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ABSTRACT _ | ' R
The school-community process is a systea that . brings
.citizens and educators together to help solve school probleme.and
plan educational improvement. This handbook describes that process .
and hov it can fostef z three-yay partnership among local, regicnal,
and state education agencies. Some of the topics covered include
- planning for change, selecting and quiding a process facilitator,
- sharing inforsation among project participants, making use of recent
-Tesearch, and expanding and ev.iuating a project. A case study of a .
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. information supplied by individual Jauthors on the following subjects:
the school-cosmunity process at the local, state, and‘regional
levels; alterhative ways to organize a project: and estimated costs.
.Al80 included is a ready-to-use questioniaire measuring public
involvenment in educational decisicn-making and related agency
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The School-Community Process also fosters a three-way

. neéded educational inprovements.
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A . -
in growing numbers, people are actively looking for ways to
improve schools and to get involved in making the decisions
that shape school changes. C o '

For the past gight y{‘ears'. the Northwest Regional Educational
Laboratory has worked on teveloping an approach' that brings
citizens and educatord. together to scive schd5} problens and
plan educationel improvement, The approach is called the
School-Community. Process. Since 1988, several communities
in Alaska, Washington, Oregon and Utah have used this* *
process to start a kinderparten, improve vocational offerings,
create an adult educatidn program &nd construct two-new -

schools, ' .

partnership among local, regional and state educ?tiqn

_ agendiqs, each w th an eosemia[ rolg.

. \
At the local level a represeptative school-community group,

made up of citizens, educators, and students, work coopérativeiy

with the school staff and board in /plann,ing and implementing

—’

. . N - A
" The efforts are reinforced by the regipnal education agency

which provides the services of process facilitators to assist

"locd| groups in their planning and implementation activities,

State agencies, such as state dep‘artm‘enfs of education or
colleges. add to the total effort by providing training fos'
process facilitators and support for local dis;trict changg;

-A series of papers have been prepared especially fbr state

-and regional education agency staff. These papers provide
ound informatfon about the process and describe ways

backgr
in which state and regional agehzies can initiate and support

-the process, An annqtat:d list of the papers in‘two groups

fol lows. .
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~ of the School-Commynity

FINDING OUT MORE ABOUT THE SCHOOL-COMMUNITY PROCESS /

3
These papers provide background information about the School-.

- Community Process. Experienced consultants are available from

the Northwest Regional Educational Laboratory to help agencies

. further explore the process and to plan a tailor-made program.
* MAKING SCHOOL-COMMUNITY PARTNERSHIPS WORK ~ o

By Janice Druian TN
Describes-how the School-Communny Process works )
at the local level. p

BUILDING THE CASE FOR A SUPPORT NETWORK
By Robert G, Green

Describes what state and reymnal education agencies'
can.do to supnon the School-Community Process.

)

ALTERNATIVE WAYS TO ORGANIZE A SCHOOL COMMIUNITY. PROJECT
By Diane Jones . - _

Ilustrates three ways in n’vhfch the ma/or e/ements
rocess have been orgamzed
for pbmcular projacts.

" ESTIMATED COST S FOR PROJECT ELEMENTS

By Diane Jones

Indicates a range of costs for each project element." i
state, regional and local agencies select which

elerhents to mclude in & pro;ect and may share the

€osts, .

BUILDING A SCHOOL-COMMUNITY PARTNERSHIP: .

‘WHAT HAPPENED IN SAN JUAN '

By Carleen Matthews and Diane Jones

Highlights how a school district in southeastern
Utah and the state education agency became .

' involved in and implemanted a school-community . .

prqject.

CITIZENS AND EDUCATORS WORKING TOGETHER:
WHERE DO YOU STAND?
By Diane Jones

A self-administered survey with questions that
focus on notions about public involvement in
educational decision making and related agency
support.
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USING THE WWNI" PROCESS i .

*

The following pai:ers provide information for":lannlng and implementing |

:gency activitiss that support the School-Community Process. The
pers are designed to be used.in conjunction with consultaht and
training services provided by the Northwest Regional Educational

Laboratory. - ) ,

[

8y Carolyn Hunter . :

[l
<

AN APPROACH TO PLANNING SCHOOL-COMMUNITY senvuf,es
] . 4 ,

Addrosén‘the‘p)oliminbry planning that occurs after
8 school-community projett has been genefated but
before resources for implementation have been allocated.,

H ]
1

SELECTING A PROCESS FAGILITATOR |
dy Diane Jones o .

-

“Provides 8 brief description of the role of a process
facilitator ayd qualifications to consider when hiring _
a process facilitator. .

< . - . "
SUPPORTING AND GUIDING PROCESS. FACILITATORS
By Diane Jones , , ' S

Discusses ways an agency staff member can help’
process facilitators-ptan-and earry out their work.

‘

'SHARING ANFORMATION L ,
By Carleerr Matthews -+ . .

Exam¥nes why, when, and how to share informatioi
among participants in a s¢hool-commui ‘ty projecy; .

FACTORS OF SUCCESSFUL IMPLEMENTATION

By Carleen Matthews x . .

Présents some gmplications of recent research
with regard to introducing and suvziéin.ng inrovations.
’ ‘ v 3 1

PROJECT CONTINUATION
By Carleen Matthews

Describes some of the important factors that affect
whether or not an innovation tontinues er is expanded,

[
-

EVALUATION: QUESTIONS FOR CONTINUOL'S PLALNING

AND ASSESSMENT- -

By Diane Jones

Presents sample quustions that can he used as a basis
of evaluating a school-community project.
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.office, we overheard a conversation .~

- are working overtime--during the day

._\ .t . )
: 3

Project. Continuatic.

In an educational service district

between the coordinator of the School-
Community Process and a consultant
‘from the Rural Education Program.

"I am worried about our process facil-
itators," the coordinator said. -"They

they plan and train, and during evenings
they facilitate their school—communlty
groups." '

T know! The school-community groups
are beginning their needs assessment,
ahd that's a heavy time in the process."”

"Now our agency wants them to facilitate

_.community goals-planning workshops in

all the districts in our region.'

N s
"How do you assess the problem?" asked
the consultant.
"On the one hand, I don't want them
spread too thin," replied the coordina-
tor. "But then again, .I want this
project to expand next year into other
school districts. We're on a biennial
budget, and right now the agency is
deciding whether to fund all the process
facilitatprs in the next round."

"So you feel a double bind? If they
accept the requests to do these new
workshops, they may rot be able to keep
up with their present work. But if they
refuse, then other districts may not see
how the Schdol-Community Process can
benefit them."

"Exactly! And this agency may not

plan for the bucks to carry this
work on in the future."

Copyright (c) 1976 by the Northwest Reyional B O

Educational Laboratory, 710 Southwest Second
Avenue, Portland, Oregon 97204, For A\
mformation on the status of this developmental, |

copyright, contact the Laboratory.
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As the Schocl-Community Process gets underway, the covrdinator and
process facilitators may find themselves facing conflict between the demands
of current work and the call of'future prospects. Conflicts bétween the
needs of the‘progect and future services of the larger agency of which it
is a part.must be acknowledged and steps taken to work them out. The long-
term~continuation of "tha School-Community Process is then more likely.

'. Y

Project continuation, r\g., the survival and expansipn of a project's
operations and influence, is

inflation, and changing educational priorities. Some people considgr a .
project “continued" wheh the sponsoring agency decidés to carry on with the
original’qoals and treatment. However, field experiencq of the Rural Edyca-"
tion Program and the findings of educational research us- to believe
that project continpation-is not always such a straightforward matter, nor
does it alwdys result from formal agency decisions. ! . ;

Rather than simply a yes or no decision to gontinue supporting the
School-Community Procels with agency, funds, we've~found that project con-
tinuation occurs when partions of the process become part of ‘the ongoing
activities of an agency. his happens' best when the project .and the spon~'
soring agency’ mv+ually influence each other and beccme interdeﬁéndent.

ThlS 1nterdep encesbetween project and sponsoring agency has been a
vital concern to the Rural Education .Program. As we've looked at.our suc-

- cesses and failures in the field,. we have found that some factors kept

recurring and were noticeably present in School-Community Process projects
that continued. In projects where these factors.were weak or 1ac51ng, there-
was difficulty in achieving céntinuation.

L
’ ¢

) \:e ve* treated these f;btors as "principles of interdependence," and
five

f 'them which seem especially important are ownership, skill training,
recognition of the uniqueness of each situation, representative partiCipa—
tion, and neutrality.l .

. . .
- \ - - T
< - hd i , .
. . ; .
.
'

' .
Ownership

e principle which seems to be most vital for successful involvement
of an agency in a School-Community Process -project, and therefore important
for project. continuation, is thét of ownership. As activities of the °
School-Community Procese unfold, people in the agency begin to see many
project practices that help them do their work better. Seeing the project
in this light\ they begin to invest energy and commitment in maintaining
it. For the cogprdinator and others agrectly involved, this phenomenon
means that they no longer control the project and its practices: the pro-
gram now belongs to all the people who affécﬁ it or are affected by it. ]

-

In a training session, a project coord;h tor and two process facili-
tators were worried about’ the way the school-community group (SCG)
decided to respond to their needs assessment data. Some survey re-
turns indicated that community citizens were interested in having-more
vocational courses offered in school. A relatively equal number of
survey returrs indicated that citizens wanted a new playground for

an elementary school. X .

ifficult amid funding uncertainties, spiraling ’

4
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. Th:dgo%Fdinatorﬁand a process fac. .itator felt that expanding the -
school curriculum.to add vocational courses would fit nicely with
a recent curriculum priority set by the regional education agency.
However, the second process facilitator reminded the team that no,
pressure of intervention should interfere with the school-community ~
group’s choices. Without the SCG owning their choice there would

be less likelihood that.they would support/the pruject.

~

skill Training' ¥ - -

[ -
> L3

The second priﬁciple which seems fied to the continuation Jf‘a_project
is closefy related to the first. ‘It holds’that members of the participating
organizations need orientation, sometimes even training, to understand and
participate in project practices. Orientatjion and training are mest suc-

cessful when they show how project practices relate to-sheir ongoing work.

~ The consultant or project member who provides orientation and trainigg to.

parsonpe1~needs-agveralqakills, including: awareness qf sound problem-

‘solving processes, well-developed communication skills, training and con-

leadership. - : B

4
One agency’faund that its‘qurriculgm specialists who- normally ‘offered
.technical aésistance_gp local School gistricts, were unfamiliar with
the role, functions, ‘and unjique procefses of school-community gioups.-
» Brief training sessions oriented the ialists +o ‘the nature of .the
School~Community Process, Wescribed the uniqué requests for technical
-. assistance that might come from local school~community groups, and
\_offeréd practice in the congulting skills that best facilitate school~
community group work. As a<result of using these speclalists, trained
. in this way, the local school~-community group was more satisfied with .
their own final report to the sthool ‘boarq..

- @, . . Y ~ ' -

ES

sultation skills which are prac{icalaﬂa subtle in nature, and visible

e ., ) ' f

N

~

1

Uniqueness of Each Situatioh = h

/fhe thk d principle which geems to support project continuation is that
the uniqueneS? of each situation must be acknowledged. This point seems
self~evident,ibut its ramifi itions are not. Each agencx, prbject,_and
person ig'a unique combination of resources, needs, awarenesses, and limi-

"tations, and only the people in the situation itself know what the combina-

tion is. When site organization people first kear about the ‘new project,

" they often éxpréss something like: “That sounds like a good idea, but I

don't think it will work here unless we.change it around some." Such a
statement dossn't provide a terribly clear plan, but the wise project member
will recognize the clue and pursue the point, hunti for validation and
details from cthers. Often it turns out that Some cision-making norm or
organizational policy of which people are only partially aware underlies

.the uneasiness. To ignore or viblate the circumstances of the agency is to

ensure that the project will not succeed.

3
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One large -agency discovered that a cross-unit work group which had
been -assigned a school-community project had'difficulty focusing °
-.on the needs of the local site amidst all its other responsibItities
and interests. ,After this expertence, members of the group advocated
that in the:future, similar 'projects might fare better if there was
clear accountability on the part of one agency unig to support the S
project. . S . ' c
. In another smaller agency, however, the organization noted that
keeping the Schoor-Community Process in the domaln of just one )/
unit prevented other interested staff members from actively par- - '
ticipating. Ultimately, chose left ouj became critical of the '

project. ‘ S~ o, -

It is the uniqueness of each situation which best determines the cour$e :

of action. ‘. Co ’

Representative Participation .

A fourth principle associated with project continuation is that of

,representative participation. When people from all participating organi-

zations are aware and involved, project continuation is, more likely. One
vital reason for this is that wide representation enhances communications~
moxe -than any planned "P.R." program. Each has contributions to make

to the pragram which can greatly enhance its success and its continuing
Xelevance. . If a prbject is perceived as one which is widély accepted, and )
is congruent with other priorities, it has high probability of being

continued, {"_

In one site, the temporary school-community group was keenly aware
of divisioh in their community between Indian and Anglo members.
Many group member: were fearful of briny:ng representatives of
different community subgroups together. As ‘the School-Community
Process unfolded, however, a wide representation of viewpoints
. was found in the school-community groups. Conflict resolution
processes were introduced when needed and the pilot school~
community’prdject was completed, wzth the following outcomes:
-
® .A lawsuit initiated by the Indian\community agalnst the local
school districts before the School-Community Process was
begun, was dropped during the School-Community Process.

. " ®° A needs ass essment revealed that Anglos and Indians shared -
the view that education would be improved in this district
by building two new schools for rehote’ Navajo areas.

~t

. ®, The communities where schqol-community groups were active passed
. bond elections that nonschool‘co?munity'groap areas rejected.

-
™

® - After a tryout of the School-Community Process, three more com-
munities wanted school-communzty groups, and initiated them bu
paying for process facilitators out of their own budgets.

v‘ ' 4
f
-

R A B



B
——
g

\level, projegt continuation is

Neutr‘alitv T :

The £ifth and final priﬂ/iple is one wﬂlqh makes the others operational
Processes which build ownership and local. participation in a project succeed

when they are/facilit47 ed by a neutral party; a ﬂarty that is willing to

have the oukcomes of a’project decided by the people who participate in it.-

Neutral facilitation lacks investment in any one parvicular outcome. It
values equally people who-are affiliated and not affiliated with the pro-
ject, and promotes fair evaluation of all activities, ideas, plans, deci-
siohs, and programs. If the project staff has définite ‘ends in mind, and
111 consider no effort. acceptable which does not lead to.these ends,
ownership will quickly fade, if it ever gets started. .
One regicnal. agency, while very supportive and‘very ihterested in
the implementation' of the School-Community Prmcess, chose not to
compels local :districétg to participaté{ but rather shared infor- '
mation with the distrjats about the'ppte tial of the projecc.
. The neutral stance adopted by * he regional agency allowed each
-local district autonomy in the decision to participate in the 3
SChool-CommunitP Process. Communities which elected to partic-
ipate created active school-comminity groups. Three communities
which initially chose not to particzpate later requested the
9ervuce of process {Ecil tators. - ) ' i

. R M

D

Applvmg the Prmciples t:) ‘Your Situation

School—community project staff members can actualize ownership,
orientatiaon and\ training, recognition of the uniqueness of each situation;-
representative participation, and neutral facilitation by initiating con-
tinuous probﬁzg}éo]ving on three %levels.

On the 'firsY level are the activities of the scnool-community project

IR

itself. - Here, a project coordinator and process facilitators tan assimilate

the School-Community Process into their regular work procedures. On this
(6§re likely when: 3 -

- '
& emphasis is placed on staff devel~pment and training

e ’'staff training focuses on practical work and agency issues,
rather than on theoretical concepts
. \
e ’-aining is experienced by all project staff who need to
_share a cormon language and understand one another s
expectations

e many materials that are used for project work are produced,
or modified, by the coordinator and/Jr the facilitators.

2
N ' .
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On the second level, which addresses agency—wide acceptance of the
school~community project, project c‘ontinuation is promoted when:

o 'ﬂ\e school—c.omunity proﬁect is perceived ‘among the agency's

central priorities _ -~
- e .
. e Personpel receive orientatinn so that they understand and ’
e ’participate in project activities
° _-The project brings a significant change, not add—on practices,
e : : to established agenc" procedures .
. e ‘ ° The_projgct confers new decision-making and communfcation.ekills
e The assumptions and goals implicit in the school-community
' project are perceived as ‘dungruent with those of the agency
- i
B / - ‘ b ‘ -
Or'  the third ﬁevel, which addres: - agency administrators, four general
" questions are ,likely to determine the ¢ .ee of administrative support for
the continuation of the project -

e What "success" during impiementation activities can the project

display? ' \\\\\
‘\\ ~
e How "central" or important are the educatidnal needs that the
v . school-communi ty progect serves? -

e What human and material resources are required by the project?
\ -
® Does the organizational anq political climate inhibit or promote
the school-community project?
‘ ““Generally, if administrators perceive the schobl-community project as ~
_being important and succégsful, having the support of the staff, and not
too expensive, their. support of project continuation can be expected.

by . /) y :

The Agency's Effect

The preceding discussion foreshadows a major premise of this paper: a
"project's agency setting has a major influence on its prospects for survival.
The Rand study affirms this premise, saying ". . . our statistical analysis
as well as our field work clearly showed that project outcomes depended more
on the characteristics of the project's setting than on any-other factor."?

If the organizational climate of the agency enhances the motivation of
project participants, the prospects for effective project continuation are
significantly increased. In particular,” project success is keyed to the

6
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agtive support of those administrators who appear to be "gatekeepers" of
"change, and to the- degree that supexintendent and agency mantigers feel .
committed to the values derlying*the project. The attitude of these
personnel directly influ:aces the project staff's willingness to expand
extra effort on their project and, thereby, directly incruases the chances
of project success.

[3

The attithdes of agency administrators, in effect, tell the staff how.

seriously they should take the project objectives. Uriless the project.-
seems to have agency and unit priority, staff members may not put in the
effort and emotional investment necessary for project continuation. .

In their study of innovative pro*ects, Berman and McLaughlin noted°

Organizational climate and individual commitment are important
because significant inLovations often require more than the mere
installation of a promising educational method, technique, or
technology. They usually assume~that individuals alter their
traditional patterns of behavior. In other words, the institu- -
tion must adapt to the demands of the change agent project even
as the project adapts to its environment.

Because the organization must adapt if significant change is to
take place, the receptiveness of the institutional setting to
the change agent project seemed a necessary condition for suc-
cessful implementatimn. Naturally, implementation was difficult
. in a hc:tile environment, but indifferent settings also failed to
-~ provide necessary support.3 _

\ 4
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) 2. P. Bermap;gnd M. W. McLaughlin, Fefleral Programs Supporting .
L gggcational Change, Volume IV:: The Findings in Review. Prepared for
the U. S. Office of Educaqeon, HEW. R-1589/4-HEW.. 300-75-0402.
\ (Santa Monica, California: Rand Corpcration, 1975), p. 20.
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3. Ibid., p. 2l. :
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Evaluation: Questions for
Continuous Planning and
Assessment -

Al

At & superintendents' moeting, one superintendent asked another,
"How's that school-comunity project going in your district?
I've been reading a little about it in thé newspapers. . .and
how you passed your bopd election last week.”

t

The other superintendent replied, "Well at first people were
pretty skeptical about how the whole thing was going to work.
But we got a school-community grovp formed and it conducted a
community  survey. Based oh the survey informativn, the school
board and the school-community group agreed on a praject to
remodel the high school building; this was a tough decision
becaus. the remodeling job and a new kindergarten were both
high priorities among community members. As § result some
were not happy wit“ the project and the rond issue was
heatedly debated. But, all things considered, I think the
activities are going wel;; the bond was passed and people are
certainly more involved in school affairs. than they have ever
'been in the past.”

Evaluation is always an important part of operating new as well as
ongoing projects. Questions are frequently asked about how things are going.
and what has happened as a result of the project.

/

More formally, evaluation activities focus on two purposes. One is to
continuously assess progress and make necessary adjustments during the
course of project activities. A second purpose is to summarize the results.
At selected points in time, information is gathered to describe the outcomes
of the project to date and the impact of the outcomes.

- !

In terms of the School-Community Process participants at each ievel,

 local, regional, and state, will need certain kinds of information to engage

in adaptive planning. Information will also be needed to determine the
succaess of the School-Community Process and assess the worth and feasibility"
for continuing and expanding the process into other communities in a region
or in additional regions of a state. '

‘A

Copyright (c) 1976 by the Northwest Regional 0 NOR T
Educational Laboratory, 710 Southwest Second A
Avenue, Portland, Oregon 97204, For
information on the status of this developmental / 5&
copyright, contact the Laboratory, -
&
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A ‘task .force made up of state, regicnal and local agency representa-
. ' tives could assume the responsibility of developing and carry‘ng out evalua-
A h «  tion plans for the School-Community Process. The design of an evaluation ¢
plan and selection of appropriate tools is the job of this' task force and
of the evaluation expert. . h
4 : . .- . & .
. Regatdlese of the evaluation procedures that are used, there are certain
questions that participangs will want answefei. The folldwing are examples
-of .questions that are likely to be asked as the éffectiveness of the School-
Community Process is examined.

Citizen Participation ' ‘ .

. - e Has citizen participation
: changed in the @istricts -that
were.active in the project? _

e Do citizens see their partic-
ipation as meaningful? '

) Is there any indication that

. ™ . involvement will bé increased
after the first cycle of the
N ' project? .

e What new skills have citizens
demonstrated? How will these
gkills affect future educa- ', :
tional planning? - o ,

Process .Fao ilitators

) Were'process faciiitatofs
important to the work of the
- . dject?

e. Did the process facilitators
receive adequate training for
their tasks?

® Will the facilitators use these
8kills in other projects? How
and where?

® - Does the regional agency or
school district intend to ;
retain the process facilita-
tors (if funds are available)?

School "

® How does the school staff .
perceive the effect of *..

project? 2

17
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School rPoard

Has paftiCithion aZifected

-the, way the staff handles its.

own decision-making processes?

Do schogl staff members who -
participated directly on a

" school=-community* group wish

to do so again? Do they feel
that it was a worthwhil

' éxperiepce? :

Do school adminfztratorq feel
that their effectiveness is
increased by this form of
school-cemmunity participationa_

Training

3

How did the school-community-
group and the school board
interact?

What do meﬁbeﬁs of whe school
boardvfeel about the impact
of the project?

Agencies

How did participation in .
the project affect the : ’
interactiong between the local
districts and the regional
agency? Between local dis-
tricts and the state agency?
Between the ¥egional and

state agencies?

What effect does the project
have on services provided by
the regional agency? The state
agency? ’

What were the strengths and
weaknesses of the training
plan for process faciljitator
trainers?

How do these people intend to
use their 'skills in the future?

How does the agency intend to
make use of trainers' skills?

3

. 4
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Another set.of questions about /the School-Community Process could focus
on agency procedyres.. Agency staff may wish to consider adopting regular
,rvicu that:.anpport school-cmunity problem go’ ving :

. ® Would these ssrvicss replace ones currently offered or would they
be additional? » . w

® Hould new services be coordinated by . an existing unit or by a
new unit? , a

-

e What effect'yili the new services have on other services offered
by the agency?

e J¥hat wouid be the best way to link information generated by local
school-community problem solving (e.g., communities prioritizing
theirs educationdl needs) with the information that state or °
regional agencies generally use to-assess educational priorities?

Information will also be needed about the feasibility of continuing a
project. . s
| 7
® Do people at state, regional, and local levels recognize the
need for process facilitation and related services?

e Would they consider adopting them permanently at this time?
Also, are funds available? Is there some way to reallocate
existing funds? ' ;oo »

® whatNis the feasibility of supporting other local’ school-community
efforts in terms of cost, interest, and support? .

The basic question underlying any evaluation is, "wWhat have we learned
from this project and, based on this information, where are we going?"

r

.7 *
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_Factors of .Successful

e

lmplementatlan -

-

Introduction =~ - -

.. Recently, in an education agency, a group of administrators and
" specialists lingered. in the hall after their formal meeting and
began sharing some ideas about implcmenting innovativ_e programs.

"The first few months of a new project are crucial,"” commented
one. "During this time all ideas leave the meeting room and get
tested for real."

A
Members of tk. group responded ‘with their stonps about projects
that -had sucaeeded--and some that had not.

Finally, a seasoned admlnistrator said, "You know, in my younger

days I thought that planning wa: the most critical feature. If

a project faltered, I'd ‘fault the planning. Now, I think there's

more to it. Effective projects- need at least as much investment

in imqgementatzon as in planning." _

- " S

To many educators the process of implementation is a matter of organiz-
ing people and resources in order to carry out plans. Good program results,
are expected to occur somewhat automatically, .if preceded by good program
designs. However, several research studiesl have concluded that effective
implementation means more than carrying out the original plans.

o~

In these studies, investigators addressed independent problems and
used different concepts to explain their findings, but their conclusions
and recommendations are strikingly similar. Each study identified critical
factors that influeace successful implementation of innovatlve projects,
such as the School-Community Process.

A3

Copyright 1976 by the Northwest Regional NOR EST
Educational Laboratory, 710 Southwest Second ® O E
Avenue, Portland, Oregon 97204. For - ' L
information on the status of this developmental A \;
copyright, contact the Laboratory. ‘

. ]

-

N 20,

\a . -

L]



Maklng lnnovations WOI"I(

One primary factor of successful programs is that they are based on
a need felt by local people. Studies of the National Diffusion Network's
activigfies- indicate that "successful adoptions cannot occur unless the local
school first recogr zes that something is lacking in its school and defines
ita need."? Simjlarly, Berman and McLaughlin found that program success was
: characterized by a "problem-solving" ori tatlon in the local school system.
That is, the local sysiem had idéntified [and already begun tc attack the
problem before outside money became available. By contrast, failures in
implementation vere associated with an "opportuhistic!" orientation where
districts simply supplemented their budgets with money that happened to be
available. Other characteristics of successful impleamentations include’ the
following. . '

e Project designs were not “prepackaged“ but were adapted p%
" local people to fit their unique situations.

™ Rather than adopﬁing materials which were developed elsewhere,
materials ~ere adaptei or developed to fit locgl needs.

e Continuous planning and re-planning went Oon<
¢ of, planning at the outset.

ot just a burst

e Training emerged from the ongoing needs of the project and the
pdrtxc1pants, rather than being.delivered in one shot at the

. beginning:

/ v
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i
f:o Tnchnical assistance was. assured continuously, in contrast to -
{ T “-pne or two-day viSits from busy "experts."
N

A
e Strong support was given by key administrators at district and
P a school levels. -

[ .
According to Berman ‘and McLaughlin, "Data from the survey and field
work clearly indicate that the implementation strategies selected to carry
out a project vitally influence the. innovative process and project outcomes "3
! They also point to another fagtor that was equally important for success;-
ful projects. "Contrary to -the assumption uiderlying many change strategies,
implementation did not involve merely the aufomatic application of a technol-

" ogy. Implementation was an organizational process that implied interactions

between the project and its setting; thus, it was neither automatic nor
certain."4 Berman and McLaughlin call this process mutual adaptation.

.0 . Pal

Mutual Adaptation Creates Solutions -

*  Matual adaptation is a process of mutual interaction and influence where
all parties make adjustments to support their. qommon purpose. ‘rhe’ field
experiences of the Rural Education Program, togetiher with the findings of
implementation studies, lead us to believe that mutual adaptation promotes
suctessful implementation of new educational approaches. . . >

*For examgae, in implementing the School-Community Process, mutual
adaptation medns the focus of activity in an agency must not be overpowered
by choices made for the activities in another agency or in a participating
comnunity. Likewise, the desigh of the project may' need to he adapted to
the capacities of the agency. If eitner .ocus begins to dominate the other,
communication and collaboration can break down and project outcomes can be
impaired.

L]

' Mutual adaptation can involve a variety of adJustments. For érample,
projeét designs can be modified to fit-the actual conditions of a site. Tlﬁ

In one Rural Educatien Program site, the project design originaliy
called for the stages of the School-Community Process to be imple~
mented over a 12 to 18-month period. However, because the small
tIndian community could only pay for three months of facilitation,
the project design was modified so that the first four stages of
the  School-Community Process were co.apleted during April, May, and
June of the school year. {

The following year, even though process facilitation had ceased,
the school-community group initiated a bicultural curriculum for
. Indian children, created a kchool 11brary, and began a kindergarten

program.

3
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Mutual adaptation can also bring interim changes in the standard
practices that agency ﬁdmini trators use to support thelr staff.

In a local project site the distrlct superintendent recommended

that formal faculty meeting time be used for school faculty to \

) become more involved in activities that supported the School- .t

) Community Process. He also had the teaching staff released from:
classrooz/duties, with pay, and hired teacher substitutes so that

the school staff could visit other schools during their "search

for alternatives'"~-one stage of the School-Community Process.

J ! ¢ .

In another site, the superintendent of the state eddcation agency

rfecomménded that monies from the indervice education fuhds be used

to pay for credit hours that were granted to the state education

agency staff members who were learning to become process facilita-

tor trainers. :
- . » . )

To achieve mutual adaptation, administrators om local, regional, and
state levels may work together to influence decisions that previously rested
in one agency. ' e ’

Q | -

In one state a school-community project was drawjng“hear
conclusion. The stdfe agency task force, which was responsible -

" for monitoring the project, created a prziect evaluatlon design.
The local process facilitators were concelrned that'the presence

. of evaluators intetviewing local communf@y members might be mis-
interpreted as a part of the local SCG activities. A-conference
1nvolV1ng decision makers from the state and regional agencies- ‘”h\x
and the local school district was held to discuss the issue. As( - '
a result, a description of the evaluation process and.a carefully
designed interview gchedwde was vublished in the local ggmmuqity
newspaper. Rather than disrupting SCG activities, the
plocess created additional publicity and seemed to arouse further '
suppcrt for the School-CommunltyJProcess. :

These adjustments are sometimes difficult and require careful attention.
Although they do not guarantee success, they do increase the likelihood that
project ocutcomes will be closer to desired goals. In the history of the
School-Community Process, efforts invested in mutual adaptation have created
results th: . surprised the paﬁticipants and exceeded their expectations. As
thg)day-to'day needs emerged, each projecu employed its own combination of
chbices about such issues as those just described. As a result, the implemen-
tation of the School-Community Process occurred in different ways, depending
on the unique circumstances in each locale.

Building Mutual Adaptation

\ . , - .

| J
The main fag¢tor which promotes mutual adaptation is continrous problem

- solving, which werks to keep the project design flexible, adaptive, and con-
gruent with agency and field settings.

o »
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trainer continuously considers .the. needs

- : ' v, )
L ] * \
By oontinuoua problem solving we mean:
° probloa ,8olving that systematically enables people to share
¥ their idaas, idéntify major concerns, search for alternative
. solutions, decide what they will do, implement their decisions,
+. and assocn the ontcomes

Y e pzoblem séiving that establishes communication among local,
aregional. and state participants _ .‘ e

e .problem solving that occurs rggularlx to address _concerns and
- make adjustments as needed

-

° problem.sdlving that is based on data about what did and did
. not work well and that adjusts project activities accordingly
‘COntinuous‘problem sJ!ving is;p way to identify issues and determine
solutions before problems become crises. Meetings that involve represen~-
tatives of all participants can provide a forum for continuous problem
solving. Here participants can monitor project achievements and modify
practices according to field and’ agency needs.

cOntinuous problem solving must consider (a) the services that are
dalivufhd to-a ‘lpcal site and (b) the capacity of agency staff to deliver
and support thease services. Three questions which usngfggkarise are:

°

t—1Is training keyed to project operations and tia ee concerns?

2. Are users adapting materinls and other resources to their
specific needs? . . -

3. Does the project involve a sufficient number of participants
to ruild project morale and to represent a wide assortment of
community, school, and agency concerns?

Continuous problem solving will answer these questions in a practiggl and,
ef;ective manner.

s Training Keyed@o Project Operatlons7 . N

Training is more effective if the.

of trainees and project operations and
addresses these needs in the training
sessions. This premise was verified

by the Rand study which found that,
”Trai ng was significantly related to
project outcomes only when it was tied
to the specifics of project operation
and to the pragtfical day-to-day problems
of the project participants."S

]
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The follqwing training issues are oo .
pertinent to the School-Community .

Process: . . . , : /

e Initially, process facilitators '
need a‘thorough orientation to .\
the School-Community Process. -
Once they begin their field
work, trainers will need to
give concrete "how-to-=do-it"
workshops which spetifically

. ' address the daily operations
in a site.

® Project coordinators need
experience hoth in-facilita- -
tion methods and in the local
setting. This expertise
] enables ceordinators. to give
A C specific suggestions when
‘ _assisting and managing process o
facilitators. .

e Process facilitator trainers
need to recognige that any
‘unfamiliarity with the local
‘setting and local issues will
impair their effectiveness in
key;pg~t:aining to operations.

e The operations of*the project
will probably indicate that

N training is needed for people

' other than process facilitators.
' Agency specialists and field

. consultants may need training
! to relate éffectively to school-
community groups. Agency N ,
: administrative teams may need .

training to effectively build ' ' \
collaboration between groups ' \
and agencies. A ' '

Many issues are likely to arise about the relationshlp between, training
v and project operations. A useful rule of thumb is "when in doubt, keep train-
ing practical and immediate." ..
fe 1

C ' . The training of process facillitators involves the use of both
formal training sessions and quided field experience. In one
site, the trainers flew into the site periodically to conduct,
guided field experience. During the initial stages of the
School-Community Process, when so many people were assuming
new roles, the occasional visits by trainers were inadequate

to meet the process facilitators' needs.

~ | 6 ‘.
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In response, the Rural Educgtion Program sent a staff membér to
live onsite for eight months and give .continuous guided field
experiences to the process facilitators. This enabled the facil-
itators to develop more secure relationships within the site and
to proceed more comfortably with their work. N

: In another site the process facilitators felt that the regional
. project coordinator was familiar with the technical gspects of
. monitoring education projects, but was unfamiliar with the local
. 'scene. After hearing their conderns, the reglonal coordinator
. participated more actively in the formal process fagzlztator
' training sessions and gradually focused more attentzon on the
) d:ELtOvday detazls of the site. ‘//
When considering the concerns of trainees, the following issues may
arise:

o

-~

® Some trainees, such as process facilitators, may prefer to have
their trainirj practical, addressed to the immediate school-

' community iss .es and processes, and arranged at regular
: » intervals over an extended time. .

° Other trainees, such as agency specialists and field consultants.
who are invited to work with an .SCG, may be interested in less
intensive training. They may want a general orienta®on to the
School—Community Process, a description of a school-community
group's role and functions, and some practice in consultlng
technlques which specxflcally address SCG processes.

° Still other trainees, such as agency administrative groups or
task force groups, may desire an orientation to the School-
‘" Community Process, some experience with shared decision making
and group cdommunications, and experience in processes that build
collaboration between groups.

—_ .

Training has been efféetive if trainees

® demonstrate knowledge of tasks to be accomplished and remain
task oriented _

e demonstrate competence to carry out their own tasks
w "

) use communication skills and behavior which support relationships
within a work group

. /
° use processes which buidi collaboration between groups

When thg training format and the trainers offer reqular opportunities
for traineeg to air their concerns and to assess the effectiveness of their
training, £hen the day-to-day implementation activities can be carried out

' by interested and competent people.

| % | 7 )
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Are Partlclpants Ada)tlng Thelr Materials and Other Resources to Thelr
Specific Need53 ‘
_ "It is important that participants periodically assess their materials .
and adapt them to the specifics of their own situation. Adaptation may range '
from careful assessment arid *adjusting” of existing materials to producing
supplementary materials from scratch. These adaptations can play an impor-
tant’ role in successful project implementation and in project outcomes. As
the Rand stidy noted: "The value of producing cne's own materials may not
1ie principally in the merits of the final.product, but in the activity of
development itself. The exercise of ‘reinventing the wheel' can provide an
important opportunity for staff to work through and understand project pre-

cepts and to develop a sense of 'owneérship' in project'methods and goals. "6

One SCG ‘site included members from a Navajo Reservation who

created several materials and techniques which would work effec-
tively in the Navajo culture,” which has no written language.

Rather than mailing out needs assessment questionnaires, which
could be answered by only-a few Navajos who could read English, SCG
members went from hogan to hogan conducting the interviews in

the ‘Navajo language. They also translated the needs assessment
survey questiens into Navajo and then translated the Navajo

answers back into English so that they could send a written

report of their findings to their school board.

Another SCG made site visitations to other schools. A special
booklet, entitled "Responsibilities of Site Visitors," described
the criteria the group had selected to-use, the itinerary of their

‘ trips, and practical observation and interviewing techniques to
use during the visits. These included a notable piece of advice:
"Ask questions--keep them talking--listen and listen!"”

k4

P

Project participants are likely to find that locally adapted materials
will fit their needs better. As Berman and McLaughlin pointed out, by
reworking the materials, the participants are reworking significant precepts
of the project, gaining a sense of ownership of them, and implementing them
in daily practices. They have an interest in making the project work well.

Does the Project Involve a Sufficient Number of Participants?

. 1f people feel a strong commitment to their new projéct and their school
district considers the ‘project to be important, then it is easy for project
participants to feel that all will go well. However, the research indicates
tha: individuals who are nonparticipants in the project can often communicate
negative or indifferent attitudes that erode project morale. Sometimes these
no:participants create pressure for the participants to "give up" whfn their
work hits bumpier times.. Berman and McLaughlin described this phenomenon by
saying, "Apparently, a ‘critical mass' of project participants is necessary
to build the support and morale of the project staff. Furthermore, a criti-
cal mass of project staff in a given site is able to establish a norm for
changeain the setting, rather than making project staff seem to be deviant."

.: 8 7
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. Our experience with the School-Community Process has similarly shown
that when people from all parts of the local community, the schools, and
the supporting regional agency are aware of, and involved in, the School-
Community Process, the project is streng:hened. Pne reason seems to be
shat wide, representativé participation enhances communication and enables
many people to sce that the project can help them do their work better.
When they see the project in this light, they begin tc invest energy in
maintaining it. '

In one state education agency, the project staff acknowledged
v . the principle of representation in a big way. They persuaded
members of the agency's administrative team to-poll their units
and collect opinions about a position paper which the project
staff prepared. This paper strongly advocated citizen partic- 4
ipation in educational decision making. The administrative team
members were asked to consider the results of this polling as
they made their deciéion about the position paper. As a result
of this procedural change:

‘ o More agency membevs learned about the project and the
additional recogniticn from colleagues enhanced the

morQ&f;:: the project staff.
o The ad istrative team recognized that the polling

procedure resulted in a better data base for their
decisinn making. A precedent was thus set which
resulted in more two-way communication between admin-
Istrators and staff prior to administrative decision
making. ‘ . \

.9 |
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® An incresse in "ownership! of the citizen participation

approach was clearly demonstrated by the administrative
team and many agency members. .

® The state board which governed the agency received -the
position paper, discussed it, and recommended that citi-
zen participation in educational decision making become
. ) the agency's first priority.
® A representativeé task forcé was appointed to design and
implement an agency-wide inservice program regarding -
~citizen participation in educational decision making. .

. ' {

‘Putting It All Together ' '

‘ In summary, the experiences of. the Rural Education Program in the field,
together with the findings of the implementation research, lead us to believe
that a successful implementation process is one which utilizes mutual adapta-
tion. This process promotes interaction and mutual influence between the
agency, the site, and the project plran. It relies on continuous probhlem
solving to make sure that within a project:

*

e the training is keyed to operations

e the materials are aéapted to local needs | -
: : . ~
e ‘there are sufficient participants to build project morale
" . . ¢

e the participants are representative of the population
\ .

Implementation becomes an organizational process that depends vitally
upon human interactions. When no one element of the project dominates,
‘pommuni¢cation and collaboration can be developed which help people artxcu-

//::te, and seek ways to satisfy, their educational needs.
<
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FOOTNOTES ..

1. Three studies that are particularly comprihensive and form the

basis of this paper include:

Julia Cheever, S. B. Neill, and J. Quinn, Transferring .Success.
Prepared for the U. §. Office of Education, HEW. 300-75-0402.
(San Francisco: Far West Laboratory for Education, Research and
. Development, 1976} ‘

. , .
Michael Fullan‘and Alan Pomfret, Review.o6f Research on Curriculum
Implemgntation. Prepared for the National Institute of Education,
NIE-P-74-0122. (Ontario: Ontario Institute for Studies in Educa-
tion, 1975) S

P. Berman and M. W. Mclaughlin, Fedpral Programs Supporting Educa-
tional Change, Volume IV: The Findings in Review. Preparefl for
the U. S. Office of Education, HEW. R-1%89/4-HEW. 300-75-0402.
(Santa Monica, California: Rand Corporation, 1975)

2. Cheever, Neill, and Quinn, Transferring Success, p. 28.

3. Berman and McLaughlin, Federal Programs, p. 18.
4. 1Ibid., p. 10. | -
5. 1Ibid., p. 9.

6. 1Ibid., pp. 19-20.

7. 1Ibid., p. 20.
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. The Importance of Sharing Information

In coumunities that are beginning the School-Community Process, people

’

may encounter the following:

[y ‘ [ ]

*

a school board member who

angrily feels that the real

intent of process facilitators
is to "sti¥x up trouble" among
the citizens =~

an eduqation specialist who
says, "I could have volunteered
time to help the school-
conmnunity group look into

alternative curriculum programs .

if I had only known soon enough
that they needed assistance.
Now I'm all booked up."

a process facilitator who
wishes that occasionally the
superintendent would take
time to discuss issues before
formal memos were sent out
about school-community group
activities

a school-communit, group
chairpexson who feels, "If
I had known how well the
telephone survey worked in
Falls Creek, I would have
recommended using it in
Corning as well; as it was,
people just didn't answer

" the questionnaires that

Copyright
, Educations

were mailed."

.
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Each of these examples iliustrates a tangled information flow. When
project information is not clearly shared, people involved find it difficult
to make reasonable deécisions,“feel confused about project activitieg, or
discover that resources and activities are not well—cccrdinated. Y

' Community members, process facilitators, educators, students--all
participants who affect or are affected by the project--need to knew what
is happening.. When'necessary information is shared among all who need it,

~ thén decision making, planning, and coordination are more effective. Sharing

information increases the likelihood that project activities will be more
successful; and .a series of successful experiences increases the probability
of project growtﬁ and continuation.
When developing procedures for sharing information, consider
e the purpose for which the information is needed

) when to share the information

o how to share the information

Purposes of Shanng lnformatlon

As the School-Comnunity Process unfolds, several needs for information
will emerge. Such needs are likely to fall into the following three cate- :
gories.

._ Orientation ' .

When a new project is being considered, all persons affected need" to
share a common understanding about the nature of the project. People who
are to have an active role in the project will need information and answers
to questions like:

C\‘
1. What is the School-Community Process? What are its goals?

\ 2. What might be the bencfits of the process to my community?

3. Wh.: is the role of a process facilitator?

@ What will the process facilitator be doing?

@ Who will the process facilitator be working with?

e Who does the process facilitator work for?

4

@ How can a process facilitator be contacted?

4. How will the agency be involved? School staff and students? d
* The school board?’ Community members?

2‘ 99 o



" d

It is important not only for agency staff to share what ihey know about
school~community projects-~the procedures and what have been the rgzsults of
such efforts in other communities-~but to listen to others' concerns and to
£ind out more about the communities that are interested in particgipating in
a school-community project. 'Iigenough accurate information is shared at the
beginning, thHe\likelihood of misinformation, false expectations, and anxiety :

.18 diminished. AlSo, agency staff and potential school and comaunity partic-

ipants are in a bettex position to determine the probabilities of .success for
the School-Community Process before engaging in time~consuming activities.

L]

When people in local communities receive new information, it is typical

- for them to express a variety of reactions. Some will be ea¢er to pursue a '

new -opportunity. Others will spend much enexgy analyzing various alterna-
tives. Some will express conlusion, and still others will \Olce objections:
to the prqposed changes. i y

Thorough information gharing will allow for all these: responses. As
change is considered, people are inclined to communicate strongly about
what they want. Through the proce:s of open and clear communication, people
become more awaré of the iBBues they face, learn where they stand with each
other, and understand how others size up the impending decision. Unless the
resulting decisions reflect a broad base ©f opinion, they will not be sup-
ported and carried out. In other words, ‘although one or two individuals in /
a community and any number of agency staff may argue that a community needs
to be involved in the School-Community Prbcess, it Wlll not be successful
unless many people in the community agree.

\

Making Decisions L ¢
R\cision making is the process ¢f making choices among alternatives. 4

And to make an effective or sound choice, complete information must be I
available to all whc are involved in making the decision. ¥

. Using as much information as is available in decision making increases .
the accuracy with which consequences can be predicted. For example, a
school-community group may contact a staff member of an intermediate service
district to help them design a community survey. The utility and effective-
ness of the methods and instrumentation the consultant suggests will depend
largely upon the information available about the purpose of the survey, how
many people will be contacted, what the time constrairits are, and what, ‘
resources (money and people) a.e available.

Two kinds of information are important for making decisions: (1) infor-
mation related to feelings and perceptions and (2) information related to
knowledge a.id observable events.

Several factors influence personal feelings and perceptions. People's
individual logic, their desires to be accepted and included, their views of
right and wrong, their sense of personal power, and their immediate feelings
about the gituation are all part of their decision making. Information sharing
must provide continual feedback among participants about these personal factors.



c - Information about t people know and what they have seen or experi-
enced is an important part of quality decision making. -For example, suppose
a state agency learns that merely providing financial’ support for new
: school~community projects does not ensure effective, lasting projects. The

e agency can use this information to revise its policies and formulate alter-
~ native strategies for initiating and qupporting projects ;that are more‘
likely to succeed.

Since any type of pertinent information withheld during decision making
diminishes both the quality of the decision and the commitment to carry it
out, tactics for withholding informacion, such as sandbagging, using hidden

_ agandas. and -i&e-talking, usually result in shcort-term expediency. When

. this hidden information finally surfaces, the decision‘must be faced again--

! " this time in an atmosphere of distrust and conflict. .

Involvement and support may wane if decisions do not reflect reality
as perceived by project participants. Consequently, those involved in the
ject are encouraged (1) to base their decisions on pertinent information
that has been shared openly and (2) to provide those affected by a decision
the opportunity to influence it.

[EERN

Taking Action

Implementing the School-Community Process is not simply a mechanical
process, but a developmental one in which the planned innovation and its
* " setting undergo continuous modification. A continuouys £low of information
about project successes and failures is needed in order for those involved
in the project to adapt and improve project operations.

%

To identify what modifications need to be made and to select ways to
carry them out requires that information be shared openly and frequently.
- Regular meetings cf project personnel and with local educators and citizens
is a way to encourage people to share information about problems,. new ideas.
what things are working well, and what needs more attention.

1
~

-\iyln the Sthool-Community Process, modifications are likely to center on

-

.

TRAINING: Are training activities
for process facilitators keyed to
project operations and the
facilitators' concerns?

MATERIALS: Are agency staff and
\\v local participants adapting
materials and other resources
to their specific needs? Are
existing materials being used?
What new materials are needed?

R g R




PARTICIPANTS: Does the -project
igyolva‘a sufficient number of
‘participants to build project
morale and to represent a wide

- assortment of agencys school,
and community concerns?

T S AGENCY SERVICES: I3 the assist-
- . ance provirled by process facili-
tators and other agency :onsul-
tanfa viewed by local partici-

- pants as useful and.beneficial?
Does agency staff have the
ne¢essary gkills to deliver and.
support these services?

' Sharing these kinds of information enables all involved to assess and
adjust the direction of the project and to deal with both anticipated and
unanticipated problems. Methods that maximize flexible information
sharing, such as frequent staff meetings, discussions with local school
staff and citizens, and having agency staff readily available, will help
you deal with issues as they arise and better equip you to make whatever

4 changes the situation calls for.

When To Share Information . %

Whén participants are involved in a dec151on, they will need informa-
tion enough in advance to give them time to consider their ghoices. After
a decision has been made, people will want information about the results
or outcomes. The sooner people are aware of the results of decisions, the
* more likely they are to assess the worth of the decisions and lea'n how
their involvement (or lack of it) shaped the decision and the res:lts. If
) ¥ information is tardy--coming too late to shape decisions effectively or too
- long after an outcome--participants begin to lose touch with the project.

Timing is also important in another way. People are more likely to use
and act upon information if it is available as they consider a decision.
Alsq, if individuals feel pressured to accomplish a task or seem confused by
a tapid\bhange, they are less prepared to cope with new information. Pre-
senting information when it is pertinent to the task and when others can
ackngwledge it will increase the probability of the information being used.

~

How To Share Information

The way in which information is presented greatly ‘influences whether
or not it will be used.




L 3

.threatened by thc informaticn.

-

Awvoid Creating Threat " '

New information brings a‘change to familiar thoughts and viewpoints.'
People usually respond to change with some level of stress. Therefore, it
is important to present information in a nonthreateéning way. Avoid inter-
preting information in a judgmental manner. It works better, for example,
to say, "The survey was completed by 40 percent of the commuiity," rather
than saying, "You had very poor response to the survey." When information
is communicated in clear, "that's what it is" statements, then others are
ablé to make their own judgments about the meaning and significance of the
information. As a result, people are less inclinéd to feel "pushed" or

Keep information Relevant

Shared. decision makina does not mean all decisions are made by all the
participants; neither does i% mean that all information is shared among all
participants. The content of the information needs to be relevant to the -
peruon's congerns. For example, & school-community group needs to know how
long this project is funded, but they may not need to know all the funding
issues facing the support agency. Infdrmation "overkill" is a fast way to
dnnpen Adnthusiasm for a project.

It is also important to consider confidentiality. Information about
personal £ elings, errors in judgment, . private opinions that are aired in

- the process of group discussions must stay within that gfoup. 'One incidence

of indiscretion which violates the privacy of an individual or.'a community

immediately raises alarm in others. For example, iﬁ a school-copmunity group’
‘member learns that his private opinion about an agehcy consultant has become
public gossip, trust is qujckly lost throughout the project and communication

is impaired.

Match ’ comrmnlcatlon Methods to Receivers Preferences.

is conveyed often determines hoWw —
quickly--and thoroughly -~people will’

information in writing, which enables

of trouble.
' 8

Other people prefer more inter-
action as they receive information.

People like to receive information
in different ways. The way information
act on it. Some people prefer receiving

them to digest the information when it's
convenient and retrieve it without a lot

They often enjoy personal contact; they
want to question the information source
and enjoy giving their spontaneous reac-
tions and feedback. Face-to-face

6
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Summing It Up

N
conversations allow for more clari- .
fication than written messages since

both persons can pick up on nonverbal
communication and check perceptions.

Telephone cppversations limit oppor-

tunities to pick up nonverbal cues, -

but still give each person time to

obtain immedi::e clarification. =

Some people want a combination
«f approaches: they want something‘in
writing first, with an opportunity to
follow up with a conversation. Others
prefer to discuss it first and then
‘receive a summarcy of the conversation
in writing. . .

Questions of ‘legality must also
be .considered. ‘Some events in the
School-Community .Process, such as
hiring personnel or reporting the "<

" outcomes of a school board meeting,

must be captured in writig./and made
available to the public.

d

Information sharing goes .two ways. Giving and recexvxng pertlnent
information enables project participants to N

L
®

*

How your school-community project 6perates, why it operates as it does,

share expectations and reach a common understanding about
the project 3

prepare for and make decisions

adjqu project plans to meet pergeived needs

[

and the consequences of various activities and decisions of the project

1]

.,are related closely to the openness and timeliness with which information .
is shared.



. Supporting and Guiding
-~ Process Facilitators. -

oL

. Most agencies or school dlstrlcts that hire a proc€§§ facillt&tor also
designate a staff member to coordinate or supervise the work of 'the facilitator.
Guiding and supporting one or more process facilltq;g;s is an impdrtant )
function. For many process:facilitators, their role will be a new one.
e . Training coupled with on-the-job guidance-from a coordinator or supervisor
) can do much «to help a process facilitator effectively plan, carry o. . and
assess his/her work with various school and'community groups. '
* The amount of time a staff member devotes to working with a process
facilitator varies, depending on the numbbr of process facilitators and
their scope of work. For example, a staff member might allocate three days
a month to work with a process facilitator who is working half-time with
. one community. On the other hand, a staff member might allocate ten days
per month to work with four full-time process facilitators.

This papeYr presents information about whdt a staff member, designatéh
to work with and guide process facilitators, )can do to help them solve
problems, make decisions, and assist others ko take an active part #n school
problem solving. ' : ,

<

Helping. Proceés Facmtators Become Orlented
To Their New Role Ry |

There are some things a coordinator can do to help a process facilitator
become acquainted with his/her surroundings (lf a facilitator is new to the
agency or community) and the people he/she will be working with.

1. Introduce the process facilitator to agency staff. Wwhen a Process
facilitator first joins the staff, he/she will undoubtedly have
questions like, "Who works in this agency?" "wWhat do they do?'" and
"How will my work relate to what they do?" Agency 'staff members
will have similar questions about the new processx}acilitator.
Providing an opportunity for a prooess facilitator and agency staff

S to ask and answer some of these questions sets a climate for sharing

~ information and relieves some of thg anxiety that both parties may have.

\,
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2. Introduce the process facilitator to school and community members.
' Informal meetings can help a process facilitator and local people
. meet and become acquainted.. . These meetings offer an opportunity to
deal with initial qugstions and to begin building ihterpersonal
relationships. .

3. Help a process facilitator get settled in the community. Sometimes
a process facilitafor wlll be new in the community. Providing
information about the nitty gritty logistics--housing, utility -
services, shopping--will be of great assistance to a newcomer.

« 4. Share expectations about job roles. "Just as a process facilitator
is taking on a new role, so is the person who will be supervising
. ‘ and coordinating a facilitator's work. It is important for both
¢ parties to spend some time sharing their expectations about antici-
' pated tasks, how they want to work together and any questions ‘or
concerns either might have. Not only does this help to clarify and
define their respective roles, but also helps establish a climate
of openness and trust between the process facilitator and the
coové}nator.' Ce

Guiding the Process Facilitators' Work

A process facilitator must carry out a variety of tasks in order to
teach local,citizens and educators how to work together to plan and carry
out school improvements. A coordinator can greatly enhance the process
facilitator's commitment, and accomplishment of tasks, by planning and
monitoring the work with the staff members rather than for them.

One technique is to use a problem-solving procedure. The coordinator
’ . can,assist a process facilitator to clarify the purpose of each task, deter-
mine what needs doing, search for ways to accomplish this plan and carry out N
the task, and evaluate the results.

For example, perhaps a process facilitator has noted that discussions
in a partiCular group frequently shift from the topic and are: 1engthy. They
also stem to result in indecision. Together, the coordinator and process
facilitator can clarify the problem and determine what the process facilitator
might do, i.e., suggest to the convener some new behaviors such as setting

.




‘time limits for each discussion topic, or peripdically summarizing the major
ideas and issues of a group discussion. The coordinator can then help the
process facilitator assess the results of his/her efforts, noting what went
well and what didn't, while continuing to think of other solutions to the -
problem.

Frequent problﬁm-solvin sessions of this nature not only help a process
facilitator gain confidence and skill, but also allow both parties to express
satisfaction with tasks performed. Problem areas can be discussed, such as
3kills that aren't being used, and so on.

" Ahother technique, called management by agreement, can be used to help
a process facilitator identify problems and assess the degree to which work
has been accomplished. This technique incorporates the following concepts:

» 1. Agreement. The coordinator negotiates long-range and month-
by-month written statements of the outcomes each process
facilitator is expected to produce. Both parties shape
this agreement and share their expectations about outcomes.
When both the coordinator and the process facilitator have
determined the outcomes of the work, it is likely that both
will be strongly committed to a task and its importance.
‘Task accomplishment is then more likely. ¢

The statement can include the date the work will be finished
and the commitment of resources required to get it done. 1In
negotiating these agreements, the coordinator should not borrow s
strength from his or .her authoritative position tc get the other
person .to agree to an untenable work statement. An agreement
that focuses on results, rather than methods for accomplishing
them, gives the process facilltator both the responsibility and
the freedom to exercise his or her ingenﬁlty People resent
work when their commitment is to time schedules and deadlines
only and not to the quality and purpose, of their work. .
o«

2. Provisions for help. The agreement can specify the help tle
coordinator  is committed to providing. An effective team is
built through an understanding that the coordinator is willing
to help in ways that the process facilitator might request.

A coordinator must be careful to assist rather than do another's
job. Otherwise, the coordinator risks damage to relationships
and morale.

3. Accountability. The coordinator and the person with the work
assignment can assess together the fulfillment of the agreement.
The process facilitator can carry out a self-appraisal based on
theragreement; the coordinator should then feel free to share
his or her impressions of how well the agreement was accomplished.
The degree to which a coordinator can encourage and guide process
facilitators will greatly infiuence the success of process facili-
tators and of the groups they work with.

3
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Réguiarly scheduled monthly work reviews between the coordinator,

- and the process facilitator can be used to assess what has been
accomplishe. ind the difficulties that have been encountered, as

- well as how these can be dealt with. Then another month's work-

‘ and-help agreement cammbe negotiatedy The form that follows can be
used to facilitate these reviews:
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Infermation that ia praseated and and
planesd at the beyinaing of a wark discussed a8 the aext wek review;
poriods 6.9 at tha first of the taoka with whish thace are sume
. - difticeitinn and that are aot
conpleted are tvsasfersed to the
tasks planmed® column fuc the
beginning of the new wotk period -

Helping the Process Facilitators Work Together

Another challenge that a coordinator faces when two or more facilitators
are employed is that of helping them examine the way they function as a
7 group and creating a climate in which each member feels important and has
\ an opportunity to develop his or her ~wn capabilities. This means period-
ically asking 'qliestions like:

® Do we as a staff cooperate with one another to carry out tasks,
solve problems, or make decisions?

e Do we communicate comfortably and openly with one another?

° During staff meet:ungs, are specific procedures followed-~-e.qg.,
establishing the agenda, allowing time for discussion, recording
\\ decisions?

) | 4
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® Are membera Batisfied with tne way decisions are made?

® Does the staff seem clear about what it is doing and the
direction in which it is going?

When process facilitatbrs and the coordinator first cdme togethei,
they, like any group, go through phases. 1In simple language, the phases of
'a group are forming, storming, norming, and performing. .

*Formégg

When a group first meets, people
want to feel safe and secure. They
want to know what the rules are.
"What's going to happen?"” They ask
questions like, “What an I supposed
to do? Wwho's in charge?" "Am I in
- the right place? Am I going to be
accepted? Who is likely to support
me? Whe in the group is ~trong?
Who's kind? Who's funny?" Norms for
behavior and interaction begin t.
foxm. Is the group formal or
informal? Do people use first names
or last names? Who talks to whom?
Where do people sit? Which people
cluster? Who's a loner?

’ 1 [y StOrlI\ing

As answers for these questions begin

to imerge, the group moves to the next

phase, storming. The sense of uncer-

tainty in the forming phase is replaced

with determination «rd confidence. ‘
Silently asked questions now spill out -
into verbal questions. "who are you

(the coordinator) and what are your

credentials? What makes you .hink you

know what's best? What's the reason

for doing this?" And questions become
statements. "I have an idea. I think

‘we should..." At this point forwal \

N . leadership is-challenged and group -
i v - members begin to experience their own
strength. Roles in the group begin

to emerge. It¥s a time of testing
leadership credibility. A coordinator

: . or leader must carefully structure
0.0 give-and-take so the other group mem-
(1) (}J bers have a sense of moving. forward, .
VL _J

not simply of a free-for-all. Storming
may occur over an extended period of

time. Once the issue of power is settled,
the group moves into norming.
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Normin

Desirable norms that began to emerge
as the group was forming now become
confirmed. Expected patterns of
behavior are clear to everyone and
people feel comfort in the norms.
When asked, "Why do you meet together
once every two weeks?" the process

facilitators respond with, "That's

the way we keep one another up to

date about field activities and

meetings." Definite, clear, and N LW

consistent norms enable the graup to

- move into performing.

Performing

The group gets down to working On and
accomplishing the task.. Roles are
clear, norms secure, and individuals
can work together sharing strengths
and accommodating for weaknesses.

Under certain conditions the group
may Yevert to any one or more of the
previous phases. A phase ~hange can
‘come if new members are introduced to
the group, if dissatisfaction with
leadership arises, if a crisis occurs,
if an individual's attitude or be-
havior changes.

A coordinator together with the prccess facilitaﬁors can also do a
number of thingg to build grour cohesiveness:

1. Identify with your group. Think of your group as a team rather
than a collection of separate individuals. Recognize your common g
purpose. and talk about what we can do ratheg than what I can do.

2. BRuild a group tradition. Once a group forms, it begins to create
its own history. Groups can refer to events that are memorable

and plan for activities that will create tradition. Examples
might be monthly planning sessions and occasional social gatherings.

3. Get the group to recognize good work. A group that appreciates the
" efforts of its members vill promote a feeling of acceptance and
caring. When good work occurs, compliment the individuals
rgsponsfble.
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4. Set clear, attainable group goals. Each group is likely to
have long-range goals. The group also establishes short-term
goals. For example, “The goal for this meeting is to make 2

. ‘decision about who will take the lead role in conducting ‘“he
orientation session at the Grange this Friday." End-of-t
mncting ox weekly reports on goals that have been met increase
a group 'd sense of accomplishment.

. ' $
In cohesive groups, membérs feel a strong kinship to each other. In a .

sense, every member is essentialfto the group. However, if someone is fre-

. quently late or absent, the group may féel 1ncompleta and less able to

_function. . . D

R
Encouraging New Ideas ! “

Another important function of the coordinator is to Pxovide and stimulate -«
new ideas for improving the ways in which a process facilitator works with
community groups and for improving school-community relationships. A process
facilitator may look to the coordinator' for conceptual leadership in
(a) strengthdiiing and wodifying the basic approaches to school-community
problem solving, (b) improving the ways in which the agency supports local

.school-community projects, (c) linking other agencies engaged in support-

ing local problem solving, and (d) util zing resources build strong
school-community partnerships.

If a coordinator takes on this function, it 1s important to be able to
estaBlish and support a climate in which a process facilitator can contribute
to the design and operation of a schaol-community project. - The following
are some techniques that can be used to encouragn a facilitator to contribute
ideas to the projeact.

1. Encourage a process facilitator to design and carry. out hjs/he
own professional development. The coordinator can facilitate
such activities by developing and sharing a sample personal
development growth plan, by working to establish a fund for

such activities, or by planning for released time during which-—
a facilitator can pursue development activities. ‘Thes resulting
growth can contribute greatly to improving approaches or making
adjustments in project direction.

2. Explore with a process facilitator some possible futures for the
project. This technique, sometimes called "futuring," is a way
to expand the potential of a project by examining all the possible
things it ‘could be. For example, the coordinator might ask the
process facilitator to "imagine the school-community groups as

%% they might*be a year from now." What does the facilitator see
happening? How does he or she feel about this projected situation?
What role does the facilitator envision for him or herself? This
technique frequently produces a wealth of jdeas, -some of whjch can
be translated into new ygoals or directions- }bf’school-communlty
problem solving. B

- o
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g : 3. Solicit and listen to a procdss facilitator's ideas. It is

Yo ' " . important for individuais to be able to share their ideas and

o to feel that thosé ideas are vilued and reaspected. Individuals
want to have an active part, and are a tremendously valuable
resource, in shaping the projsct. Creating .n atmosphere in
which people can communicate their idcas without immediate judg-

e ment or criticism does a lot to promote creative approaches to
: : projoct goals and opo:ationn. ,
.
e - 4: . Assist a process facilitator to design and carry out project

improvements. For example, perhaps a process facilitator wants
to explore an idea for helping a school-community group work
R more collaboratively with school staff. Support for such an
effort might be provided in terms of money to purchase a few
books or released time to attend a workshop on 1ntergzoup
collahoration.

These are only a “faw examples of the ways in which a coordinator can
build the kind of environment where a process facilitator will feel his/her
ideas are. walccmed and respected. .

‘Summary S Db

The work of a process facilitator is very demanding. . In the early
stages of a school-community project, it can be confusing and frustrating, .
particularly if the process facilitator is new to the role. For this s
reason, an individual who provides process facilitators with leadership, *
guidance, and moral support greatly enhancps the success of their work with .
school and community groups.

The,qpproaches presented in this paper are only suggestions and must
be adapted to meet individual needs and preferences.

¢




'process facilitator's job is to help

selecting 'a Process ‘Facllitator

-

)

. The role ot a procou facilitator is both challenging and demanding.
Process facilitators are trained to help citizens and educators grow in their -

+ capacity to systematically solve local educational problems by collaborating

effectively with other individuals and groups. The process facilitator :
works closely with lchocl-oomunity groups, school staff and administrators,
and school boards.

The f.ollowing information il intended to help agency staff members
identify potential candidates and select a person they feel is most suitable
for the job.

‘What a Process Facllltator Does

A ptocéss facilitator works with
all participants in the Sohgol—- _
Compunity Process. A major part of a

group members learn and use systematic
problem-solving skills. This includes
identifying problems, searching for :
alternatives, devaloping implementa~ e
tion and evaluation plans, carrying
out the plans, and assessing the
results of the effort. BN . -
- « . A 4
For exmple, during an early stage of the School-Comunity Process the
process facilitator helps local persons plan and conduct a community-wide
survey to find out what people feel are critical educational needs, problems,
or goals in the community. A process facilitator does. not identify the
problem or goal areas. Rather, a facilitator teaches the skills needed to
successfully plan and conduct a community survey and to report the findings.

P process facilitator also helps groups work together in ways that are
productive and satisfying. A process facilitator assists group members to ‘
acquire or improve their skills in communicating, making derisions, resolving
conflict, and using various resources to assist them. in their work.’
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_ procedure.

For oxample, if a school-community group has difficulty making group

- decisions, a process facilitator can help the group identify the problem.

It may be lack of information, or that some members don't feel their opinions
are seriously considered. The fagilitator -helps find ways to'resolve it--
gathering adequate information before a decision is considered; airing facts
and opinions from each person; trying out a different decision-making

’ ’ '
Tiiroughout the School-Community Process, the role of the process facili-

tator evolves. The role evolves from a person who gets things going, to a
process trairer who hglps people learn to take an active part in decisions

-and planning, then to a resource person who can supply information and link

people up to resources, .and finally to a supporter of school and community
peop who assume the major tasks of facilitation.

/
¢

Working as a Process Facilitation Team

While it may not always be possible, the work of a process faaoilitator
is usually more effective if .carried out by a team rather than an individual.
It is healthier for a team to work with groups of people since team membérs
can share gkills, give each other feedback, and.spark each other's creativity. ,
Generally, a team will be most effective if it represents:

e more than one of the local
N q(hnic groups .

® ' each language that is spokeh--
" if more than one language is
spoken in the local area

o both sexes--since community
groups usually include both
meén and women e

e local/non-local residency
A strong team benefits from the advantages of differentiated skills, °

common planning sessions, flexible leadership, and a sense of interdgpendence.
And, if a team works smoothly together, people will notice and may begin to

" imitate such behavior.

: L . :
suggested (riteria for Process Facilitators

The choice of an individual to fulfill the role of a process facilitator
requires careful considg;ation. Before job announcements are distributed,'

g
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v criteria should be developed for assessing qpplicantl' skills and expoxiencos.-
T 9ziteria can focus on the following areas: '

‘s

e previous work experience .
R " 3 - .
re . , e educational backg:ound

. ' personal attributes . : B \

Previous Work Experlence_ .

e ' Since the major functions of a proceas facilitator are focused on working
! * with groups, previous work axperidnoe with groups would be important.
: Specific characteristics that should be conaidered include:

e the candidate enjoys working with
groups - v

e the candidate has worked success-
fully with grdups to imprayve :task
accomplishment or greup procésses

e the candidate has worked with

s -
8chool or community groups _
Y ' -
& the candidate feels it's important
for groups to learn to function
' effectively without the continued
NG assi.stance of a process facilitator
; e the candidate can work with groups
. * in a way that promotes shared
N — decision making
' Previous work experience with groups can be quite varied. Experience in
working with school or district staff can be beneficial--to have some famil-
D - larity with how schools operate--but is not absolutely essential. Generally,

) what is important is that a person values, and has the skills to create, an
atmosphere where pevyle ra~ be open and can trust and learn from one another.

. A person's previous experien:c in managing his or her own workload, or
cdordinating‘the activities of other groups, is beneficial. A process
facilitator frequently works with several groups simultaneously, and needs
to ‘he able to gqordinate planning and preparation tasks with meetings and
activities of other,groups with minimum supervision.

Another thing to consider is previous experience working with a wide
variety of veople. School-community grour members represent all factions
and opirions in a ccrmunity. The process, facilitator will need to work with
persins with varied backgrcunds and work in such a way that all groups feel

" equall’ included in the activities.
EX \ Y
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In short, no specific yexperience guarantees that a person will he a
good process facilitator, but some kinds of experience are especially valuable
when considering someone for the job. A basic background would include work-
ing with people in an educational or training situation, coordinating a
variety of activities, and/or working with multicultural or diVerSLfled
groups.

Educational Background

-~ .

Just as there are no set rules for previous work experience, there is
no absolute prescription for the appropriate educatiohal background of -a _
process facilitator. While many persons currently working as process facili-
tators have a 2:chelor's degree in education or in some area of the social
sciences, such previous training is not absolutely necessary. For example,
occasionally individuals with a lot of formal education do not suc eed as.
a progess facilitator. On the other hand, individuals with only a high
school diploma have sometimes done quite wall.

During the Rural Education Program training, a process facilitator
learns concepts and gains skills in the following areas?

.'/.
\ ‘
e helping school and community groups develop gkills

® . group processes and small group theory

® ﬁroblem solving .

PR

a3 conflict identification and resolution
e collaboration among diverse groups -

e decision making

e team building

Prior skill in any one or more of these areas would be beneficial. ™More
important than formal degrees and training, however, is attitude. It is
crucial that a process facilitator be interested in learning the concepts
and skills mentioned above, and--perhaps most important--value others learn-
ing these concepts and skill~. ‘

A .

Personal Attributes

In addition to work experiences and educational background, there are
certain attitudes that affect how a person works with others and, ultimately,
his or her success as a process facilitator.

a
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COMMITTED--to the principles and assumptions that undexly the
‘School-Community Process--sea: ttachment A.

NEUTRAL-~the process facilitAtor remains focused on process--
how the group(solves its problems--and does not become an
advocate for any particular group's issues or concerns.

TOLERANT--of ambiguity. When a variety of people looks at local
school problems in new ways, there are bound to be surprises and
frustrations. A process facilitator must be able to accept and
live with uncertainty. : >

FLEXIBLE--to work outside a consistent nine-to-five schedule.
School~community group meetings are usually held in the evening,
and occasionally work may take place on weekends.

ENERGETIC--b2inging forth the potential of a community to identlfy
and carry out school changes demands a lot of energ ealth
and enthusiasm are important.

SUPPORTS*-and encourages people to learn new skills, try out new
behaviors, and consider ‘new solutions to school problems.

" RESPECTS--local beliefs and customs even though they may not be
part of the process facilitator's own system of beliefs.

‘Where To Look for Candidates N

There may already be someone on staff who is qualified to work as a
facilitator. Someone who is already known in the school district or community
can be a great asset, providing that this person is viewed as neutral and can
view educational issues in a relatively impartial manner.

, If'you are looking outside your immediate staff, consider contacting
social service agencies in your county or state. The job of a process facili-
tator resembides many social service activities and the personnel offices of
these agencies may know of people with the appropriate qualifications. Also,
regional educational laboratories and centers often have personnel skilled
in working with groups and are another type of agency to contact for potential
candidates.

Advertising in newspapers and professional education journals should not
be overlooked.

When preparing a job description, consider the sample that is with
this paper, Attachment B; it is one that was used by a regional agency.
Once the job announcements have been distributed, all 7 at least a
month for applications to be submitted. -

5
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Screening and Interviewing Candidates
. ™~
Frequently an agency appoints a committee that screens wriEten_
applications and interviews the selected condidates. The committee may
include agency staff, as well as representatives of the local communities
and districts involved in the project. If a process facilitator will be

working with a district that has a large minority popu%gtion, it is impor-
tant to have representatives of this group on the écrﬁening committee.

-~ - -Ff-your agency is hiring a team of process facilitators, group interviews

will leét the candidates and the committee rembers sense who might work well
together. An alternative to formal. group 4nterviews would be an informal
meeting--a coffee hour or a luncheon--among all candidates and committee
members.

.
¢

A Process Facilitator’s Salary ¢

;;Eluse the role of a process facilitator is new to many agencies, an
inevitable qQuestion is, "How much do we pay?" This is a difficult question
to answer because there are so 'many variables, i.e., the agency's salary
scale; the experience and background of the candidate; the demands of the job;
and whether or noeéphe agency wants a part-time or full-time facilitator.

|
- Perhaps an example or two will provide some guidéz}hes for what type
of salary would be appropriate.

EXAMPLE 1: A half-time process facilitator is needed to work
with one small communlty--population of the community is 750.

A person with some college background ana three years of experi-
ence as a leader in various community groups is hired. Salary
might range from §4,000 to §5,500 fqr a half-time person.

EXAMPLE 2: A full-time process facilitator is needed to work

~ with three small communities=--populations of these communities
are 700, 525, and 300. A person with a college degree and five
years of experience teaching group process techniques is hired.
The annual salary might range from $10,000 to $15,000 for a
full-time facilitator.

A process facilitator's salary depends on the individual's background and
experience, the scope of work, and the employiny agency's salary scale. ,J
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Summary ‘
The role of a process facilitator is challenging and defdnding. It is
_ a job that demands long hours, frequent evening and weekend workJ)and consid-
. erable traveling. It can also be very rewarding to see people“get involved
and togather solve school problems. Carefully defined selection criteria,
) a thorough BejFCh for qualified candidates, and a representative screening

committee increase the probability that process facilitators will be syitable
for the job and can work effectively with local communities.

P
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ATTACHMENT A ’

PRINCIPLES AND ASSUMPTIONS OF THE
SCHOOL-COMMUNITY PROCESS \

y . D

. PRINCIPLES

B - .
-~

. Shared Decision Making 'People affected by a decision should help make that
decision. . .
Choice - The "best" sgiution is not the same for every school and community.
o Solutions need to match the values and resources of each area. To make a
choice implies awareéhess of alternatives.

[y

Process - The manner in which a problem is solved or a goal met is often

more important than the end prodi . A systematic process for making choices

and changes makes the best use ot local resources.

* ASSUMPTIONS

-~
-

e All individuals have the right to participate in decisions that
affect thqm. '

® Shared decision making results in decisions that accurately
reflect the opinions and knowledge of the entire group.

i e Change is ongoing; planned change is more desirable than
y\\ -~ . unplanned change to improve educational opportunities,

e Communication between school and community members increases
support for school programs.

e Developing communication and problem-solving skills builds self-
reliance and increases the chances that educational improvements
will be successful.

o -

. ® Every individual has worth and dignity.

@ Conflict is a natural and common part of change and can be dealt
with and used constructively.

® A process fa01litator——a person trained to help groups use a

systematic problem-solving process--is helpful to persons involved
in change. s

| s
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. ATTACHM. NT B

. g
“ SAMPLE A
POSITION QPENAING
TITLE: Process Fagilitator APPLICATION DEADLINE:
’ February 12, 19xX
. LOCATION: Bramden, Oregon )
\\ ('\
_ » WORK YEAR: Ten Montls -, :
SALARY;: $12,000

JOB DESCRIPTION: General Statement of Duties and Responsibilities

The process facilitator role represents a relatively new seiwice for an .
* intermediate education district to provide to local school ¢iskziets. This
person is an assistant to schools and communitieg/ip processes related to
group effectiveness. He/she providas technical assistance to local school-
community groups as they form and work through a systematic process to

improve the learning opportunities in their school-community.

The process facilitator works closely with community members, students,
staffs, school boards, and school district superintendents, assists them to
enhance their skills in communication, systematic problem solving and shared
decision making, ard provides support for the new role requirements which
arise because of such work. Work with school-community groups regquires
frequent lat: afternoon. evening and' weekexfd work.

- MAJOR DUTIES:

>

1. Plan activities for assisting school-community groups to form; to
carry out needs assessment, search, planning, implementation and
evaluation work; and to learn the skills re ruired for such worxk.

~ 2. Assist school-community groups to develop plans for school improve-
ments which incorporate appropriate solutions to educationa. needs
within their community, and do this work in such a way that ’
eventually the group is able to function effectively in thc absence
of the facilitator.

* 3., Receive regular training, both formal and field-based, in communica-
N tion skills, systematic planning and problem solving, group
processes, and other skills and knowledge related to the School--
Community Process.

o - ' 9 .541
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4. Function as a catalyst for group action, rather than a doer.
© Adopt the attitude of never doing for the group anything that it
can do for itself.

5. Cooperate and communicate on a regular basis with local school
.officials, and conduct all activities in such a way as to enhance
rather-than detract from normal school functioning. Promote b
eftective working relationships between all groups involved.

-y

6. Assist groups to (a) recognize the needs for external resources,

- {b) develop the capability to select and utilize such resources,
» . and (g) assist in obtaining such resources by acting as a linker
when necessary.

. . 7. Attend all (at first--later most) school-community group meetings.
. o
8. Attend significant other community and school meetings; seek to
become familiar with community members' opinions and needs.

9. .Wider horizon of the schocl-community groups. Work to assist
them to discover possibilities, alternatives, options.

10. Function at ali times to work toward the agreed-upon goals of the
local s¢hool-community people, rather than personal ideas of what
would be desirable.

e, -

}1. Document project activities and snbmit reports to ESD Superintendent

as directed. . .

QUALIFICATIONS :

Candidate must have demonstrated ability to:

' 1. Accomplish needs assessments

d 2. Develop and write plans for activities
) 3. Colleut and preserve data for evaluation of activities
4. Write reports and maintain required log of activities
5. Attend, and participate in, community functions
6. Communicate effectively (listen, speak, write)
EDUCATION:
1/ ' ) . i /"
* Bachelor degree (minimum); Major in Psycholog¢: . Social Psychology, 2

Sociology (Social Science), Education, or some other related discipline

APPLICATION PROCEDURE:

Send letter of application and resume' to:

10
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An Approach To Planning

-School-Community: Services

Y

i

The Context of Planning

Good ideas~-creative, worthy notions about the way things might be--are
Plentiful. A school-community partnership for improving education, fc xample,
is one powerful idea that is now being d.scussed or investigated by peo; :
in your community, region, or state. Planning and implementation are the
two activities that translate ideas into reality, and they are generally
viewed as both discrete and sequential. Given the preeent failure rate of
innovations introduced in schools, however, this translation via planning
and implementation seems chancy at best. o

Why? Why do "best-laid plans . . . go astray"? Why do so many new
practices die out within six months of their inception or slowly resume the
characteristics of previcus practices? How can an agency that is planning
to proGide school-community services have some assurance that its investment
of human and financial resources will make a difference, will benefit the
agency and its constituents, will pay off?

Fortunately, several recent studies targeted on the developmeﬁt, dissem-
ination, planning, and implementation of successful projects have yielded
rather ccmsistent, albeit partial, clues for planners and implementers. The

* research of Berman and McLaughlin,l Hall and Alford,2 Pomfret and Fullan,3

and Miles4 have all. stressed:

) the close, nearly inextricable bond between planning and imple-
mentation that calls for a planning-action-feedback-planning
cycle of cruatinuous problem solving

) the importance of acknowledging, and tying planning/implementa-
tion activities ‘to, the socio-politico-economic reality where
change will take place

This paper addresses the preliminary planning process that occurs after
interest in an idea has been generated but before resources for implementa-
tion have been approved. It identifies key elements of planning, describes
timing and methodology, and provides a sample outline of what to include in
a written plan for school-community services. It is directed to persons who

Copyright 1976 by tha Northwest Regional ( _ NOR T

Educational Laboratory, 710 Southwest Second

/5/0\
Avenuw, Portland, Oregon 97204, For <\
information on the status of this developmental / \_‘\

copyright, contact the Laboratory, O\,
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. different parts of that purpose and role.

) \

are charged with the rasponsibility of planning by their agency or policy
-board and is intended to provide a new perspective on planning actividies.
Although it contains information that may be used indegpendently in a variety
of ways, it is designed to accompany the -~rvices of a. -school-community con-
sultant. Another booklet entitled Factors of Successful Implementation
discusses the adaptive planning and the implementation cycle that takes
pPlace after implementation resources have been allocated. \

8

Key Elements of Planning

Deciding what's important is the key to most activities, and this
includes planning.. The sorting of means from ends and peripheral from
central factors helps narrow the field of possibilities, focuses attention
on an important few, and of% ~en suggests a pattern for designing the activity.

Experience so far suggests that successful planning for school-community
services has thivee touchstones: . .

® a shared vision of what the future can be

® a design based on the vision, wWnich includes adequate prepara-
~ tion for startup and a procedure for continuous problem solving

] commitment and suppox¥t necessary to actualize the vision

Each of these is discussed briefly in the following paragraphs and in more
detail in the section "How To Plan", and each is referenced in the sample
outline as a way to describe the results of planning efforts.

The Element of Vision

Since the School-Commuinity ﬁ%ocess
is about change--introducing it, manag-
ing it, learning from it--a first
consideration is "Change to what?"

Vision has to do with a sense of purpose
about the educational system and its

role in society now and in the future.

It also concerns the potential of various
programs, facilities, organizational
patterns and materials for fulfilling

For ~example, is it one of the central
purpnses of your group or agency to help
regions and communities make their own
decisions about school programs? Part I t
of the sample outline illustrates one
treatment of this consideration in a

writton plan.

~1
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The Element of Design

A second consideration is that of

] design for change: What features will
lead to the goals-we have, and what
prepar«tion is necessary for startup?

. ' These questions can clarify both the

actual school-community services to be

provided and the methods or manner by

which education agencies will provide

them. Both the services and their

;/) © 7 delivery systems require certain
resources, staf' capabilities, organiza-
tional capat Lres, and procedures for
coqtinubus , +Oblem solving. Part II of
che sample outline addresses the aspects
of design.

The Element of Commitment

Finally, the importance of commit-
ment from participants and support from
those affected by, but not directly

nvolved in, the planning process should
»" be considered. One would expect that an
innovation imposed without active client
support and adequate maintenance
resources will dissatisfy users and will
fail, and research findings bear this
out. Commitment may he the most signif-
icant element in planning school-
community services for, in the broadest
sense, suéh services are intended to
increase the potential and actual S
influence each of us has on issues that . 4
impel us to action. If no one cares, N
this promise is lost. Part III of the
sample outline deals with the issue of
comnmi tment. \

‘When To Plan...

Effective planning for school-community services has some of the same
prerequisites as effertive planning for other purposes--a shared sense of

purpose, sound data to use in designing the services, and people and other
. Y
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resources to acgdmpiibh'thé work. For planning school-community services,
this means that:

é \State Qr regional educational priorities include assisting
-glocal districts to be ..ne more effective at independent problem -
'solvin? through broau based community(participation.

e A preliminary investigation of the Sc -Community Process and
its outcomes in other sites has yielded generally positive
‘ rea%%ts.
e Planning a pilot project or other installation of the SchooIE"
"~ ., Community Process has been authori:ed by a légitimate body.
If some version of each of *these three conditions daesuhot-yet exist in your
state or region, talk with the school-community consultant. Better a short
delay than an unconvincing plan. .

£ | - 3 ' ’ﬁﬁ\ /
_ And When To Implement

The studies cited earlier strongly suggest that overplan is overkill.
Plan enough to start activities smoothly, they conclude, but'not so much
that adaptations cannot occur freely during implementation. For' school-
community services, in order for planning to give way to implementation:

® Preliminary design should be complete.
® Linkages to implementation muét be established. . '

® Processes for feedback and continuous problem solving need to
be defined. .

o 'ReSOprces and support for impleme.atation must-‘be ;vailablé.

) Implementation must be formally authorized.

How To Plan

A host of planning models has evolved over the years. Miles4 describes
six "classic" planning/implementation models--"muddling through," natural
development, engineering/architecture, rationalized program development,
simulation, and adaptive planning. Pure models are seldom actualized, with
the result that almost every planning effort introduces a variation to one
planning mode or ancother. Although personal or agency preference ané pre-
vious experience will influence the kind of planning you or your group
undertake, the case for Qggg}%ve planning is strong--a high rate of success.

t
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.Miles? also suggests that there are at ieast tiQe undéflyinq dimensions

of all planping models~--compositinn of planning group, approach to the future.
* design speciiicity, adaptiveness and reflexivity, and planning~-implementa-
. tion linkage. Adaptive planning naturally ranks high among the latter two
dimensions and relatively low along the middle two. The primary dangers
of adaptive-planning are therefore the tendericies toward expediency and
"laziness--doing what works in the short term rather than what will achieve

the goal, or drifting into "unplanning." \ .

Reflecting on prior experience with the School-Community Process and -

the results of the studies cited, a few gquidelines for planning can be’

postulated: - . .

1.

"~ 3.

s

“

Examine your group and revise
its membership until you have
a good balance among experts,
administrators and staff, thoge
who control the- resources, and
constituents. -

'

Wor:: together to develop a
shared sense of purpose and .
commi nt; work individually
with those you represent to
spread purpose, commitment,
and information.

Gather data from previous
~experience(and informants
along the communication network.

L N

Decide on the features of your
plan one at a time; leaye space
in“ between for action or commu-
nicatdon and feedback.

Be ‘honest;® solicit and use

critical feedpack as wgll as
compliments. . . 7 !
Keep design related to purpose; »
the spirit behind design fea-

tures is more significant than u ’
the detail of them.

bon't ignore issues of power, » .
relationships, and governance :
because they are stigckier than (
technical issues; they are also

more important in the real world.

.
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8. Make sure that implementation
- will proceéd directly from
pianning--gsame purpose, commit-
ment level, participants (at
least some),. features, etc.

9. Include provisions for future
problem solving~--who, what,
how, when, and where. g

To round off at a golden number,

10. Don't be lulled into thinking
adaptive planning is easy. It
requires a high trust level,
high tolerance for ambiguity,
high energy output, willingness \
to experiment, and acceptance &«
of high risk from those who
would attempt it. °

Even so, righ%‘nou adaptive planning seems to be the best game inm town. .~

What To Include in a Written Plan

Y A plan that includes all of the features shg ed ?feviously might be
re

organized in a dozen ways. The following scheme is y representative
and is intended as a starting point; it does not take into account special
planning requirementg that are part of every 3jgency's operations.
A completé outline, which begins on tug next page, is presented so that
the flow of information is céﬁargnt, but sections especially pertinent to the
implementation-of school-community services contain more detail.

A



I.

PLE OUTLINE

THE POTUINTIAL OF THE SCHOOL-COMMUNITY PROCESS (THE QUESTION OF VISION)

A.

Agency Commi tment ' : _ ,

1. To effective citizen irvolvement in zducation

)
L]

2. To building the problem=-solving capacity of rur&l districts

Summary of Schoql-Community Process Investigation and Results

[y

l. From,a needs assessment

a. The assessment of statewide needs for citizen participéfion
and district problem-solving capabilities i
- b. The extent to which the School-Community Process maxches
these needs

-

2. From a feasibility stud? of school-community s8exrvices
a. Econohlic feasibility

b. Political feasibility:

.

3. From school-community perects in other sites
. ¥
a, ‘The new capabilities of involved local districts and
communities to identify and prioritize their concerns
abouc educétion, then plan, carry out, and assess
~imprcrements

. ) ‘
b. The new capabilities of the regional and state agencies
to provide training, process facilitation, 'and support
services to districts providing school-community services

c. ‘égtlsfactlon of participants and observers with the
hool-Community Process

-

4. From the services of the consulting agency

Relationship in Findings in "B" to Priorities in "A"

Recommendation for Continuing To Use the School-Community
Frocess in This State or Region

b d




) II.
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PROVIDING SCHOOL-COMMINITY SERVICES (THE QUESTION OF DESIGN)

A. Mirgion Stateme: for School-=Community Services

B. séggg of Work . f
1. Kinds of services to be provided .

c.

a. Facilitation of third-party problem-solving groups

b. Training for process facilitators

c. . Orientation for consultapts who work with local N
districts .engaged in a school-community project

4.  Coordination/informution sharing/assesqment/ﬁlanning
Exteﬁf’of services to be provided o .
a. Number of locai and regional sites involved initially
b.' Rate of expansion

C. Number of process facilitators and trainers needed
Extent of support required within the agency ' -

a. Financial

b. Organjzational

Management Plan

1.
[

!

Organizatioh pattern to accommodat: .. school-community project

a. Possible assigmment of responsibility for school~community
services I

(1) To a new unit

. (2) To dn existing unit

(3) To an interdepartmental work group
b. Changes required in cufrent organization p;ttern, if any
Staffing pattern needed to accomplish the scope of work
a. Staff needed and number
B (1) Project cggrdfnat01,

(2) &rainers

(3) Process facilitators
/
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D.

b. Staff development needs of the grou -

c. 'Staff development activities--kind, number, scheduling
3. Continuous proﬁlem—solving processes .

a. Who will be involved ;

'b. What kinds, of data will be collected, how often, and
with what kind of devices

C. How:will drta be used and deciaio?s made
4. Arrangements with a consulting agency
a. For training

b. For maté:ials

¢. For other consulting

Resource Plan \ »
1. Funding sources
2. Distribution 6f funds within the budget

3. Contract with the consulting agency

III.  BUILDING SUPPORT FOR THE SCHOOL-COMMUNITY PROCESS

(THE QUESTION OF COMMITMENT)

A.

The Importance of a Supportive Climate for Achieving Goals
and Obtaining Long-Lasting Results

-

* 1. Within the agency

2. Among the public \

3. In other groupi and agencies

Existing Evidence of Commitment =

l. Planning group «
2. Agency support .

3. Information network

Maintaining Commitment and Support During Implementation

l. Wwho, what, when, where, how

-

2. The process of continuous problem solving

4 9 6.
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What Next? .

To be implemented successfully, the project will need a continuing
planning process. This can be created during frequent and reqular stqff
meetings that involve many project participants. These meetings provide
an opportunity for reassessing plans and their outcomes, for monitoring
project achievements and problems, and for modifying practices in light of
implementation realities. Continuous planning keeps the project grounded ]
in the day-to-day practices so that issues can be identified and solutions
determined before problems become crises.

Continuous planning that involves many project people with their nwulti-
.ple opinions can seem like a lot of complex work. However, as one school
district superintendent invited, after disclosing that his district had man-
aged to involve 2,500 citizens in planning its annual budget, "Jump right
in. The water's finel" “ )

P
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* FOOTNOTES .

1. P. Berman and M. W. Mclaughlin, Federal+Programs Supporting Educa-
tional Change. Volume IV: The Findings in Review. Prepared for the U. S.

s Offi~- of Education, HEW. R-~1589/4-HEW, (Santa Moni- , California: Rand
Cor, .ation, 1975)
‘ & @ . . ‘ - "%
o~ ' 2, Douglas C. Hall and S. E. Plfofd, Evaluation of the National
' Diffusiop Network: Evolution ot the Nétwork and Overview of the Research
. Literatute on Diffusion of Educational Innovations. Prepared for the U. S.

p2 Office of Education, HEW. 3007-50260. (Menlo Park, California: Stanford
Research'!ngtitute, 1976) ‘ ,

3. Michael Pullan ‘and Alam Pomfret, R view of Research on Curricul . \
lmplementation. Prepared for the National Institute of Education, NIE-F-74-
0122. (Ontario: Ontario Institute for Studies in Education,” 1975) )

lJ
4. Matthew B. Miles, Thinking About How To Do It: Alternative Mode!ls '
St 9f Planning;;nd Implementation of New Schools (A paper presented at the ng
American Educational7peuearch Association meetings, San Francisco, California, -

April 19-23, 1976) -~

——~

-




,‘ : oo

e “.Puirding A school-Community
. partnership: What Happened
- in'San Juan County

Resolving educatiorél issues in rural areas is a tough job. Rural "
communities are often isolated and have limited resqurces. Their school
. districts serve small populationg-thdt are frequently scattered over a
« large area. 'In man rura,lidﬁ:ings, children have fewer educational
opportunities thantheir urban counterparts.

Local citizens know that problems created by distance, population
sparcity and scarce resources can place the small school at a disadvantage.
And, although they are willing to support their schools to the limit of
their ability, many :mall communities are in trouble because their educa-
tors and citizens 1l ck a systematic process for working together to
identifv and meet local educational needs.

The situation in Utah's San Juan SCthl District is only one example.

Vv})"j /
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In the southeistarn corﬁr sf. Utah, a cluster of small communities is
served by the San Juan School District.

New Jersey.
American Navajo.

v

-~

-

It is an area about the size of _
The district's population is about half Anglo /and half Native

Many- students traveled excessive distances to attend the district's

nearest, high school in Blanding.

Other

students stayed away from school,

1ived away from home duting thesweek, or Yattended boarding schools.

For several year,, people living in remote  areas of the district had

- agked that one or more secondary schools be byilt closer to home.

In the fall of 1974 ,™the unresolved problem betane 4 crisis.\ The
San Juan School District ‘Fas faced with a lawsuit that alleged racia

discrimination.

A class action lawsuit has
been filed, by Navajo Indian
studeuts and their parents snd
the Red Mesa andOljato Chap-
ters of the Navajo Tribe, a~
guinst the San Juan schoot
District. The suit was served

4

- §chool District Sued

Monday on the San JusnSchool
Board at ther regular
meeting, and also on the
Sali Juad County Commission,
named as co-defendants n the
suit,

The leng’hy and detailed
suit, ia its introductory sec-
tion, charges the defendants
“have pursued a longstandinrg
pattern of deep-rooted racial
diserimination. which results
in unequal educational oppor-
tunities for Native American
children attending theSan Juan
public schools.”

Among other things, the sult
alleges discrimination re-

~ aulting from failure to appor-

tion funds Qn an equsl basis,
fatlure to high schools
and other facilities in pre-
dominantly Navajo areasofthe
county (resulting in illegal
busing) and failure to provide
bicultursl and bilingtal edu-
cational programs.
Among the remedies sought
tro construction of elementary
and secondary schools inareas
where ilavajos reside (to eli-
minate the busing), as well as
"equal allocation® of school
funds and other educationalre-
sources,

<
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Distriet .  Superintendent
Kenneth Maughan ‘expressed
hope ‘that the ‘suit would not
result in over-emotional
regctions in either the Indian
or Anglo communities.

*We have many fine pro-

-grams upderway,® Superin-

tendent Maughan said, “and
some of them are ragarded in
the educational community as
models for situstions of this
nature.® :
Superintendent Maudnn
sald L, Robert Anderson of

‘Monticello and Brigham E, Ro-

berte of Salt Lake City. have
been-retained to represent the
District. A masting
scheduled for Novembter 22 in
Price to include the State Su-

". perintendent, the Utah Attor-

ney ral, andthe District’s
attor%o that 5 reply ca>
be filed Within 20 days. The
Utah State Boai.i of Education
and the Superintendent of Pu-
blic Instructionare alsonamed
as defendantx,

The plsiotitfs are re-
presented by attorneys with

DNA, the Navajolegal services

prozrun in Mexican Hat, Utah,
and the “'Native American
Rights Fund in Boulde:. Co-
lorado.

The San Juan Record
November 14, 1974
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At that time, the Utah State Board of Education had already becun
discussions about involving the public in educational decision making.
The Board recognized the right of.citizens, school patrons, special

" interest groups, and minorities to have more adequate participation in
school affairs.

A member of the Utah State Board of Education krew about the work at
the Northwest Regional Educational Laboratory to develop approaches for
small communitie$ t& include citizens in educational change. The Board
contacted the Laboratory and a contract was negotlated, calling for the
applicatlon of a comprehen51ve strategy to achieve the following goals:

e to improve the ability of cc™munities to resolve local
educational problems

e to transfer the initiative for educational change to
local people

{’ to imprSVe agencgy services f ¥ schools in rural areas \‘””ﬂ\\

At the state level, pursuit nof thise goals began with plans to assist
San Juan by providing training for process facilitators. The rﬁég of these
process facilitators would be (1) to h¢lp the community form a pP¥cblem-
solving group that was yepresentative jof various citizen and educator groups
and (2) to help local citizens and edycators work collaboratively.

At Eﬁég:;;al level, the €an Juarf School District received financial
assistance. the state education ggency, the Utah Navajo Development
Council and the Navajo Nation and consultation from the Northwest Regional
Educational Labératory. Part of the money was used tn hire four process
facil;bacors. - : '

I"ypon the recommendation of Dr. Everett and a committee that
interviewed 12 candidates, the Board appointed Robert Angle,
Jim Dandy, Clyde Benally, and Jan Christiansen as pre¢ :ess
facilitators. These individuals will receive speciai. . :d
‘training from the Northwest Regidﬁe;dédbcat ovnal Laboracory
from Portland, Oregon, iq methods a ‘\Eiggléures for commu-— ~3
ni*y involvement. The process facilitdtdrs will be assigre
to communities in the southern end of the District to work
with the citizens in identifying the school needs, and to
also work through the community in 2 melttlng recommendations
to the San Juan Board of Education. ¢t
£ Y
The San Juan Record
* Scptember 19, 1974
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Throug‘iput the country, school board members are elected to carry out
the wishes of the people when making decisions about policies and procedures
for schools. But this task is complicated when various community factions
nffer divergent opinions. ' -

A significant feature™f the Laboratory s strategy at the local level
is the school-community group (SCG). This group consists of citizens,
chhol staff members, and students who represent various, dnd often
disparate, community interests. The members of the school-community group
learn systematic problem~-solving and communication processes. With the
assistance of process facilitators, they mediate public and professional
interest, filter community feelings, negotiate between alienated segments
of the community, and develop recommendations that assist the school p9ard
to solve school probléms.

In San Juan, the first activity of the school-community Jroups was
to conduct a community-wide survey of school needs and, on the results,
recommend an "action" .project to the board. Y

14

- School Talk ' |

By Kenneth Maughan
Supt., Sau Juan School Distr.

. Members$ oftheSchoolCom-
munity Groups met With the
Board and Administrative Staff
at tp.m. Therearet- groups,
one working in the Momuzuma
Creek-Aneth area, and the
other in the Monument Valley,
Olijato, Navajo Mountain and
Mexican Hat area. The mem-
bers of these groups represent
the various communities in
these arsas and were approved
by the Board of Education,
For the past several months
they have been involvinyg the
students, parents, and citizens
of the various cofdmunities in
an effort to identyfy and assess
some of the school needs.

The Community School
groups have completed a sur-
vey which indicates that the
parents and stydents in these
area expressed a desire for a
high school and expressed
their 'ntent to attend such
sch. .is if they were tobe con-
structed. With all this infor-
mation availablé and upon fur-
ther assessment, the school
Cummunity Groups recom-
mended that two high schools

be built in these areas. .

70

The Board acknowl-
edges and accepts their re-
commendations that the plan-
ning for the constructionofthe
secondary facilities in the
Montezuma Creek and Monu-
ment Valley areas commence
immediately. The ‘Board sol-
icits the continued assistance
of the School Community
Groups and authorizes them to
proceed with the next step in
the School Community pro-
cess.

-’

The San Juan Record

March 20, 1974



The results of the community survey indicated a need for additional
schools near the more remote communities of the district. In March 1975,,-
the school-community groups took their request to build two new high schools
to the San Juan District School Board. The board accepted their recommen-
da‘tlon and authorized the SCGs to begin planning for the new schools.

The first planning activity was to dethrmine the criteria that wouid
be used to plan the new schools. School-co unity group members traveled
 to schools outside the district to gather information on instructional

programs, equipment, scheduling patterns, and phys:.cal features and floor
Plans of school buildings. ~

Once the criteria for the features of the new high schools were
o established, the school-community groups were ready to prepare pl . for
the buildings. However, in order to complete the plans and begin ¢©
truction, the district needed money from the taxpayers. Once the bond
. election was announced, opinions and feelings about the project became
e more intense.

Letters to
: the editor

. Friends, countrymen, Romans:

Arise, men of sound judg-

ment, awaken. The San Juan

School District is about to

capitulate to coercion to bond

2 the taxpayers of the County
for sever million dollars! It

the bonds are pald off in 20

years, and if they bear seven

percent interest, the interest

will cost the taxpayers of San

Juan $490,000 a year, or

$9,800,000 Interest, over the

. nert 20 years. With the face
N4 value of *he bonds of seven
3 .million, plus the interast of

- 9.8 million, it will cost the

taxpayers 16.8 million addi-

: ' tiona) tax doliars to finance
tnis asiiihe’ spending adven-

ture, for bulldings alone,

to appease a public nuisance

and a smajl group of non-

texpaying fellow travelers.

The operation is estimated to

cost $1 million dollars a year.

Join me in whatever legal
action 1s necessary to stop
\  us from bsing-anslaved with
this mons debt, or you
may not have bread on the
table or a pair of shoes to § ('f'\
walk downtown in. I
D. L, Gibbons, M, D,

The San Jua_n Record
September 4, 1975
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Dear Miles:

The issue of the School Dis~.

trict settloment of litigation
and their resulting decision to
bulld high schools inthe
Montesuma Creek and Monu-
ment Vallsy areas of San Juan
County is apparently con-
_ troversial. (o such s situation

the public should be aware of
all the facts e each indi-
vidua] takes s position,

In a letter last wesk there
was a call to oppose bullding
theso schools based on the
writers position that it was too
costly and was to appease a
minority non-taxpaying grovg.
The cost figures given were

seéyen million capital ouilay
bording

with an asaumptioa of
for the entire amount andpay-

ing seven percant interest on .

the full amoun! for a M-year
period., I the entire amount
was borrowed and amortized
in 50 years ‘he interelt coat
figure was overs by at
least double. It is unlikely
that the entire amount willhave
to be borrowed. Both of these
facts would change the stated
costs by a great amount,

. It the reference ¥ nov-tax-
payers was to the Navajo
people, the record should be
set straight in this matter.
R is true that the land on the
Navajo Keservation, as such,
s not subject to property tax,

® O O itisalsotrue that
homes/hogans and livestock on
the reservation are not subject
to property tax.

006 All other taxes

they do pay, whichare: izcome.
taxes, (yves, many have jobs)
sales; gasoline, and vehicle
personal property taxes and
license fees. The most sig-
nificant p rty tax producer
in San Juan Connty is derived
from the production of oil and
gas. Most of the production
of these products come from
Navajo Reservationlands. The
property tax fromm production
of ol ard gas will provide 62%
of all proparty tax revente for
the S8chool District andthe

County in 1875 and it has pro-
bably averaged near that level
since before 1960,

w7

67>

Letters to the editor

-‘rhe tommm

bess (yalumtion)
for the County for 19665 is 69 _

milliva dollars consisting of:.
oll and gas, 43 million;mining,
10 million; wutilities, 8 million,
.The remaining 8 mhllon isthe
combination of all the farms,
homes, businesses, buildings,
industrial and farm mach-
inery, personal propoity, etc.
in the. entire Coubty.

'rhh: uctam-how that it is ::t
we home, m, bullding, etc.
owner-taxpayers that will be
paying for these new schools
just as it is not our “class’
that has and is paying for
schools, hospitals, libraries,
recreation facilities, roads,
airports, travel promotion,

. weed and 10dent programas,

etc, that we have in any partof
the County. The costs are
paid for (about 88%)
by the production of matural
resources and utilities, avery
large part of which comes from
the iands of what some appar-
ently conasider “non-tax-
payers®, ’
Perhaps even more impor-
tant thah the foregoing is the
fact that, base’ on the 1970
‘horo sere as many
people living within a 20 mile
radius of Montezuma Creek
as live within the city limits
of both Monticello and Bland-

ingl Now, in fairness and.

equality, if 've in. these two

< incorporited communities and

mber of children, tax contri-

tions, etc, entitle us ¢o
schools and other amenities
for ourselves and our chil-
dren, then shouldr’t similar
conditions in other parisofthe
County warrast the same con-
sideration? How long would
we in Blanding and Monticello
have been willing to see our
children bused from our com-
munities from 40 to 80 miles
each way to remote schools?

écmuy believagur

....

1 urge open public dialogue
and objective concideration of
all points of view and all the
facts in this issue, and hope in
this process there will be sQed
a lot of light with a minimum
of emotional heat,

Very truly yours,
/S/ Calvin Black

The San }!uan Record

——
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The\debate resulted with the majority saying "yes". -

61% say “

’ Party tickets carried .the
council elections in both
Blanding and Monticello, as
more than half the registered
voters turned oas. And the
school bond issue passed hy
61% of the vote county-wide.

Francis Lyman, Dave Guy-
mon and Michasl Hurst won
council seats in Blanding; in
Monticelfo Keith Redd, Bruce
Adams and Pat Howell were
the victors., Ailthough these
were party-line slates in both
towns, the tally indicated sub-
stantial ticket-splitting by
voters.

Francis Lyman led Blanding
vote-getters with 448, Dave
Guymon had 346, and Mike
Rurst collectad 300 votes.

In Monticello, Keith Redd
received 414 votes, Bruce
Adams 302 and Pat Howell
228, Howells total was 22
higher than- Bruce Bunker,
closest of the conten:iers from

The bond issue passed by
1341 to 3448, with voter turn-
out. running very high in some
precincts, generally those
close to the proposed site of
the new secondary schools to
be financed by the issue, They
are intended t) serve the Mon-
tezlima Cresk-Aneth-Red

Mesa area, and the Monument .

Valley-Oljato-Mexican Hat
area. The issue was approved
by overwhelming margins in
those areas, lost in Monticello
381-173, and passed in Bland-
ing 323-308. - North Blapding
precinct voted 170-142

‘against, and South Blanding ré-

ported 18i-133 for the issue.
Total ballots cast in Bland-
ing were 718; in Monticello
the total was §39. This rep-
resems just over half the reg-
istered votars, in both com=~
munities, ’

Here’s the precinct tally on
the bond issue:

1. Bluff: 142  yes; 33 no.
2. Montezuma Creek: 174 yes;
12 no. 3. Aneth: 482 y=e:;
21 no. 4. Cedar Poi~' 1 yrs;
19 no. . 5, Ucoln. . yes;
30 no. 6. LaSal: 9 yes; 19
no. 7. Spanish Valley: 9 yes;

~— 8 no. 8 and 9 Monticellp:
173 yes; 381 no. 10. North
Blanding: 142 yes; 170 no.
11. So Blanding: 181 yes;
133 no.\Y 12. Mexican Hat:
138 yes; no. 13. Oljato:
165 yes; 8'go. 14. Navajo

Mountain: 107 yes; 1 no. 16.
Halls Crossing: 3 yes; 7 no.
Totals were 1341 yes; 848

no.

The "San Juan Record
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yes” on bonds

~

)

the other party.

The outcome of the vote at places where school-community groups were
active was more positive than most other areas where no school-community

groups existed. However,

the Montezuma Creek, Aneth, Red Mesa, Monument _

Valley, Oljato and Mexican Hat communities are close to the proposed sites

_of the new schools. |

A}

- Results of the San Juan Election

Aresas with active school-com.anity groups:

Merxican Hat

Oljato

Navajo Mguntain

Montezuma Craek

Aneth

Subtntal

v
Arsas where no school-community gioup
has been organized:

Monticalle

Blanding

Halls Crossing

Bluff .

Cedar Point

Ueclo

La3Sal

Spanish Vallaey
Subtotal

Total

7

-

vote For vote Against
138 6 .
165 8
107 1
174 12
82 21 Vs
666 (93W) 48 (7%)
173 381
kVX] * 303 ~— T
3 7 .
142 33 \
1 19
15 30
9 19
9 8
675 (468) 80N (54w,
\
1,341 (6ly) 848 (3us: \\ -
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The bondo election was indeed a major milestone for the peoble in San
Juan County. With the pass‘age. of the bond, planning . . .

;;f;'--' . Board talks new schools, bonds *

' su"au mscm' 1 Distr, ';. . ' . .

The San Juan Board of Edu~
¥ cation held its monthly meeting

OQ. . J
~ . . Apchitect Jom Taft and the

the Monument Valley-Oljsto-
Mexican Hat: area met with
the Board and presented their

i support and coopersticn, “
: Architect Tafs was directed to #
— make an in-depth study o!

the high school: Whitehorse
High School, MontezumaCreek
High School,. Four Corners *
High Sehool, Riverview High
School, After a great
deal of discussion the Board
thanked Lameman and the
grouwp for (heir interest and )
support in the project. :
Board suggested that tour
names be taken back to the
School Community Group for
further discussion, with the
- possibility of soliciting student
ipvolvement. Lameman also
discussed the possibility of e
locating the proposed swim-
ming pool on some land ad-
jacent to the high school, The
Board was receptive to this
idea and suggested that more

lnﬁ:;rmwon should be avail- -The San Ju cord
able before s final de~
e @ .IMgDC February; 1 76
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PARTICIPANTS AT RECEIT MONTEZUMA CREEK groundbreaking hold modern and tradi-

tional Navujo Fsluvels”,
Walter

San Juany School District bourd of educati

From left to right, Harry Jones, Aneth Chapter presid
Talbot, State Superinterdcnt of Public Instruction; Robert Billie, membér of the
on, and Harold Lyman, president of the board of

educat{on. Photo by Stu(B"rd.

Groand breaking at new school

A large crowu of area resi~
cents attended the recent
€’ ird brezking ceremony of
L . new Whitehorse High
School at Mnntezuma Creek,

The actual ground breaking
ceremo.y was preceded by
speeches of local and state
officials.

Clyde Benally acted as
master of ceremonies and in-
terpreter during the program.

Dr. Walter D, Talbot, state
Superintendent ¢f Public In-
struction, the keynote speaker,
lauded the efforts ot loc ~iresi-
dents in helping establish a
high school in Montezuma

Creek.

Dr. Talbot indicated that the
community should alco be
active in other phases of the
education program such as
curriculum development
community advisory pr¢-
grams.

er speaketrs at the June
26 ground breaking included
Harold Lyman, presidert of the
San Juan School District board
of education, and Robert Billfe,
also a member of the board of
education,

Edward Tapaha, secretary
of the Red Mesa Chapter, an-

nounced the winner of the
\

\

; Dr.

“Namg the School® contest.

Helen Whitehorse was the
winner of the $35 first prize
award for selecting the best
name,

The ‘Whitehorse High Schoo!
was named in honor of White-
horse, a long time resident of
Montezuma Creek.

The ground breaking wa.s{
completed wRh the use of
shovels and greasewood sticks,
the traditional Navajo
‘shovel®,

The conclusion of the official
program was followed by atra-
ditional Navajo dinner that was
well attended.

The San Juan Record
July 15, 1976




In San Juan, citizens and educators have been Vfruif:fully brought
together to solve an educational issue. Over the past two years, the
people in San Jyan have:

H

1. completed a district-wide needs assessment that indicated a need
for two new high schopls in the more remote areas of the district

2. passed a 7 million dollar bond to finance the construction of the
new schools

3. . designed and begun constfruc::ion on one of the ney high schools; the sy
new school is being built. on the Navajo Reservation

4. produced an All-—Schools Newsletter that is written and publlshed
) by one of the school—commumt ¥ groups

. Existing school-community groups continue to work on the ncw high
h{:hools. New school-community groups are examining other local issues.

. "\ K]

-S'chool Community
group to be formed

Amouncement of formation Kent Adair, Telesiora

of-a 8cho6l Communi’y Group Chacon, Maxine Deeter, Donns.
. for Monticello was madeat the Giles, Gwen Halls, Merz
reguiar monthly meet\aguithe Hugentebles, Sandra Johnson,
San Juan board of education on Steve Kosanke, Tyron Lewis,
Mooday of this week, : Keith Redd, Sonja Redd, Jim
’ Mrs. Somja Redd-told the . Shannon, Arita Sparks, Cheri
-~ board that Miss Jan Chris- Sweemy. Marg ‘' Teeter,
tensen met with a group of Wilson Trujille .nd Mike
residents of Monticello, Young.
LaSal and Eastland on Oct- . Faculty members will be
ober B to make recommenda- elected from the faculties, and
Ltlou for members of the students will also be selected
School Community Croup., - to serve onthe committee. Tiie
The group .. the Oglober 8 ‘purpese of the commities will
meeting recommended several be to provide an opportunity
persons whom Miss Christen- for community involvement in
sen said she felt represinted an Mfort to improve the Mon-
all segments of the various ticello schools. '\
communities. Subject to their / &
f acceptance, these prospective Q

. members are; '
The San Juan Record

October 14, 1976
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~ (itizens and Educators
WOiking Together: Where
Do You Stand? |

Py a

-

/ .
Where do you stand on public involveme.nt'in school decisior making?
How can educational agencies support citizen participation? '
!

ThHis questionnaire can be used individually and/or as a basis fo~
group/ iscussions about the approach the Rural Education Program offers.

» " Certain responses support the ptYinciples and concepts of the School-
Community Process and related agency support (see the last page). If you,
and others in your agency, select a majority of these res;onses, the
approach may suit your agency well.

) 4

\ Copyright @ 1976 by the Northwest Regional O + | NORTHWEST
“—Educationa @Qaman. 710 Southwest Second Q0 EGIONAL \
Avenue, Portland, Qregon 97204, For &
information on the status of this developmental A #

co;qright. contact the Laboratory,
R B
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Publlc Involvement in Education

The following ‘items pertain to the role of citizens in making school
decisions. Each item has four choices; the last choice enables you to indi-
cate a personal response if the others do not seem appropriate. Circle the :
choice. that most nearly matches your.ideas.and feélings.

‘1. 'The best way to improve problem solvinq and dQCISion making in most
schools and communities is to:

provide people with the means to develop problem-
solving skills and opportunities to influence decisions
provide people access ‘o educational experts

provide people more financial resources and educational
services :

other (please specify) ,

The mosts effective way for the public to help make
decisions about schools is by:

S . :
voting on proposed school budgets anhd programs ;> :
working directly with the board and educators to :
‘identify and resolve educational issues,
working directly with {the school administrators
and teachers to plan eQucational programs
other (please specify)

>

The best way to establish“a local advisory or
problem-solving group ks to: .

a. have the school board appoint members bnown
t~ support existing school programs
b. have the superintendent appoint members who
are influential in community affairs
c. have the school board appoint members who
represent all interest groups from the school
and community Co .
d. other (please specify)

\/
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4. Two-way communication between school and community members usually:

. a. increases support for and commitment to school programs \\J/
. b. is' time consuming and produces few long-lasting results «
, c. creates more information than can be handled
. 4. qther (please specify)
5. The type of consultation that most frequently helps groups to work
¢ effectively is: \ P
e ‘ a. expert advice

.b. diagnosis of problems and prescription gf solutions
c. development of the group's problem-solving skills
. , d. other (please specify)

6. Decisions about local school programs and policies should most often be
basad on: ’

a. ‘the expertise and knowlédge of professional educators
b. the needs and wants of the majori%y of local citizens and educators
- c. the directions and priorities of state and national programs

d. other (g}ease specify)

- ¢
.»\///uuum\\\\\\{i\?
umm\\ m\m
‘(‘ / \\\
. Jii
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‘The Agency's Role
pﬁ//'The following items pertain to ways in which education agencies might
P

port public involvement in school decision making. Each item has four
chcices. Circle the choice that most nearly matches your ideas and feelings.

: . 7. State and intermediate ‘education agencies can best fulfill their /
e ¢t service roles when:
: J\\\\\\- a. they offer a wide selection of services
. . b. they have a competent staff that is active in the field
c¢. they periodically review and modify services‘mo meet current needs
‘o . ' d. other (please specify) :

8. Education agency programs are most useful when:

N a. they are developeq ¢ labprativ ly by agency staff and clients
b. they are developed by knowledggable and experienced professionals
c. they are well established ‘and have been in operation for some time
d. other (please specify)

9. The best way for state and intermediate education agencies to encourage

citizen participation in local communities is to:
- /

a. allocate funds to support a statewide citizen participation program
~b. request all coomunities to develop a citizen participation plan
c¢. provide technical assistance and financial support for developing
plans tailored to local needs '
d. other (please specify)

10. Consultants who work with local problem-solving groups are most effec-
tive when they: ' 'Y
L 3
a. almost always recommend outcomes or decisions
b. ‘almost always remain neutral on issues and
focus on group processes
c. almost always help groups understand the
board's position
d. other (please specify)
11. One of the most effective ways for an intermediate education agency
to help local dist¥Hicts improve citizen participation in problem-
solvinq activities is to:

, a., provide information about citizen participation plans that
' have been adopted by other districts
b. provide consultants who help groups learn skills and procedures
for identifying and solving school problems
c. offer administrators a series of workshops on citizen
participation
d. other {(please specify) _

{

4 ¢
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Lol ' ' .
12. State and intermediate education agencies can best help communities
determ. ! the effectiveness of a citizen participation project by:

a. directly monitoring activities and evaluating the outcomes
b. providing téchnical assistance for local evaluation

. : c. ‘developing 'geytal gui‘delines for assessing citizen participation
: programs _ ..
. d. other (please specify)
L] { \
z ‘; -
\ ¥ ’

- e

Responses characteristic of the School-Community Frocess:

7 8 9 10 . 11 12

e . 1 -2 3 4 5 6
b c a C b b b

La b C a c
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The Rural Education Program ‘}(‘fers a comprehensive approach for brin
school improvements. Eecause each school, community and educatio

individyal site needs -nd circumstances. The following chart indica

N\

’
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Alternative Ways To Organize
A( School-Community Project :

nal agency is somewhat uniquw

tes the different ways ir which three pr

ging people and educational agencies together to plan and carry out
oach must be tailored to meet
jects have been organized.

I' PROJECT ELEMENTS

PROJECTS

PROJECT 1

PROJECT 2 ..

PROJECT 3

NUMBER OF LOCAL COMMUNITIES

Four smail towns par. icipated:
each was a separate school
district with its own

Five smel) towns participated;
at! were part of one large
county school district

Fivu small towns participeted;
two worn separute elementary
school districts and thvee were

service district

THAT PARTICIPATED administrator, school board, separate elemantary/secondary
and buildings school districts
- L - \ - Lo : i
Four sciwool- uwhity groups Two schooi-comnunity groups Five school-community groups
NUMBER UF SCHOOL.-COMMUNITY e.d formed  participate in o were formed to Darticiphte 1n wore formed tauparticipate in
GROUPS the first ¢ Jf the School- ~ the first cycle of the School- the first cycle of the School-
}_ Commnunic casn Community Proces< Community Progess
PROCESS FACILITATORS--NUMBER One process faciing - was Four procka faciln..cors were Three process facilitators were
employed by th intermediate employed by the county school employed by the intermediate
AND WCRKING ARRANGEMENTS district service Jdistrict

ROLE OF A REGIONAL OR
INTERMEDIATE EDUCATIONAL
AGEKCY

This agenc': was an intermed ate
ser-ice district and employed
o Jocess facilitator

—

ke

Regional "19encies do not exist

/ in this state; the county school

district coordinated tha project
and employet the process
favilitators :

L

This agency:
® employed process facilitators
o coordinated the procuss
tacilitators’ work with
ar. _ities of the agency

The , vject coordinator learned
how to train prdcess facilitators

-

ROLE OF A STATE EDUCATIONAL
AGENCY

One state department of
education assisted in
identitying intesmectiata
sarvice districts inivrested
n.participating in such a
project -

Two stato Jepartment of pducatior
stalt members were trained and
par*‘sipated as process

taci.itator trainars

Progiress on the project was
examined by an agency task
force

Two stalf members ‘vere identified,
trained and participated as
process facilitator trainers

One stalf member managed the
contract in terms of accounting,
reparting and sharing_ information

ROL.E OF THE RURAL CDUCATION
PROGRAM

o Trained procuss lacilitators
o Provi consultation to the
intermediate servicewistrict
o Providod consultation to
loc : admimisteators ond
schholh  dw

e Trained process facilitators
o Provided a program staft
member to live in the
district for a faw months
to assist process

facilitators with their
field 4

o Trained process (acl.tator
trainurs

o Provided consultation to
the state department of
education and the school
district

® Trained pocessN¥acilitators

o Provided guidance to process
facilitators during their
fiald work -

® Provided consuitatiopto the ,
intermediate service-gistrict

MATERIALS (Each project used
r'atenials that were available
anc had been prepared by the
Rura | Education Program)

Manual (e School-Community
Pincess Facildatog

Manuat fur School-Community
Frocess Facilitators

Guide and Sampiie Activities
for Traning Procuss Facilitaturs

Marial for School-Community
Process #acilitators
Guide and Sample Activities
for Training Process F.xihtators
Guide for Schoo! Boatd
Guide for Schools
Notebook for School-Community Groups _J
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Estimated Costs for Froject Elements -

Each community and group of agencies that want to imp
‘and support for, school programs have questions about costs.
individual basis wdth agencies selecting which elements to inc
some or all of the elements displayed below.

presented for each.
several agencies.
elements.

3
[

lement a project to increase public involvément in,
Each project is planned and budgetzd on an
orporate, i.e., a specific project may include
Along with the array of elements,
And depending on the elements that are included in a projec
This information is intended to help“agericy staff plan and budget for specific project

a oeneral range of costs'is

PROJECT ELEMENTS

BUDGET ITEMS

1;ROXIMATE COSTS AND
BUDGETING ALTERNATIVES

A SCHOOL-COMMUNITY GROUP (SCG)

*-includes 15 to 20 members who
volunteer their time. However,

in order to carry out its work,
school-community group may need
caj

chool
of items.

' money from the
district for a fun

N
A PROCESS FACILITATOR (\\
A process facilitator may be
employed by a local school
district or another educational
agency. Resources need to be
available to support a facili-

:~r's work.

A school-community group usually

a

® Postage

® Supplies--paper, dittos, enve
etc. J

| ® Conducting searches

® Travel expenses--members may neced

® Process facilitator's salary

® Travel expenses--SCGs may be
scattered over a wide geographic
area

® Secretarial jsupport--one to two
aays per week for every full-time
process facilitator

® Office equipment and supplies

® Telephone--long distance calls; ’
s,

to visit other schools or agencies

’

$200 to $500 per year~-donated
supplies and members' willing-
ness to absorb personal travel
“expe ises will greatly reduce
Custs.

A process facilitator:
a. could be an existing staff
member who agrees to a
. partial ‘or full reassigr-
ment of responsibilities
could be Tomeone who volun-
teers hisjher time to work
with lo SCGs.

—_ —

Copyright 1976 by the Northwest Regional
Educational Laboratory, 710 Southwgst Second
Avenue, Portland, Oregon 97204. For
information on the status of this developmental
copyright, contact the Laboratoty. -
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t, costs can be divided among




PROJECT ELEMENTS

BUDGET ITEMS

APPROXIMATE COSTS AND
BUDGETING ALTERNATIVES

v

N

A PROJECT COORDINATOR

R person may be selected on a
part-time or full-timggbasis

to help process facilitators
plan and carry out thei: vork.
The coordinator m- - also act as
a liaison betwe: che project
and the local ¢ (rict or other
educational agency staff.

AT

® A project coordinator's salary

e Travel expenscs--to attend some
o.! the SCG meetings along with
a process facilitater

e Secreﬁgrial support--one or two
days per wéek for every full-
time coordinator

e Office equipment and suppli.s

©

Cc. could be scmeone newly hired
' to take on the responsi~
bilities of the new role
Costs will vary depending on the
numbér of process facilitators
and whether or not current re-
gsources can be shifted or néw
resources must be acquired.

dle 1: Au existing staff
member serves ar a half-time
process facilitator. New.re-
sources may be needed\to cover
pa: 't of the secretarial. supporc,
travel expenses and supplies.
Total new res»urces: $500 to

$1500 per fiscal year

Example 2: A newly hired half-~
time process facilitator. A
newly‘hired part-time (6 days
per month) secretary. Addi-
tional resources may be needed
to cover travel and supplies.
Total new resources: $6,500

to $11,000

¢

Eé\s
———

Costs will vary depending upon *
the size of the project and
whether or not an existing staff
member or a new person fills

this role. -
v

Example 1:' A project in one
district with two full-time
procegs facilitators--

%}

[ -
3 !
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PROJECT EiEMENTS

BUDGET ITEMS

S

1
APPROXIMATE COSTS AND
BUDGETING ALTERNATIVES

*/

o’

R

® an on-staff coordinator for
3 days dér month :

® an on-staff secretary for 1
day per month

e minimal additional résources

for travel and office
supplies
Total new resources: $500 to *
#$1000 per fiscal year

Example 2: A project with
three process facilitators
serving five communities--

® a iewly hired half-time
coordinator

® a newly hired qua.ter-time
secretary

9 travel expenses for traveling
to project communities

e office asupplies _

Total new resources: S8,700 to

$11,000 per figcal year

L/

\
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PROJECT ELEMENTS

b

BUDGET ITEMS

APPROXIMATE COSTS AND
BUDGETING ALTERNATIVES

TRAINING PROCESS FACILITATORS

(PFs)

Individuals selected'as process
facilitators acquire and apply

concepts and skills which

1p

local citizens and educators
work ‘hore efifectively in groups,
accomplish tasks, and collaborate

.with otﬂ%rs.

S

TRAINING PROCESS FACILITATORS
AND TRAINING OTHERS TO TRAIN

PROCESS FACILITATORS

Individrals selected as process

facilitator trainers learn
concepts and skills that en
them to design and conduct
training sessions, as wel
supervise a process facil;k
work in a local district.

able
formal
as
ator's

f.

&

A twe-person training team from
the Rural Education Program trains
process facilitatoxrs. Cost of the
training includes:
@ planning training activities
® preparing training materials
e conducting training sessions
e traveling to and from the
training site (training is
conducted onsite and during
the same time that facili-
tators are actually working
in a community)

Custs depend on the total number
of traihing .sessions

In addition to PF training, a two
Person training team from the Rural

Education Program trains people who,

in turn, can train process facili-

tators. Beca .se training trainers

occurs in conjunction with training
process facili;:}ors, there is '

overlap in planffing acti rities and

preparing materials. '

—y -~

$12,800 to $25,600 plus materials*

and travel

The agency that employs process

facilitators usually bears the

cost cf PF training.

N

$16,800 to $33,600 plus materia

and travel

v

N

Costs for both types of training

are incluued in the estimate.

A state agency (state department
of education, a college) usually

bears the cost of training
trainers while another agency
(local district, intermediate

education agency) pays for process

facilitator training.

AN

N

-

S ———T —

- N
<

')rCost of materials is #ix to eight dg}laxs per participant for each traininq session.

A
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PROJECT ELEMENTS%:;

BUDGET ITEMS

—
APPROXIMATE COSTS AND
quﬁﬁfiuc ALTERNATIVES

e £ \‘ -1
e convaTmth;:—ﬁsk

i T~_Any agency that sponsors or par-

2 ticipates in a project may request
assistance to plai. ways they can
support the process facilitatdk's
work, serve local problem-solving
groups, and/or develop long-~range
plans to build public support of
education.,

A member of the Rural Education
Program consulits directly with
agency staff. Costs of consultant
services include:

¢ planning for and conducting

the session
e prepaying materials
e traveling to and from the agency

$2001fér$3.000 (depending on the
number of days) plus materials
and travel

A consultant from the Northwest Regional Educational Laboratory can assist agencies plan project budgets
and seek additional resources for project elements.

9%
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MaKing School-Community
Partnerships Work

<

Momentum for Change

' L\ “"The trouble with schools is . . . ." This phrase is being heard more
and mbre, as the public becomes increasingly dissatisfied with the schools in
America. Many people feel that schools have hecome isolated .from the very
communities that support them. Public officials in cities, counties, and

s\ 1te and national governments are seeking answers to the ‘ssuv of public
involvelent in educational decision making. Citizeﬁ§,thréughout the country
are demakding to be involved, and new laws are reflectiny!the demand by
mandating participation. ' ' ' g

This movement is not a fad or

aberration, but a major social force
with a growing impact on education.
The importance of citizen involvement
is supported by the principle that those
affected by decisions should have access
to the decision-making process. Citizens,
parents, ‘students, and school staff mem-
bers are all affected by decisions made
concerning education. For them to feel
a sense of pride or ownership in these
decisions, they need to have some way
to influence the decisions. ‘This is

8 what a school-community partnership is
all about. '

“»

Copyright (©) 1976 by the Northwest Regional
\ Educational Laboratory, 710 Southwest Second
Avenue, Portland, Oregon 97204, For
~~ information on the status of this developmental
*copyright, contact the Laboratory.




Building a Partnership |

A school-community partnership starts at the local level. Parents,
citizens, school personnel, and studénts from all parts of the community
work together to plan for, and carry out, quality education. Aan approach for
makirg this a reality has been developed and used successful ly by many scbool
“districts. It is called the School-Community Process.

The Schkrol-Community Process has been developed by the Rural EducaLL?

Program at the Northwest Reglonal Educational Laboratory and has three
important features:

A SCHOOL-COMMUNITY GROUP. This is a representative group of citi-
zens, =chool staff, and students who work together to identify and
solve local educational issues. > "
T, A PROBLEM-SOLVING PROCESS. A systematic problem-solving process
is used by the school-community group to resolve problems and
' carry out school improvements.

"A NEUTRAL, THIRD-PARTY CONSULTANT._  This person is called a
process facilitator and helps the schooi-community group a-d
others learn how to solve problems and work™in ways that ‘are

/, effective and satisfyiung.
]

P The School’Community Group (SCG)

School 'buards have traditionally made decisions about the policies
. and procedures of schools. They hove served as a balance Latween factions
in the community that hold differing opinions on school matters. Ofter,
however, they do‘anot have ready access to community opinion in any system-
atic way or, because of limited time, energy, and resources, they are unable
¥ to carefully analyze and consider the data 0 receive from the community
to help guide them in making decisions. "

Y i

~ The séhool~coqpunity group provides
( \\\ an important link between the community
e and the board and offers a means whereby

" the board can become better equipned to
carry out its fundamental respons.bili-
ties. Members are selected by the board
to represent all of the diverse "opinion

_ groups" in a community. A reprcsentative
oo iist of opinion groups.might look like
this: ‘ .
A

Parents of school aged chlfdre -
Representatives of business,

industry, service, religious,
and cultural organizations ,

N



N T Representatives of ethnic and
- socioceconomic groups

Representatives of the school--
teachers, administrators, non-
certified staff, and students

Senior citizens

) After opinion groups are 1dent1f1ed, the board, working with a process
o facilitator, can poll these groups to find individual representatlves who
- wouldlbe,willing and interested to serve on the school-community group.

<
-

The Work of the SCG,

Once formed, the first task gf the group is to conduct a, community-~
’ * wide survey to find out what people feel ave the critical educatlonallneeds
- oxr probléms in the community. Data from this survey are examined and
reported to the school board. ' Using this data, the school-community group
'1dentifies a priprity need and selects one or more goals. Once the goals
for an improvement,project are agreed upon, a search for alternatives ‘is
started. Past projects have focused on improving vocationa! pfferinygs for®
high school students, starting a kindergarten, and planning two new school
facilities. : , \\

f

e q

Too often in the past, decisions about school. improvements have been
‘made quickly, with only a cursory examination of alternatives. The result"
is often costly to the school district. Therefore, the School-Community
Process stresses that an adequate search for a&lternatives be conducted, and

the various opt-ons given thorough consideratioii. ..
.9

' After an appropriate alternative has been selet¢ted by the group and
.approved by the 'school board, the school-community group begins to prepare
implementation and evaluation plans. Although the school-community group
is responsible for preparing these plans and presenting them to the board,
the school staff, administrators, and school board members are very much
involved in developing these plans. It is this task and succeeding tasks~--
carrying out the plans and assessing the -esults--that differentiates the
work of the school-community.group-from parent advisqry groups that merely
make recommendations and have no responsibility for how those recommenda- '
tions are carried out. ~ :

Ld

W

Once plans are developed and approved by the board, the group. continues

. to be involved in the ongoing planning and assessment of a project. For -

. example, if the project is developing a new math curriculum, the group works

closely with appropriate school staff to develop a way to monitor the new
curriculum to see if it is working out. If changes need to be made, the
- group helps to work out modifications. Ultimately, the school-community
group agssesses ’ot only the success of the chosen projeci, but how the
School-Community Process is working for tho distri~st.

P -




The SCG and the School Board

Tbe school board plays an 1mportant part in the School-Community Process
and rélates to the 5CG'in two ways:

l. as the legally respoﬁsible body that officially appoints SUG
members and confirms decisions. and'requests made by the SCG

2. as a suppoffiﬁa body that can aid the SCG by sharing information
concerning policies or legislation

* -
.

' The school bbard is the elected body responsible for carrying out the
educational wishes of the community. When a community decides to partici-.
pate in the School-Comunity Process, this legal responsibility does not

- change. What changes is the capacity of the school board to effectively /

represent all of the community.

The SCG can be described as the arms and legs or, perhaps, as the ears
of the board. With more people involved in hearing questions. about educa-
tion, in canvassing for concerns, and in searching for solutions, the

.capacity of the board to make effective decisions multiplies.

The. relationship between the board and the SCG is reciprocal. The SCG
can aid the work of the school board. The board, with its understanding
Jf educational" policy, legislativn, and available money, can guide the SCG
in exploring alternative ways to plan and carry out school improvaments. A
supportive, reciprocal partnership represents the ideal relationship between
the school board and the SCG. -

-

The SCG and the School | S

Equally important to the suctess of the School-Community Process is°
the relationship between the SCG,and the school staff. ‘'The school staff.
relates to the SCG in taree ways: .

l. through school staff ..ad student representatives on the SCG
2. through membership on SCG task forces
3. through active participation in SCG sponsored activities.

i The school will have several student and staff members who represent
opinion groups in the school. Through these representatives, the school
has a vehicle-for giving and receiving information. Other staff and students
may volunteer or be requested to participate on spec1al task forces.

In addition to having membership on the £CG and on_ task ﬁgrces. the
school makes its own effort to strengthen its institutlonal capacity to
carry ogt educational change. To strengtgen the school's internal efficiency,

407
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.clf" the people in the school (teachexs, administrators, stiudents, janitors, .
cooks, and paraprofessionals) develop awareness and ills in three-areas: .

‘ 1. task accomplishmént - . ' . '
N . 2. group processes C oy '
3. intergroup relations

Individual taéks, group -proecesses and human.relationé will be more productive
. - and satisfying, and divergent groups will find it possible and even desixable
’ \\ to work in a collaborative and cqoperative way. . .

. . . . .
- . N
~ .

- bl .

A Probiem-Selving Pfocess o« o
\ .
A systematic prbblem—solving process is one of the primary tools used
%n\the School-Community Process. The specific steps of the process are:

‘. - : ' . : Dt ’
L] © -
\ ‘ [

u v
A , ' Focusing
. . : . on the
s . . Problem
N ) -
b Assessing o ‘ Searching for
' the Results Alternatives .
o ¥ ~ -
. . - '
- Carrying : \ Plannin
‘f ' . Out the for
° Plan ) Action

[

* This five-step, problem-solving process forms the b;éis of the seven phases
of the School-Commqnity Process. The chart gp/Ehernext page displays the
activities by phase and indicates the couplementary relationship among the
SCG, thé school board, and the school staff.
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S SCHOOL-COMMUNITY PROCESS . . .
» A Y
ACTIVITIES, BY PHASE -\ —_—
. > s ~ [ \
~- PHASES + COMMUNITY SCHOOL N _SCHOOL BOAR N\
ANARENESS RECOGNIZE*THE NEED FOR BROADER BASED PARTICIPATION IN EDYCATIONAL IMPROVEMENTS
. AND AGREE TO PARTICIPATE IN THE RURAL'FUTURES DEVELOPMERT STRATEGY - )
e ¢ . ) S
s . | = , GETTING STARTED - NOMINATE OPINION LEADERS TO THE SCHOOL-COMMUNITY APPOINTS THE
' g , GPOUP (SCG) . & . SCHOOLTCOMMUNITY
. F3 ' GROUP MEMBERS
iy . ] SCG - ' °
. Fécus‘mé QN THE . CONDUCTS A COMMUNITY 'cmmamq O THE | CONFIRMS THE _°*
&  PROBLEM SURVEY OF PROBLENS. OR SURVEY , SCHOOL~-COMMUNITY
: NEEDS RELATED TO R GROUP REPORT ON . .
! ' EDUCATION . EXAMINES THE SCHOOL'S | PROBLEMS .OR.NEEDS °  °
F 3 o a , ORGANIZATIONAL ; -
CAPACITY .
A _B
SEARCHING FOR GENERATES ALTERNATIVES . ,PARTICIPATES IN, THE REVIEWS AND CONFIRMS
> ALTERNATIVES AND CHOOSES A SOLUTION SEARCH FOR A SOLUTION RECOMMENDATIONS FOR )
= o TO THE IDENTIFIED . . . A SOLUTION
g o ".EDUCATJONAL PROBLEM K CONDUCTS PROBLEM
F . « SOLVING TO IMPROVE .
- ) ORGANIZATI * -
) “CAPABILITI . 1
PLANNING FOR ACTION PLANS FOR IMPLEMENTING CONTRIBUTES TO PLANNING | CONFIRMS PROJECT '
> : AND EVALUATING THE i PLANS *°
g CHOSEN PROJECT READIES THE SCHOOL FOR
F THE "RESULTS OF SCG )
.|« aeTIVITIES
- : =
> - . .
CARRYING OUTY ' CARRY 'OUT IMPLEMENTATION AND EVALUATION.OF THE PROJECT REVIEWS THE PROGRESS
g THE PLANS “ * OF THE PROJEET
rere—— ’ ale -
- ) L 4
ASSESSING THE SUMMA IZES THE RESULTS OF PARTICIPATES MN REVIEWS/CONFIRMS
. ) RESULTS THE PROJECT AND PREPARING THE THE EVALUATION'
= . PARTICIPATION -IN THE s REPORT AND REPORTS
1> BCHOOL-COMMUNITY PROCESS PLANNING TO RECYCLE
* . . AIDS IN PLANNING
MAKES PLANS TO RECYCLE THE EFFORT TO
THE PROBLEM-SOLVING RECYCLE .
EfFORT TO THE BEGLNNING »
. > OF PHASE IX, III, OR ZV '
- L3
Total:" Approximately 9-21 months. .-t .
* (Staft, Students, ) .
Administraters)
v
- - ’
-
. *
' v



U AProcess Faclitator P .0 v

One or more prbcesa,facilitators are employed by a regional educatfon
.. agency - (such as an intermediate education agencyj or a lacal school ‘district.’
. A process facilitator not only helps the board form the school-community
group, but assisﬁs the gtoup with the work of every phase of the Process.
, A'proceas facilitator mist be/skilled in group process methods and’ be
*. able to impart these skills to m rs of the community. 2as members of the
* community and school gain knowledge and skills ~ the necessity for 1eadership
from the proéess facllitator diminiskies dnd the capabilities of local school
ahd community leaders increase. . .
. : ~ -
It is also importan;/that a process facilitator be seen as neutral--
. ‘not taking sides or'advgcating any one. priority issue or solution. Other-
'« wise the community megbers will betome - suspicioys of a process facilitator's
" motive and the facilitator will become ineffective. -

' The Benefits of a SChOOI CGmmunltv
" Partnership

. The Scbodl-Community Process is pased on' the premise that‘when citizens

‘ and educators collaborate to identify, pian and carry out school Qhanges,

>~ quality education is the result. Such an .approach has a number of other

benefits‘at thg local.level.' '

1. Scéheool programs and policies are developed that meet actual needs.
A representative group of citizens, school staff, and students

, _ works with'the school board to identify what changes people want

. in their schools and how such changes can be accomplished: By

‘.learning ways to systematically identify and resolve school

problems, local citizens and educators can effectively make

provements important for thelr schools.

’

For example, a very actlve school-community group in" a small

Alaskan community:

a.’ developed ‘educational goals for the schenl’, including new
requirements ' for high school graduation and a four-part
master plan for phy.ical facilities

.oN

¢

b. raised syfficient money to complete Ph..se 3 of the mdster .
plan, costing over 24 million dollars _ -
' ' c. added a complete vocational, musie, phy51ca1 educatlon,
’ and cafeteria program, thus greatly increasing curricular
oppcxtunities for both ilementary and sécondary students

d. has begun an adult education program - .

1]
] \

Ton
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c.it.izen support for schools is increased. When comtiunity members’ ; '
' - have an opportunity to shape the changes they yart in"their ‘¢

T o hools, their commitment and eupport for school policies and

& ' oqrene is. etxengthened. B Lo C
In a county school district that served several emell commudﬁties, " *
the need for two new high schools was identified. The efforts of )
citizens working cgzeely with the school staff and ‘the board
resulted in support for building the new schobls including approval

' .of a 7 million dollar bond for the facilities by a 63 percent '

me\jority . . ” 4 - "
. . . ' o .

3. People develop skills that can be used to meet present and future
. educational needs. Psople i1 schcol-community groups, schools, and .
3 " the school board learn ways_ to systematically ;Ldentify and resolve
B _ current ‘as well as future school problems. They also learn how to
. swork effectively together.; . ) o ‘ ‘

. . . . .

[

Y

", ) * For example, concepts apd ekills thet peop]e learn as they. conduct .
s 'the fixst community-wide needs assessment can be used again to’
pleeee 1oca1 educational needs in the future. Similarly, pro-
cedures' learned and used by a .school board to establish a {repre-
sentative school-community group can be repeated to get new groups
started, or to monitorx the representativeness of exlst,ing school-
' tommunity groups. ’ : o

People want o have good school programs for their. community. Citizens " -
*want to have a way to help ehape techool programs and policies. The School-. '
Commuriity Process is, and has been, an effective way to bring c:.tizens and

. educators together to eccomplish both. A

. . -

o
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o BUIIdlng the Case fora SUEDOI" t
. Network -+

4 3

Py

. - At an annual convention of a nationally wn assoclation of edyrators
e " a manager in the Rural Education Program learnelj that the seven other people,
‘ ' who all worked gogether in a large southern city, were attending the conven-
' tion for the very first time. It seems that they bhad heard, almcst by
accident, of the association, and bpecause the association's name sounded
very much to them 1ike what they did, they had made plans tb attend. The
manager became curious about.this, as the associition was quite well known
. among educators in general, and he wanted to know why thdse apparently bright
- + ‘. and vibrant practztioners had never heard of it before. Thbir story was
' fasc;natzng. . P
) -,
. . These seven people, most of whom were new to education, had deszgned
b and were conducting one of the most_exciting school-community change ‘programs
he had heard of. Their city was ‘Tabor ng under a court-ordered bv ‘ng and
redistricting program. They had been hired by the city school district to
“organize and facilitate more than 45 neighborhood associations and other
community groups. Their goal was to insure that all opinion groups in the .
city wouid have a voice in how, .the coyst order would be implemented. They '
had been at their task for two years and had-e rienced many setbacks; but
thej had also’gained an amazing amount of expertise., The manager was even
further surprised to 1earn thy they had accomplished all this almost in
* isolation.. * -

, For example, a specialist from the state department of education from

st" ' the same state the seven lived in was also at the convention. Although the
specialzst 8 job in the department was tq,ass;st and support educators in
local districts who had jobs very much like the seven people, the two

. parties had never met. Further, the lotal group had never seen & copy of '

“the training manual for educatior -l change agents which their state department
had produced. And even though the state department sponsoréd training sessions
on facilitating community groups, the seven had nevér participated in these
sessions and didn't even know that such a program existed.

*~

A Matter of \Perspecti'\ze

If we, as educators in America, have a fatal flaw, it may be that we
often fail to take a global perspective toward educatiqnal issues and concerns. °
Too often, we tend to focus our attention on a particular segment of the

*

-
Y

~

Lo
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educatioﬁal enterprise, and thereby fail ‘to see the interrelatedness and /
interdependence of the other segments. Seldon 1o we view education as a
"macro-asystem of knowledge production and ut: ~ion,"l and equally seldom
do we understand that we would be able to fi « .ore effectively and
v build a better society if.we workec togeth: . A systematic way.

Thé anecdote at the beginning of this paper dramatizes a situation
’ " which can often result from our failure to view the system as a whole.
_ ' Experienced educators need orly to recall the frustrations associated with
_> Title III of the Elementary Secondary Educatinnr Act (ESEA) to.verify and
: validate this notion. The promise of Title III, to produce marked improve-
. : ment in the macro-system of education, was never redlized 'After several
. exhaustive studies and post-mortems, cne recurring reason cited, for the
. . failure is that Title III dealt with pieces and did not develop the necessary
- “ ﬁ&nkages and networks of support to tie the pieces"toggtger. In other words,
the pieces did not nurture one another and the macro-systam did not benefit
.from the innovations themgelves or- fxom their cross-fertilizations and -
permutatioris. The federal govgﬁpmen funded the states; the states funded -

»

¢ local projects; and the local pfojects planned, developed and tested their -~
new ideas--and that, essentially, was that! As a result projects often
thrived at the local level but had L*ftle effect on procedures and practices -
s at the macro levels . ’ '
® . . .

This paper addresses the notion '
of linking and supporting networks
and builds a case for applying such
networks to projects aimed at .
strengthening the capacity of citix
zens and edugators to plan and caryy
out local séhool changes. 1In partic-

- ular, the agencies and the functions
) they perform tha:azre germane and
vital to the opemafion of the School-
Community Process. are discussed. ,The
. key elements in the discussion will
center around two questions: \
® Which agencies are inclu\bd
in linking/supporting ,/9
networks? '

e Wwhat linkage and suppert
Fhould they provide?

Which Agencies?

. During the eight years of developing and field-testing the School-
Comnunity Process, the Rural Educatieon Program staff h. s discovered that
linking/supporting adencies gan considerably enhance the quality of local
school improvement efforts. For pirposes of this discussion it may be useful . -
to categorize such agencies into two méjor types: regional agencies? and :
statewide agencies. -
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REGIONAL AGENCIES . : -

‘ ~ The regional agencies_ which, can provide linkage and support services to
the School-Ccmunit;,Hocece can also be categorized into. two major groups:
. * educational agencies and educationally related agencies. :

_ _ Regiohal educational agencies are known by various names in different

° ,«states or parts of the country. Examples of such aqencies include: Inter-

mediate Education Districts (IEDs), Education Service Districts (ESDs),

Boards of Cooperative Educational Services (BOCES), Educational Coqperative

, Sexrvice Units (ECSUs), and Educatioflal Service Regions..! Whatever they may

" be called,‘;egional education agencies generally encompass a broad geographic

\ region ard are mandated by law or compact to serve specific and/or general

' neceds of local school districts within their boundaries. The relationships
tegional education agencies have with state departments of education also
vary,glong ‘a continuum from being virtually autonomous units*with no legal

ties'to & statewide agency, to those which are directly and leqally tied to

'a state agency and have little autoncmy

‘ﬁ/ .

.Y - . Although IEDs and ESDs have been the types of regional eﬂgggtion agencies

_that have ~ost frequently participated in the School-Community Pracess, others,
.  such as community colleges, may take an active part: in providing linkage and

support.

/ v
The reqional "educationally related" agencies which have potential to

provide support to local.schopl-commdnity change efforts are also known by .

’ - a numbeY of names. A few which we have worked with over the years are -
community action agencies, VISTA programs, regional rural development commis-

"sions, and other regional or county qove:nmental or service groups.’ '
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oL - STATEWIDE AGENCIES , |
Statewide agencies with considerable potential to pr ide effective T
linking -and supporting services to. local school improvemént efforts usually

fall into three groups: state departments or state’boards of education;
universiti'es (those which are not limited to a given geographical. region);
and statewide associations (those large enough to.epploy a. professional
staff, such as a state association of school.boaxds) Again, agencies that -
J - fall‘ﬁ;:z the first group have been the type of' state-wide agency that

have often been directly involved in the-School-Community Process. p
. s ¢ B e . a *
v However, the other types of statewide agencies are all candidates for
effectivg statewide linking/supporting agencies for local school-community
. change efforts. d
- ’e
v
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What Should Thev DO7 .-

v

- Based oh the experiences of people implementing the School-Community
Process, there are five types of linking and supporting services which can

be provided to local school-community change efforts.

4t is the experience

of Rural Education Program staff that all five functiohs are necessary ‘to
provide an effective support network.:. Briefly, the<five functions and the
type of agency for which they are most appropriate are depicted in the o

following table. T .
' .. L Type of Agency
Linking/Supporting Functions ., S ).
' - . I Regional State Both
1. ﬁiovide an operational base for . . L,
. process facilitators . WX »
2. Provide process facilitator}
training and skill building X
« 4 ’
( 3. Improve- two-way communications ' -,
and resqurce linking ' s . X v,
* e -
4. Promote faCLlitative policy and | v :
legislation X y
5. Engage in organizational ) y
~ introspection . " - X
= 7/ .
A V) L

.

AN OPERATIONAL BASE FOR PROCESS FACILITATORS K

l

y
@k

:

One linking/supporting function
which is most apprdpriate in regional
agencies is that of prqviding a base
of operations for process facilitators
who are hq;king in_lecal districts .
and communities in the ‘recicn. By
administratively attaching facilitators’
to a regional support agency, project
planners can assist the facilitators

"‘in maintaining an objective and neutral

stance in their work with local schools
and communities. Other assistance
which the regional agency can provide
to the facilitator team is officé dpace, .
secretarial assis&?nce. assistance in

-
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* locai schools and communities up

. improved communications and resource

/;heir efforts will be well rewarded.

-

.. ' '7"' _ work planning, professional development,:

e — team building, and general.supervision
\\./ . and coordindtion.

FACILITATOB TRAINING AND SKILL BUILDING

) During the development of the School-Community Process, process

. facilitator training has occasionally been provided by regional agencies. .
However, we believe that this function can more successfully be carried out
by statewide suppdrt agehcies., Training for process facilitators in the
School-Community Process gonsists of both formal training sessions and on<
the-job, guided field experiences. The training is not-"one shot" in nature
It occurs across a nine to twelve month period and at more or  less regular
intervals of two to three day training sessions about once a month.

Because of their greater resource base, larger staff, and general‘y more
vergatile and experienced personnel, such a comprehensive and almost continu-
ous training responsibility can be accommodated more effgctively by a state-
wide support agency than by a regional agancy. '

R ya '

TWO-WAY COMMUNICATIONS AND RESOURCE LINKING ’

When an effective 1iiking/snpport-
ing system is operating, the flow of
communications and resources from the

through the support network, as well]
as from the supporting agencies down
to the local districts, should be
vastly improved. As a result of

flow, "wheel-spinning" and "re-
.Inventing the wheel" problems should
be reduced and mutual adaptation3 (a
key element in implementing school-
community improvements) should become
standard practicc. Both types of
support agencies (regional and state-
wide) should engage in this function,
and if they do, experience indicates

.

S . . . o
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PROMOTE FACILITATIVE POLICY AND LEGISLATION

Statewide agencies are probably better equipped and more experienced in
providing this important function in the support network. Often local
efforts in school-community change are hampered by inadequate policies and
unfavorable legislation. As local districts become hetter able to articulate
their needs and concerns up through the networR, statewide support agencies
should promote the formulation of policies conducive to lo«fI change efforts
and lobby for legislation which provides incentives to and removes obstacles
from the path of local efforts to effect posit}ve school-community interaction.

5.
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ORGANIZATIONAL INTROSPECTION
~. * .
) Any agency can improve its responsiveness and the quality of service to
its constituency. The supporting function of engaging in organizational -
introspec:ion-is appropriate for both regional and statewide support agencies.

Agencies who wish to facilitate and support local change efforts may addrqss
-( _questions such as: . Sl | ‘

.~ . | ® What services 4o we now provide? How do they relate to local
needs, issues, and concerns?

° Is the way in which we provide services in need. of adjustment?
. _ ® Are there things we aren't doing now which we should be doing?

® Can we begin.new services by reallocating exicsiing resources,
or do we need to ingrease our resource Lase? '

\-—-——- -

s

¢ _Is there u difference. between being responsive and pro-active?
Should we strive to'be one or the other, or try *o maintain a
balance between the two service modes?

« The process of arriving at answers to questions similar to those listeé “bdve
\ will, in all 1likelihood, prove.most valuable to the support agency itsvlf,
;qu ' But the process also generates many benefits in terms of increased quality

¥ ana quantity of service to local schools and communities who are engaged in
the School-Community Process. -

L J

Summary ’
Piecemeal views of educational change are unproductive. The global

perspective of the educational enterprise requires that local efforts, to '

improve school-community interaction, be facilitated by a supporting/linking -

network of agencies at both regional and statewide levels. There are five

major categories of supporting/linking functions which should be provided

. by agencies in the support network: an operational base for process

. facilitators;- process facilitator training and skill building; two-way '

' communications and resource linking; policy formulation and facilitative .

v

legislation; and organizational introspection.




~
il.
s .
' 2.
y.
‘,‘ 3.
A

-

R3nald G. Havelock, Planning for Innovation: Through Dissemination
and Utilization of Knowledge. Institute for. Social Research.
(Ann Arbpr, Michigan: The University of Michigan, 1971) p. 3=35.

.
A regionsl agency refers to an agency located in a designated area
within a: state. T o -

See the paper entitled "Factoxs of Successful Implementation” for a
more complete discussion of mutual adaptation.
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