
the wax to demonstrate to 
Meadow]. 

Jake: I show you. . . I show you 
. . . like that. 

F i g w c  5. The doc1riizeiztatio7z displa~y outside fize clnssmonz for paiw.rt i z i sh f .  

The children have learned from 
their teacher how to support each 
other; in the second example, they 
support another child with disabili- 
ties. Kelsey had difficulty completing 
activities in the classroom and often 
moved from topic to topic. Cher~sli 



(who sat next to Kelsey) was able 
to help focus Kelsey's attention on 
her drawing by asking Kelsey 
about her picture. I<elsey watched 
Cherish draw and write in her own 
journal, noting that Cherish knew 
how to write about her picture. 
Kelsey exchanged ideas about 
Cherish's drawing to add to her 
own journal. In Cherish's draw- 
ing, she noted the importance of 
Mr. Hartly's diagram and the im- 
portance of his tools. She explained 
to Kelsey that her writing at the 
bottom of her journal page said, 
"He let us touch the carvings." 
Kelsey was able to draw lines 
down the center of her paper, 
emulating the way that Mr. Hartly 
made  a sketch symmetrical. 
When asked to explain her draw- 
ing, Kelsey noted that she had 
included a "cross" and explained 
that her marks said, "It's about 
Kavik." It is noteworthy in this 
observation that Ms. Forbes ex- 
plained the fact that Kelsey's draw- 
ing was a cross and required her to 
cross midline, which was a new 
skill for her. 

Ms. Forbes created a 

classroom environment that  ' 

encouraged the children t o  

work together, and she 

used strategies tha t  invited 

children wi th  dif ferent 

abilities t o  support each 

other in respectful ways. 

Ms. Forbes created a classroom environment that 
encouraged the children to work together, and she 
used strategies that invited children with different 
abilities to support each other in respectful ways. The 
practicum students and the university instructor built 
upon the classroom strategies, bringing the children 
together to discuss photographs or videotapes of 
their experiences with the carving materials. The 
continued attention to the children's work and pur- 
poseful grouping of children to discuss their ideas 
extended the interest in the carving experiences and 
strengthened the relationships among the children. 

Relationship of the Carving 
Experience to Curricular Goals 
Ms. Forbes considered ways the carving experiences 
aligned with the state of Alaska Content and Perfor- 
mance Standards (Alaska State Board of Education, 
2000). At least three different content areas were 
addressed by the experience: math, literacy, and art. 
For example, when Ms. Forbes reviewed Mr. Hartly's 
visit with the children, she pointed out how they 
studied symmetry in design and how Mr. Hartly's 
diagram demonstrated using that concept. After 
Mr. Hartlv's visit, the children used svmmetrj- as 

they drew plans for their own carvings. The children 
drew lines on the paper, drawing half of their repre- 
sentations on one side and the other half on the oppo- 
site side. 

Ms. Forbes used the journal writing time to have the 
children focus on their observations of Mr. Hartly. 
When the children were instructed to write about the 
ideas they got from Mr. Hartly'spresentation, Lawrence 
drew a bear, because Mr. Hartly had discussed how 
Alaskan animals are often visible in Native carvings. 
Forrest noted in his journal that the carvings had 
"scratchings" (referring to the wood markings). The 
journal writing activity became another way for the 
children to revisit their experience with Mr. Hartly and 
a way for them to express their ideas in either written 
work or in drawings. 

The teachers noted that the children now began 
using library books as resources, studying the books 
prior to starting their pictures. Thus, Ms. Forbes con- 
sidered how to optimize the opportunities for teaching 
literacy and further link her curricular goals to the 
carving experience. 

Unanticipated Outcomes 
Through the study of documentation, such a: 
children's work samples and transcripts of dialogue, 



the practicum students, university instructor, and class- 
room teacher were able to identify the following out- 
comes. 

In anticipation of a parent open house, the practicum 
students and instructor organized and displayed the 
collected documentation of the carving experience 
outside the classroom along the hallway wall (see 
Figure 5). The documentation included a story of the 
children's experiences, with photographs and written 
interpretations of the experiences. Explanations of 
what the children learned from Mr. Hartly were high- 
lighted, as were the ways the children worked together 
during the experiences. Children's journal pages were 
included, as were photographs of their carvings. After 
the display was posted on the wall, Ms. Forbes asked 
Kavik about the documentation display. 

Ms. Forbes: I asked him what he thinks about it. He 
says it is nice, because [his] dad's picture 
is up there. I asked, "Why do  you think 
your dad's picture is up there? 

Kavik: Because kids learn lots of things and 
draw stuff. I think that she hung it up 
(referring to the university instructor) 
because my dad is a carver. Because he 
helps the kids learn about stuff they 
don't know about other people. They 
wish that their dad would come to school 
So my dad is important. 

Ms. Forbes's interview with Kavik encouraged him to 
reflect on the documentation with her. It allowed 
Kavik time to share his thoughts about the experience 
with his father, thus providing an opportunity to rec- 
ognize and value his father's role in the classroom. 

Another unexpected outcome of the experience be- 
came clear when revisiting the documentation panel. 
When the practicum students and university instruc- 
tor met with the teacher to discuss and review the 
documentation display, they identified many ways 
that the typically developing children in the class 
collaborated with the children with disabilities. Pho- 
tographs depicted children working together, scaf- 
folding each other. The context and interests of the 
carving project brought children together naturally 
and provided the motivation to support one another. 

The carving experience highlighted the varied types 
of relationships that form when conscious efforts are 
made to value the lives of children outside the context 
of the classroom and to extend their learning experi- 
ences to their homes and community. The children's 
carving experiences provided an example of the ways 
that content areas, activities in the curriculum, and 
connections to the community can be integrated and 
planned based on observations of children's actions. 
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Representation of all teachers 
- cross distr ict principal's study - 

Please take a few minutes to  f i l l  out th is  survey as part of  a principal's study 
group focusing on excellence in school leadership. 
Thank you for  your assistance in this evaluation process. 

1. Please l ist t h e  top four trai tdcharacter ist ics you find in a great 
principal. 

a Supportive b.-open t o  new ideas c. N O T  a micro-manager 
d. No "hidden" agendas 

2. Do you think t h e  most important component in a highly successful school 
is the people or t h e  programs within t h e  educational environment? 
People X Programs 

Please give an example i f  you'd like: People inspire change! They also 
motivate and design learning environments - Programs don't. The best 
programs are not ef fect ive without committed, dedicated people behind 
them 

3. Who is t h e  key variable in the classroom? Teacher - followed closely 
by parents 

I n  the  school? Principal - followed closely by ALL s ta f f  and support s ta f f .  

4. How does an excellent principal show respect? By making him/herself 
available. Valuing individuals f o r  the  g i f t s  they bring to  the job. 

5. How can a principal act a f i l ter  within t h e  school? Many times the 
principal is t h e  " f i r s t  line". They hear, see things that teachers don't 
always need t o  be a part of. As the  leader, they should be 
comfortable making decisions and acting on issues without ALWAYS 



bringing i t  t o  t he  s ta f f .  They should also be comfortable delegating - 
N O T  involving everyone unnecessarily. 

6. What  is t h e  best way f o r  the  principal t o  assist in training t h e  
teachers? Survey - What is needed? What are the  teachers 
interested in learning/improving? 

7. How do great principals at t ract  great teachers t o  their  schools? 
Innovative ideas, positive att i tude, willingness t o  take risks and make 
changes, obviously has the school's best interest a t  heart, promotes a 
warm and inviting environment, strives f o r  excellence in children and 
teachers. 

8. What should great schools be doing? Offering a wide variety of 
subjects, materials, teaching styles. Preparing ALL children f o r  
success now and in the  future. Listening t o  t h e  community i t  serves 
and providing activities and experiences t o  enrich children's lives. 

8. How much o f  this is measured by standardized testing? N o t  a great 
deal! 

9. I s  i t  more important for a principal t o  focus on teacher's behavior 
patterns or  beliefs when addressing a problem in the  classroom? 
Both are very important. 

10. I t  is most important for a principal t o  demonstrate loyalty t o  whom. 
Loyalty is very important in t h e  relationship between principal and 
teacher. There has t o  be t rust .  

11. Why would an effective leader base most decisions on a school's best 
and most ef fect ive teachers? I ' v e  never thought about this. Does 
th is  REALLY happen? Well, I would guess tha t  the  most ef fect ive 
teachers are those who are innovative, willing t o  t r y  new approaches, 
and those on t h e  "cutting edge" o f  educational re form 

12. Why would a principal be concerned about who was most comfortable 
and least comfortable with an executive 



decision? Does T H I S  really happen? Who does the decision effect? 
Who is "on board' and can lead the other s ta f f  members t o  agreement or 
a t  least compliance? 

13. How can a principal help all teachers be the i r  very best? SUPPORT - 
but also encourages teachers t o  s t retch and grow. Provide a save 
environment f o r  change. Baby steps .... 

14. How does a great principal demonstrate t h a t  they care about their 
staff? Personable, approachable personality. Acts as part  o f  the 
team, leads when necessary, but is not a dictator. Makes an e f f o r t  t o  
get t o  know t h e  s ta f f .  Values everyone as an individual. 

14. About students? Personable, approachable. Makes an ef for t  t o  get t o  
know the  children - not just as a disciplinarian! Values children's interests 
and ideas. Understands the  developmental continuum. 

15. How does a great principal set expectations and communicate them 
clearly? Sets goals with the  staff. Leads the  s ta f f  t o  change. S t a f f  feels 
valued and has an opportunity t o  participate in decision-making. Also, 
principal expresses high expectations for s t a f f  and children alike. 




