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FOREWORD

We live in a time when all socicty’s institutions are rethinking their
missions and their ways of work. National governments, busincsses
both large and small, medical and social service providers, statc and
local agencics, and others arc all making fundamental changes. So,
too, are schools. In the United States, schools are involved in
numerous cfforts to produce complex change, which goes by a
varicty of names -- restructuring, redesigning, school-based
management, shared lcadership, and vision schools are some
examples. Some of these efforts were born of a sense of obligation
-- a belief that students need more than we have been able o
provide; some, from a sense of opportunity -- a view that the
present is a time when all things are possible.

Educators - in schools, universities, government agencics, and
communitics -- have become increasingly concerned about those
students whom our current system of schooling is not serving well.
We know that what's best for one student is not necessarily best for
all. But -- and it's an interesting but -- what’s better for low
achieving students does seem to be better for other students as well.
Who can argue with the merits of cxpectations of higher achicve-
ment, alternative stratcgies to help more students succeed, improved
sclf-esteem, a sense of school community, or familics and community
members more involved with their schools and children? Improving
education for the least suceessful of our students enhances it for all.

But this is not a time to develop a new blueprint or model for all
schools. We know that cach is different and that cach needs a
different approach to meet its unique challenges. Yet while cach
school must find its own way and develop its own set of solutions,
it helps to learn from other schools and resources proven successiul
in other scttings. The Regional Laboratory for  Educational
Improvement of the Northeast and Islands exists to promote the use
of research-based knowledge and proven expericnce to improve
cducation. This Action Guide is one way we hope to help schools
and communities learn from the experiences of other schools and the
resources they have found io work.

Since individual students arc cven more varied than schools, we
can no longer think about making schools work for "the student.”
Ruther, we must think about all the different students we have, cach
of whom comes to schools with a rich array of experience, a wide
range of needs, a set of particular learning styles or preferences, and
other differences that we must begin to view as potential resources
rather than as potential problems.

For the last thrce years, The Regional Luaboratory’s At-Risk
Youth Initiative led us into new territory. The SPARK schools with
whom we worked experimented with new ways of teaching and
supporting learning, with new ways of organizing and working with
communitics to best serve students they thought were at risk of
school failure. The schools learned that major change was nceded to
help all students succeed, and we were reminded that major effort
is nc2ded to support schools as they change.

&b
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Foreword

Now The Regional Laboratory has undertaken a new program of
work organized around "designing schools for enhanced learning."
This work centers around three principles for change in schools: a
focus on learning; a systemic approach to change; and building a
sense of community. Partly because of our experience with the
SPARK schools, we have learned to emphasize collaborative critical
inquiry and to maintain a focus on honoring diversity in our schools
and in our society.

This Action Guide can be a tool for educators and parents who
believe in these principles and who are committed to work toward
transforming their schools. We think this is an exciting, even
daunting, challenge that is worth the best efforts of us all. We invite
you to join us in making schools work for the success of all students.

David P. Crandall
Exccutive Director
The Regional Laboratory
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INTRODUCTION

If you arc reading this book, you are probably concerned about
schools. You may even be considering making changes in your school,
having rcached a point of sufficient dissatisfaction with the way things
are that you want to help improve them. You are not alone.

Today, many schools and school districts in the United States are
making major changes: undertakiny restructuring projects, school-
based managemen(, and/or projets to enact new rules in federal
categorical programs. Such cfforts reflect a widespread dcsire on the
part of educators and others to make our schools more eflective. They
are rcthinking the way our schools arc organized, including what and
how they teach, in order to better reach a larger number of students
than we do now.

This book is for people who arc involved in these kinds of projects,
pcople who are willing to make major changes so that their schools
can succeed with all students, especially those students who currently
experience school failure. We wrote it out of our experience working
in and with schools where large numbers of students were failing to
succeed and whose staff and community worked in a varicty of ways
to better serve those students -- and consequently all their students.
We think that what we all lcarned from this experience might help
many others, including:

® commitices on dropout prevention or at-risk youth,

® people responsible for Chapter 1 schoolwide or program
improvement projects,

a planning committees involved in Effective Schools or other
school improvement efforts,

s schools involved in restructuring efforts, and
m school-based management committecs.

School failure can look like many things: students don’t attain the
rcading skills they need; they fail their courses; they cut classes and
misbehave; they graduate without the skills necessary to productively
live their lives. The schools we worked with, like you, decided to
turn around that experience of school failure. All made some progress;
none are finished.

We call the process of turning school failure around "kindling the
spark” -- the spark of ability in cach and every child as wcll as in
every school. We belicve that each child has that spark of ability that
must be kindled if the child is 10 reach his or her full potential. We
have also found it in every school -- a spark for teaching and lcarn'ng
that must be nurtured in order to keep the light of learning burring
brightly for students and staff alike. Kindling these sparks is not a
one-time effort; like tending a fire, it is an ongoing task to make surc
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that light and heat are cver present. The fire may burn low from
time to time, but we must never let it go out completely.

Some may think that kindling the spark is a matter of trying
harder, renewing encrgy, or adding special programs to solve special
problems. Yet, too often educators have added programs and worked
long and hard hours without achicving the success for which they
had hoped. The times, and our students, have changed so much (and
will continue to change)} since schools were organized as they are
now that we must consider fundamentally different kinds of
schooling.

In fact, our schools as they are currently designed do a very good
job. As Charles Willic says, "It is strange that the United States,
which has achieved almost universal education at the elementary and
sccondary levels, is so unhappy with this miraculous accomplishment
as to pronounce it mediocre and to contend that because of this
accomplishment the nation is gravely at risk™ (1987).

In the carly 1980s, ncarly 86 percent of people aged 25-29 had
completed high school, as compared with only 50 percent of the
same age group in 1950; in our grand ;arents’ day, even fewer people
graduated from high school. Moreover, schools today serve large
numbers of poor as well as student  with disabilitics - students and
limited English proficient students vho often used to drop out of
school in the carly grades or neves enter school at all.

Yet, while schools have come far in  achicving "universal
education,” they have a long way to go. The overall high school
dropout rate hovers around 25 percent (although some students who
drop out do complete high school at a later time) and is much
higher in our largest citics. An even larger pereentage of students
graduate  without the skills  and
knowledge to survive in the workplace
and contribute to fth¢  community.

Figure 1. The Changing Student Population

c“::m'm";:' "’l 30' W:’mul‘m::ml age 18. ;:n‘:sso Accomplishments that .y have been
thieo states (Hawall 76%, New Moxico 57%, Mississippl 56%) wore children of adcquate in the past are not good
oolor. ' cnough for the future, because both

our student  population and the
demands of the workplace have
changed.

Students who fail in school come

» The fastest growing group betwoen 1980 and 1689 was Asians, increasing by
nearly 80 poroent. Hispanice increasad by 39 percent, Amorican Indians by 22
percont, Blacks by 14 parcent, and whites by 7 percant. '

» Over 15 milion chidren in the U.S. (24%) ive in single paren! households. The

avarage income for famale fed households with children was $11,259 in 1888
{compared with $35,206 for mariod househoids).?

» In United Siates prisens, 82 percent of prisoners are high schoo! dropouts, The
Unitod States now has the third highest incarcoration rate in tha warld, aftar the
Soviet Union and South Africa, ?

» Al age 18 and 19, moro than 31 parcent of Hispanics are dropouts, compared
1o 18 percent of Blacks and 14.3 percent of whites. *

! *Demographics for Education Newsletter,” Center for Demographic Pokcy, institute for
Educational Leadership, June 1990,

2 ug, March 1590,
3 National Councit of La Rz a8 reportsd in The Boston Gioke, Wiy 17, 1990,

from cvery race and culture, from every
kind of cthnic, religious, and
socioccopomic  background. In  this
country, most student dropouts (those
who don’t graduate from high school)
and most students at risk of dropping
out are white, English speaking, and
from familics that live above the
poverty level. But young people who
are poor and {rom "minority” cultures
that have been oppressed and locked
out of opportunity are proportionatcly

10
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Figure 2. The Labor Market

» Intoday's job market, 82 perocsid of the
jobs requite at foast four yenrs of high
school. in the fusure, 87 percent wil
requirs high school compiation. '

» The largest growing job group is that of
Bureau of Labor Statistics as over

» A person working full time making &
minimum wago of $3.80 an hour nakes
iose than $8000 a yoar. The poverty loval
for a singlo mothor with two childsen is
$9036. *

» OF now workors, 18 percent will be
white males and the other 82 paroent will
be a combination of female. nonwhite,
and immigrant g’toupamnuewmw
the iowest paid.

! Expenience for Hure: Ciosing the Stuis Gap
gng:_ng_m U.5. Government Printing
fhce, 1900,

? Woters for ruire.” American Domographics,
March 1990,

3 "Damographics for Educaton Nawaletter,”
Centar for Demographic Policy, insttute for
Educational Leadersnip, March 1990,

more likely to drop out of school and experience school failure.
Native Americans, Hispanics, and Blacks are all overrepresented in
the dropout statistics, as arc students who are poor and students
with limited English proficicncy. The dropout rate for Hispanic
students is over 40 percent, and the rate for Native Amcrican
students is worse. Yet, recent improvements in the dropout rate and
achievement scores for African-American students suggest that, when
schools and commurities work together to build on the strengths of
students, progress is possible.

Most of our educators are white and middle class, and, not
surprisingly, U.S. schools have historically done best with white,
middle class students. But the student population is becoming
increasingly more diverse, even as the teaching and administrative
stafl stays the same. As the proportion of minority students in our
schools increa.es -- students whom our schools have served least well
in the past -- educators are challenged to find ways to be more
successful with these students. Figure 1 shows some of the facts
about changing populations that schools must consider.

Why the Need for Change?

We cannot afford to et our students fail. Our society needs all its
young people to learn skills that cnable them 1o contribute as
ncighbors and citizens, to be able to work and carn, and to be able
to continue learning throughout life. Students cannot be allowed to
leave school without adequate literacy, numeracy, and interpersonal
skills. Most jobs in this country alrcady require that workers be able
to read and communicate in English, that they have work attitudes
such as responsibility and perseverance, that they be able to work
cooperatively with a diverse array of fellow workers, and that they
be able to learn new skills and jobs throughout their lifetimes. And
there is no indication that these demands will lessen in the years
ahcad.

Industry no longer provides the large numbers of entry-level jobs
that allowed illiterate and unskilled workers with diligence and
purseverance to learn skills and move up. Rather, today's entry-level
jobs cither require skill or are dead end jobs with few opportunitics
for advancement. As James Comer said on a PBS scries on urban
cducation, *[Before, youngsters] could leave school and still achieve
all their adult responsibilities. . . . Today’s youngsters must finish
high school to have a reasonable chance to sueceed in the job
market. That's the difference” (1989). Sce figure 2 for information
about the changing workplace.

Because of the changing student population and changing work-
place demands, it is time for educators to rethink the way that
schools are structured and organized and then be prepared to make
substantial, not cosmetic, changes. We must think about the wide
diversity of students who come into our schools and design a
complete and comprehensive system that teaches all those students.

Kindle The Spark
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Introduction

*Ne must build respectful partnerships with the parents and families
of all the students in our schools. We must provide supports for
students requiring special resources, and we must collaborate with
community agencies to provide those supports,

Recent History of School Change

As we initiate school change today, we would do well to look at and
lcarn from the solutions that have been tried over the past thirty
years. In the 1960s, school reforms focused on providing scrvices for
particular groups of students who were not succeeding in school --
for example, federal programs to serve poor, handicapped, and
bilingual children, as well as alternative schools for students who
were disaffected from traditional schooling.

The 1970s and carly 1980s focused attention on the individual
school as the locus of change through school improvement and
school effectiveness projects. The Effective Schools movement made
a case that schools could make a difference in the lives of poor and
minority children and described chararte sistics of schools that had
done so. Another set of reform cfforts aimed at preventing dropouts
and meeting the needs of older "problem™ students -- both through
alternative schools where students could receive more personal
attention, and special programs created to mect identified needs of
potential dropouts or students called "2t risk.”

Most recently, there scems to be developing widespread
agrcement  that  piccemeal  changes  and  narrowly  focuser
improvements are not cnough. People and organizations both withi:
and outside of education are calling for and initiating efforts to
"restructure” education. Several of the categorical federal programs
have begun to promote a more integrated approach for serving their
students. The reauthorization of Chapter 1, the federally-funded
program that serves the disadvantaged, encourages greater flexibility
in using its funds for school improvements in schools with large
numbers of eligible children, rather than restricling scrvices to
targeted disadvantaged children. The U.S. Department of Education’s
Office of Special Education Programs is promoting morc integrative
and inclusive education for children and youth with disabilities and
shifting its emphasis to improved student outcomes. And the Perkins
Vocational and Applicd Technology Education Act Amendments of
1990 promote coordination between basic skills/regular education and
vocational education.

Teachers’ unions, states, and others are supporting experiments
10 "restructurc education.” Some of these focus on governance and
control issucs, such as the contracts negotiated in Miami, Rochester
(NY), New York City, and Boston that include provisions for school-
based management and decision making, and similar but more radical
reforms initiated in Chicago and Kcentucky. Others such as Ted
Sizer's Coalition of Essential Schools focus on the substance of
schooling that emphasizes a streamlined curriculum and in-depth
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Introduction

understanding of content covered. Several state restructuring projects
encourage schools to experiment to be as creative as possible.

Over a three-year period, The Laboratory’s Kindle the SPARK
project worked with and studied the cfforts of seven schools to
better scrve their "at-risk” students. The schools are located in five
Northeastern states, and cach school is different: in location -- big
city, small city, small town, country; in student populations served
-- Black, Hispanic, Ca nbodian, Passamaquoddy Indian, and white;
and in grade level configurations -- K-6, K-8, 6-8. Six of the schools
stayed with us for all three years; one dropped out. All of the
schools made considerable changes -- they trained teachers and
adopted new ways of teaching; they added new student support
groups and after-school activitics; they increased parent involvement;
they increased staff participation in school dccision making. None of
the schools consider themselves finished with their improvement
cfforts. Vignettes from the "SPARK schools,” as we call them,
appear throughout this book.

We also worked with and learned from a number of others:

s junior and senior high school dropout prevention programs in
Rhode Island,

s New York City schools in the United Federation of Teacher's
Schools of Tomorrow . . . Today restructuring project, and

» school districts in Vermont planning coinmunitywide dropout
prevention efforts.

Each of these projects took a different approach to increasing
school success for all students.

Our Principles and Components of Restructuring Schools

This book proposcs that in a school seeking to better serve all its
students, educators mobilize all thc constituents of the school
community to work together to think anew about their children and
about what is known about learning, teaching, and supporting
lcarning and teaching, and to develop a new kind of schooling that
works for all the children of that community.

If it is to succeed, such work must be based on some underlying
principles. We suggest the following:

= Al children can learn; schools are responsible for helping all
children learn.

s Diversity is a positive fact of life that, when valued and used,
enhances learning.

. ‘ 7 ! 1 3 Kindle The Spark
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STUDENT SUPPORT

CLASSROOM PRACTICE

s All students should be treated with respect; some students
nced more personal attention than others to learn and should
be able to receive the attention they need.

s Decisions about schooling are generally better when multiple
perspectives are brought togetier and all concerned groups are
involved.

s A school's many programs and activitics need to be
coordinated to form a cohcsive whole.

» Connecting tne school with the community -- its resources
and its best values -- helps provide support for students to
learn.

We also suggest that there are four essential components to be
considered by any school rethinking its structure and program. We
come back to these components several times throughout the text as
we discuss the various stages of reswructuring. They are:

s Classroom Practice. Learning should be the focus of any
change cffort. There is a considerable knowledge base of
cifective teaching practice, and we feature thosc practices that
have been shown 1o be especially effective with students who
currently have trouble learning in school.

s Policies and Structures. Policies and structurcs must support
the learning of all students, encourage their positive attitude
toward school, and cnable teachers to provide students with
personal - attention  and  enhance their own  professional
development,

s Student Support Strategies. Some students will always need
more and special kinds of support than others. Each school
should provide supports that meet the needs of its particular
student group.

s Family and Community Involvement. While the school has
primary responsibility for teaching students academic content,
its staff is not the only group to teach all that a child learns.
Schools should work with familics and communities to support
the learning and development of the community’s children.

B

School and District Roles

The school is the focus of this book because that is where students
spend their schooling time. However, many cducational issucs cannot
be resolved at the school building level. The district and the larger
community play an important fole in supporting school efforts.

>
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Morcover, although this book concentrates on schools from
kindergarten to high school, we recognize that people are learning
all their lives and their learning nceds before and after traditional
schooling ycars must be attended to. Because of the critical
importance of learning in the earliest years of lifc, we asked Ken
Counsclman, an carly childhood specialist, to contribute a special
chapter to this book. In it he points out the importance of the
preschool years to the success of any plan to help children succeed,
and hc supgests scveral ways for a school improvement tecam to
become carly childhood advocatces.

At the district level, planning and lcadership for a districtwide
cducational mission can bc a major support 1o the schools. District
lcaders can and should insist on the primacy of the school. They
should develop and communicate firmly a commitment to diversity
and to helping all members of the school community value and use
this diversity. District planning groups should examine district policies
with an cye to how they enhance or impede student learning and
attitudes toward lcarning. They should also consider how policies,
practices, and budgets can support learning for the adults of the
school community -- teachers, administrators, and other stafT.

District planning should pay special attention to children's
transition years -- entering the earliest school grades, during early
adolescence, and completing high school. In the carly grades, schools
must cnsure that all students master skills in language and numeracy,
and at the same time experience school as a place that will support
their growth. As students reach the middle grades, their schools need
to be structured and staffed to provide them with the personal
attention and social support they need as they go through a time of
major physical and personal development. In high school, students’
diverse interests and nceds must be met, as well as their need to feel
connected to the school. Students need support in planning and
preparing for the transition to work or to higher education.

District stafl can also work to enlist the support of the entire
community for its schools. First, schools must be committed to
involving parents, including those parents whose children are most
in nced, in supporting their children’s education. But the district staff
can be most helpful in enlisting the support of non-parent
community members. Public relations campaigns to  cenlist the
community's pride in and support for its schools, as well as efforts
to develop partnerships with businesses, higher education, and
community organizations, may be initiated and coordinated at the
district level.

In redesigning schools, our challenge is not only to think new
thoughts but also to build on the past. The Effcctive Schools
programs, for cxample, have shown that schools can succeed in
teaching all their children. Educators in special education, bilingual
cducation, alternative cducation, and employment training have
developed skills and successful programs that meet the special needs
of specific groups of children. It is time to bring together all that is
known about tcaching, learning, and positive learning environments.
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Yet none of the solutions of the past arc enough -- all can be
criticized on some grounds: some are t0o narrowly focused; some
do not reach all students; many are conducted in isolation; others
accept the status quo of what schools teach and how they are
organized. Your job is to make a fresh start, at your school, with
your students, rethinking what thosc students need to learn and what
their teachers need to be able to teach them, so that your school
can succced with all your students.

B

Using This Action Guide

As a Corita Kent poster said several years ago, "There are no rules
for leaping into the new, for no one has cver been there before.”
Building on the principles and essential components we have
outlined, and learning from the past, cach school will experiment and
find its own way to build its own future. We sec this book not as a
rule buok or blucprint, but rather as a resource that we hope helps
you in the work ahcad. The programs and approaches we suggest
come with no guarantees, but they have worked before in other
schools just like yours.

We suggest an effective way to use this book is 1o skim through
it quickly to sce what is here. Then, as you and your tcam work
together, you can turn to those sections that have what you need.
Although we have organized it according to the stages in a change
process, you do not have to follow our order. For cach stage we
have included text on the key tasks and considerations for that stage
as well as sidebars of activities or program examples for your team
to use. And cach stage ends with a relevant vignette from a school
in the SPARK project. Following the essay on Early Childhood
Education, you'll find a sct of Appendices that can lead you to
additional print and person resources. Appendices A and B list
several books and articles for further reading on the topics covered
in this book. If you want to seek hclp {rom a person or an
organization, you'll find in Appendix C lists of many helpful
organizations whose job it is to provide technical assistance in
specific arcas.

In cach school, old patterns must be broken and new visions
allowed to form. We hope this book provides you with ncw ideas,
perspectives, and possibilitics that you can draw on in your own
unique way. The pieces of this book fit together not like a puzzle,
which has one solution, but like a kalcidoscope, whose images flow
together in many different ways depending on how you turn it. Your
task is to choose the picces that work best for your school,
combining and rccombining them in new ways until you achieve the
pattern that is most beautiful for your school, the one that helps all
your students preparc for their future.
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STAGE 1: GETTING STARTED

In beginning any kind of change or improvement cffort, three things
arc necessary:

= Knowing why you are doing it, which mcans knowing what
prompted the change cffort, what your purposc is for being
involved, and why others want to participate.

® Having a base of support, including others in the school who
have similar interests and people whose support you need to
make changes.

m Knowing what you want to accomplish, ever if it is just in a
general way.

In this section, we address these three tasks and suggest several
ways to accomplish them. No matter how clear you think you are on
any onc of these tasks at the beginning, in intcracting with other
people and in collecting information you will change and develop
and expand your own idcas.

We begin by describing how to establish a team, your first basce
of support. We thcn describe several starting points and ways to set
specific targets for change. Although the other tasks need not be
done in the order in which we present them, we strongly advise
cveryonce to establish a team as step one. After that, you may choose
another order, and you may want to revisit a particular task at a
late. stage in your change cffort. In fact, we advocate "rolling
planning,” that is, developing a vision, gathering data, sctting targets,
and then going back and revising the vision. Another team may act
very differently than yours, and as an example, we provide a vignette
at the end of this section of the way another school has donce these
tasks.

Q ‘ .
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ESTABLISHING THE TEAM

Many school improvement and restructuring projects today require
the use of a representative leadership team, and for good reasons:
A tcam brings multiplc perspectives. A team allows tasks to be
shared among several people. Most importantly, a tcam cnables
implcmenters to participate in decision making, which tends to lead
to better decisions and support for them.

The makcup and authority of these teams vary from project to
project. If you are part of a tcam that is required by statc mandate
or ncgotiatcd contract, you should become familiar with the
requircments that affect you. Even if you are not required to work
with a tcam, we recommend that you do so.

For some districts, using a team for leadership -- sometimes called
shared Icadership or shared decision making -- is an innovation in
itsclf. For some, tcams have been used poorly in the past. We would
like to save you time and wasted cffort by making recommendations
that stem from cxperience working with tcams in hundreds of
schools. One thing we have learned, however, is that every school is
different, and that there are cxceptions to cvery recommendation.
You will have to decide what will work best in your situation. We
recommend the following:

The leadership tcam should represent the important groups
related to the school and should always include the principal, severa!
tcachers, relevant support staff, and parents. We advocate school-
wide change and wish to stress that all the children in the school
(including those in special education, bilingual cducation, and
vocational programs) nced to be represented, as do all the teachers
in the school (including teachers in physical cducation and fine and
practical arts). Tcachers should represent different grade levels,
departments, and funded programs. Support staff could inciude
counselors, social workers, and others who work with those students
of concern. Parents should be representative of the various groups
scrved by the school and should have links to other parents.

Optional members of the team might include:

s district administrators, such as a curriculum dircctor, dropout
prevention coordinator, or Chapter 1 director;

» paraprofessionals, secretarics, and security or custodial stall
who have a strong rapport with targeted students;

® students, especially those in the upper grades;

» youth workers from social service or community agencics; and
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Establishing the Team

# cmployers in the community or representatives from such
agencics as the Chamber of Commerce, private industry
councils, or youth employment agencies.

The tecam should include people with a strong conncction to the
young people of the school, especially those children and youth of
most concern. The team should be balanced to represent racial and
cthnic groups served by the school, various levels of experience in
the school, and any other factor you know is important. Team
members should be people who have a broad perspective about the
issucs facing you, who arc open to change, and who love and
appreciate the children your school serves. It is most important that
the tcam be widely respected as a group that will serve the best
interests of the whole school.

In some schools, team members are elected by their constituents;
in others, they are carefully sclected by the principal or other
authorized lcader. There arc pluses and minuses to cach system.
Election offers more assurance that team members represent their
constituencics. At least those voting have agreed that this person is
acceptable to them. However, clections can result in a tcam that
does nor represent all racial, age, or other groups in the school.
Sclection allows the person who docs the selecting to consider
several things at once in choosing people who cach represent several
groups. But if the sclector is insccure or controlling, she or he can
choose pcople who all think alikc and who mercly rubber-stamp
what the sclector wants.

To be an effective working group, the tcam should be large
cnough to be represcentative but small enough to be able to make
decisions. We think the best teams consist of between ten and
fiftcen members. If the team is much bigger, decision making will
take forever; if much smaller, you may lcave out an important
perspective or constituency group. (Later, we discuss ways for the
tcam to involve the whole faculty and other groups.)

Team composition and selection can take time. It is often difficult
to include representation of all concerned parties while keeping the
group to a manageable size, but it can be done. Time spent carly on
to ensure a strong, representative, and respected leadership team is
time well spent.

Can previously established groups be used? Many schools already
have a school improvement council formed for some other purpose.
This group can certainly serve as the leadership team for this effort
if it meets all the following conditions:

1. It represents the key groups in the school, including parents.

2. The staff and parents feel that the group has done a good job
of representing them.

3. The members are willing to shift or add responsibilities.

13 Kindle The Spark
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Establishing the Team

If this will be a new group and similar groups do exist, you will
need to figure out how the groups will relate to one another, how
to ensurc there is no duplication of efforts, and how to avoid
conflicts.

We have scen two problems frequently. In some schools, the
whole faculty wants to act as the tcam. We do not recommend this
for scveral rcasons. The tcam is needed for leadership and
coordination. It is very difficult for twenty or more pcople to provide
lcadership and coordination. Leadership and coordination will then
default to the principal or to a very small group. Morcover, a large
faculty group makes it difficull for parcnts to be effcctively
represented. We have seen schools effectively organized into
subcommittees, each working on a diffcrent problem, but in those
schools, a representative leadership team coordinates the whole. One
cxception to this recommendation might be in small rural schools
with fewer than fifteen people on the faculty; even here it will be
worth considering how to effectively include parents’ voices.

We also do not recommend that people be allowed to participate
o+ *' ¢ tcam only when thcy want to. Such an open group is fine for
discussion but not for decision making. It is too difficult 10 move
discussions steadily forward when different people arrive and want
to discuss last week’s agenda. It is possible to have leadership team
meetings with an empty seat or two for visitors or to have the
meetings be open for visitors.

Both of these problems gencrally stem from the faculty'’s fear of
being left out of the process. We strongly rccommend that the team
find ways to communicate rcgularly with the whole staff and with
other affected groups, such as district administrators and parents, for
input (before a decision is made) and fecdback (after 2 decision or
plan is made). We use the word communicate (and not, for instance,
inform) because communication should be a two-way strect, with
opportunity on both sides to listen and influence.

Some schools post or distribute, at least to all faculty, the minutes
of their meetings. In addition, at key points in the process, the tcam
should solicit input from all key groups, should engage the whole
faculty or a parcnt group in discussions, and should provide reports
on progress to various pcople.

e

Initial Team Activities

At the first few mectings of the team, it is important to develop
ground rulcs for involvement and to help all members feel valued
and included. The first thing most tcam members want to know is
"What have I gotten myself into?" This kind of concern will surface
cven when people have been given prior information. People want
and nced to feel that their time will be well spent, -hat they have
something to contribute, and that others value their opinions.

The first mecting will sct the tone for everyone involved. It
should answer people’s questions and allow people to get to know
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Figure 3. icebreaker Toplcs

» Amamory of a good or tanible school
sxparience you had as a child

» Amamoty of your favorite teacher

» A positiva experiance you had in this
schood

» The most important quality for a
school

» Mow achools are different now from
when you ware young

» What you wish you had learmned in
school

Establishing the Team

one another in the context of this gron~ Even though in most
buildings, tcachers know one another, some people in the tcam will
probably bc ncw; parents especially may feel that everybody clse
knows onc another. All members should begin by introducing
themselves and their roles and say a little about what interested
them about being on the tecam or what concerns they want to sec
the tcam address. You may want to record these first comments on
large paper or a blackboard for everyone to sce and think about, but
you need not discuss them at this time. You might think of an
icebreaker (for example, sce figure 3) that allows cach person to
sharc somcthing that is likcly to be new to everyone else. It is
important for cveryone to get to talk at the first meeting, which
mcans that at lcast some talk must be about things that cvervane
can talk about.

Everyone will want to know about the work of the team. A
review of the team’s responsibilities should include:

» The charge of the team, cither specifically or in general, and
the scope of its authority. Is ihe tcam’s charge to prevent
dropouts, to find new ways to use Chapter 1, to help more
disadvantaged students succeed, or to restructure the school?
Each of thesc differs in specificity. The charge may be more
or less specific than these. Will this tcam have the authority
to decide certain things, and if so, what? Or is it an advisory
group, and if so, to whom doces the tecam give its
reccommendations? Doces the principal or other administrator
have veto power? Be as honest as possible about these matters
-- it is worsc for pcople to think they have power that they
don’t have than to learn up front the limits of their authority.

® An overview of the process, reviewing the steps in the process,
an approximate timeline, and how this work fits with other
projects in the school.

» Responsibilities of members 1o participate in discussions and to
listen to onc another with an open mind, as well as any
expectations for work outside the team mectings, including
rescarch or linking back to groups represented (the staff,
parcnts, district office).

m Answering questions from the group or developing common
answers. Some people may ask what the project is, some may
ask if "they" (thc superintendent, school board, or others) will
rcally Ict the school change, some may ask other questions for
which there is no straightforward answer. If you arc Icading
the meeting, your job is to be clear about limits you know
about, be positive about the group’s ability to make a
difference, and help the group develop its own answers when
possible.
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Figure 4. Beginning To
Define an ideal School

» What shouid students know and be
able to do when they graduate?

» Do wa accomplish that? For all
studonts of for only some? H for only
some, which studenis do we fall?

» What would it take for all of our
students to achiove those things?

» What resources do wa have that heip
achiove these goals? What barriars keep
us from achiaving them?

Each person should first write down her
or his answers SO that you can see the
initlad differences. All rasponses should
be recorded on large paper so that
@veIyono can sgd and discuss them. In
your discussion, concentrate not on who
is right or wrong but on understending
what each person means. Cloarly, this is
not @ discussion that will be finished in
an how of two, aithough you should be
abla to hear from evaryone and clarity
responsas in that amount of time. Over
the naxt few months, you will be working
toward consensus on what is mast
impoitant.  You may want to save these
parly responses 10 sae whether and how
they change over time.

Establishing the Team

M

A good activity for an early meeting is to discuss what an ideal
school for this community or for your kids would look like. This is
a topic to which everyone can contribute, and there arc no wrong
answers. Let people think for a minute or two and jot down notcs
if they wish. Then ask a series of questiors, beginning with "What
should students know and be able to do when they graduate from
this school?® Figure 4 suggests a sct of questions you might ask as
well as some guidelines for discussion.

M

Organizing for Work

The tcam itself should decide how often the team will meet and
other logistics of mectings. We recommend that the tcam meet at
least once a month, more frequently at the beginning in order to get
some momentum going. If the first meeting can be two or three
hours, so much the better; people will get to know onc another, and
you can have substantive conversation. You will also need to decide
when the team will meet, how long meetings will last, and where
meetings will be held. An important picce of information to have is
how people will be released from their other dutics, including
whether stipends or child care will be available.

Two roles are particularly helpful for effective group functioning:
convener and recorder. The convener, who leads mectings and keeps
discussions on track, is usually the principal or designated lcader of
the group. Another possibility is to choose a new convener for cach
meeting. The recorder, who takes notcs of the meeting and
distributes them to tcam members and others as the tcam decides,
can also be a permancnt or rotating position. Other helpful roles
are the timer, who helps the convener time discussions and activitics,
and the reflector, who reflects about the tone of the meet’ g at the
end. Although it is not essential to have different people in these
roles, it helps spread responsibility for productive meetings across the

Figure 5. Sample Agenda

Topic Teme,
Announcemants

~naw squipment § minutes

~grant proposal 5 minutes
Vision

~fevision 30 minutes
Plan for Shaning 20 minutes
Vision

- moatings

-nowsletor
Organize

Committees 15 minutes

Person
Princtpal

MH

JF

fB

tcam, and it provides a way for people

to be involved from the beginning.
Mecetings work better when there is
OQuicomelAction. a rcasonable agenda and everyone
knows what the agenda is. A
information reasonable agenda is one that has a
chance of being accomplished in the
time you have. One or two people --
consensus on the tcam lcader, the meeting's
vision convener, or one or two meeting
plan and planners - could be responsible for
assignments developing agendas before the mecting
and scnding them out ahead of time or
bringing them to the mecting. Or the
ks of group can develop its own agenda at
m the beginning of cach mecting. If onc
or two people develop the agenda,
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Establishing the Team

Figure 6. Team Development Whee!

there should be time provided at the
start of the mecting for tcam members

Instructions:  Place a mark on the circumivronce of the whoal t represont the to add their own items. Agendas, with

prosont status of your team.

approximate times for cach item,
should be posted on large paper or
handed out to all members. Figure §
offers an example.

At the beginning of the team's
work, people arc usually hesitant to
talk, especially about what they think is
most important. They may be very
politc with onc another, or thcy may
cluster in small groups. Everyone wants
to know what this group is going to be
like and how they should behave in it

31 After this initial hesitancy, arguments
may crupt. If you arc dcaling with
important or controversial issucs, and if
there is diversity (of roles, opinions, or
cthnicity) on your tcam, there will
likely be different  opinions and
behaviors.  Differences may Jlead to
disagreement and cven anger at times.
If you do not have this experience, it
may be that you have no diversity -- in
which case, you don't need a team --
or that you are not dealing with the
diffcrences. Most  teams have some
arguments. As tecam members resolve

Stage Two

their differences, they can develop new
ways of looking at the issucs and new
ways of working together. Only later will the team start performing
as a leadership group. These stages are so common that people who
do a lot of group process work refer to them as forming, storming,
norming, and performing (sce figure 6):

s Forming -- getting to know one another and the issues; carly
discussions may be over-polite or involve bickering over small
things as peoplc figure out what the group will be like.

» Storming -- airing diffcrences in views of the task and ways to
act in the group may lead to arguments.

= Norming -- developing ways to hear and use differences, ways
to work together as a group.

s Performing -- working together as a group to get things done.
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Establishing the Team

Some groups move through the stages more quickly than others,
although norming is usually the longest stage. Some get stuck in onc
stage. Most groups recycle through the stages at different times in
their history. When differences are too great and not resolved in the
storming stage, a group may split and dissolve. In well-functioning
groups, storming allows differences to surface and be dealt with.

STARTING POINTS

An important part of getting started is finding a place to start. Most
people using this book know they want to change, have some
evidence that points to problems, and have been struggling to find
solutions for some time. But you may be surprised to find that
others in your school community have different pereeptions about
what the problem is or different ideas about what the solutions
should be. Your task is to develop enough agreement on what to
change and why so that your school can start making changes to
help all of your studeats succeed.

Schools and cducators (like all people in all organizations) get
stuck in ways of thinking, especially about hard-to-solve problems. To
move forward, you will nced to develop new ways of thinking.
Sometimes, just talking to other people in a structured way will
jostle your thinking, but it can be helpful to do new things that will
get everyone thinking in new ways. There are several ways to get
started; we suggest three alternatives for you to use:

® Envision the school as you want it to be.
a Analyze the current situation, focusing on what is,
a Scan the environment for available resources.

You may start with any one of them; choose the one that appeals
to your tcam the most. Later, you may want to come back and do
the others as well.

Let’s say that you begin by developing a vision of what you want
your school to be. This is a good way to think big about the changes
you want to make -- a must for restructuring schools -- and a good
consensus-building activity before you get into specific changes. At
some point, you may want to collect data about the way things arc
now and then do an environmental scan to find out what resources
arc available. Or, you may scan the cnvironment for resources and
solutions and then collect data on those arcas on which you are
{focusing.

We caution you not to spend too much time on these diagnostic
tasks carly on. Students change, data get old, and you will change
your mind about what you think is important. Diagnosis is a
recursive activity, a procedure that can repeat itself indefinitely or
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Starting Points

Figure7. The School We
Want To Create

» Classroom Practioos:
What ao students doing? What are
adults doing?
What akifis and knowledge do students
lean?
What learning materials are available?
What does the class 100k like?

» Polickes and Sucksres
What does the schoot! look like?
What kinds of rules are there?
How s the day omganired? How is the
yoar organized?

» Studont Support Soervices:
What personal and family support
oervices are available snd who
provides them?

» Family and Communlty Involvamont:
How do familles relate to the school?
How does the schoo! ralate o the rest

of the communily?

until a specificd condition is met. It is better to do some diagnosis,
then experiment, then reflect, then do more diagnosis than it is to
do diagnosis for more than a year trying to "get it right.” You will
learn more by trying and failing and reflecting than you will by
collecting mounds of data. Build in adequate time for experimenting
and reflecting on your experiments -- that is where you will lecam the
most.

Your carly discussions should lcad to a decision to take one of
the alternatives we suggest above: envision what could be, analyze
what is, or scan the environment for what is available.

Envision What Could Be

Visioning is a method that appeals to people who want to think "big
picture” or who are sick of looking at data. Peter Block (1987) says,
"A vision statcment is an expression of hope, and if we have no
hope, it is hard to create a vision." But as tecam members work
together to develop a vision of their ideal school, hope can be
renewed. A vision statement is different from a mission statcment in
that it describes how we want things to be. Block says it is "the
deepest expression of what we want . . . a dream created in our
waking hours of how we would like the organization to be.”

What will students learn in your ideal scheol? What will they
know and be able to do when they leave? What will students and
adults be doing te learn? What will the school look like? You could
develop your vision around the four essential components of
schooling:

m What is going on in classreoms?

»  What docs the schedule of the school day and year look like,
and what policies guide the school?

» What kinds of supports are available for students?

» How arc fumilies and community members involved with the
school?

Figurc 7 shows how these topics could be considered and
Jeveloped. Adapt and add to it for your own use.

Thesc questions repeat and extend the ideal school activity we
suggest as a starting point for an carlicr mecting of a tcam. Here
your tcam will work together to flesh out this vision statement, over
time developing themes or threads of the vision and weaving them
wogether. Discussing each person’s visicn of a successful school for
your children and working to develop a common vision allows you
to identify and share values and ideals.

Alter the tcam has developed a vision, it should be shared with
the whole faculty for revisions and reactions, One New York City
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Figure 8. Possible Sources
of Data

» Records — studenis’ grades and
progress repoits, rasulls of standardized
tast soores, allondance and discipiine
records, dropout statistics,

» Classroom visits -- obsoarve learning
activities and student responses to tham,
studant bahaviors, amount of toachar
taik, and so on.

» Student, parent, or teacher intarviows
-=soloCt a sample of groups you wre
mos! concarned aboul; solect hver-
viewors caralully,

» Parent, tsachor, student surveys --
make thom ghort; distribute and collect
them {1 a moeting, class, or open house
(students tond to be less good about
comploting survays, 50 make sure this is
the best 100l).

» Student shadawing -~ follow students
around for a day, palring solocted taam
mombaers or others chosen for their
sensitivity with students raprasenting
vavious groups in the school.

school posted the team's vision, complete with visuals, in the
teachers’ room with markers attached for teachers to add comments,
guestions, and decorations. Then the stafl agreed to a common
vision for the school.

After identifying which parts of the vision arc shared by all,
discussion should revolve around what parts are already in place,
what is keceping you from achicving this vision, and how you can
work to achicve it.

5 O S S

Analyze What Is

There arc two ways 10 begin to analyze together what is going on
at your school: (1) develop a people profile of students, staff, and
community members, or (2) develop a component profile of the
school and its district and community as an educational syste'a.

Your team can begin by sharing members® perceptions about what
important issucs affect the success of your students and school and
then should scek data to confirm or change your perceptions. Data
can come from many sources (sce figure 8). We usually think of data
as pumbers and charts, but data also come from interviewing people,
observing classroom and school activily, and surveying parents and
communily members.

Data collection is a perfect activity in which to involve the whole
tecam as well as other people. Do not hire a rescarcher or evaluator
to do this work. It is an important learning activity. Rescarch groups
could be set up on different topics; people could bz assigned a task
in pairs or groups of three or four. It will help the rescarch group
to identify questions they are interested in answering. Questions may
come from the initial perceptions of the group; for example, the
group thinks that African American students in your school do not
achicve acadcmically as well as other groups, so you want to find
evidence to show whether this is true or not. Questions may also
come from simple curiosity; for example, what do the students who
are in trouble think about the school, or what do parents think
about the school and about their own role in educating their
children? Find ways to gather data that will surprisc you and help
you think in new ways about your students.

Two things are especially important:

1. Think about clusters of students rather than the “typical
student” or the "typical at-risk student.” (In a diverse school,
there is no single typical student.) Examine numerical data
(test scores, attendance and discipline records, and the like) by
race and gender to determine whether some groups show up
in some categories more than the average. This is called
disaggregation of data and can often be donc by computer.
You can also look at teacher-student interactions by race and
gender, by observing classes and counting the amount and kind
of interactions, and you can make surc to intcrview or survey
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Figure 9. Systemic School Change Assessment

Satisfaction
Essential Flements kv Rating Solutions/
Systomic School Change Neods/Problems  Low Hi Strategies

a. A mission statomont 1234

b. The mission State- 1234

€.  School policies, 1234

Sampie from hoois an mmynites: R System: )
Reprintad with psrmission of the Massachusetts Departmen? of Education,

students who represent  the  various
groups in the school.

2. Find out about the strengths of
students of concern. What  arc
their  good  qualities?  What
programs, practices, or pcople
have succeeded with  these
students? When do they seem to
do well in school? How can you
find out students’ strengths? Are
there different strengths among
the students, by race, gender, or
other category?

Your goal is to devaop a profile of
the people of your school, focused on
those arcas of greatest concern to your
tcam and school. Try not to let data
collection be an overwhelming task or
to take so long that you have used up
people’s time and cnergy on  this
preliminary task. Collect or examine
data only when you need it tr move
Jorward.

A component profile looks at your
school system and what is in place in
order to teach all students. One way of
doing this is to use a list of
components that arc shown to be
important to the success of all children
and comparce it with what cxists in your
school system. In Changing Schools and
Communitics: A Systemic Approach to

Dropout Prevention (French and Hergert 1990), the Massachusctts
Department of Education identifies fifteen elements as essential,

among them the following:

teaming of staff
flexible scheduling

student support focus

shared decision making

inclusive school climate

supportive and flexible school policies
clustering and program diversity

interdisciplinary curriculum
innovative instructional strategics

parcents zs active participants
creative staff development
community collaboration
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Figure 9, a sample page from that publication, shows how cach
component is defined and describcd more fully on an assessment
instrument that enables school districts to identify needs, rate their
degree of satisfaction, and recommend solutions.

Scan the Environment for What Is Available

A third way to start is with the resources available. Often, schools
have been so focused inward that they are not aware of the available
resources and opportunities in the district or community or in the
ficld of education at large. Resources include other agencies that
work with your students and their familics, businesses that could
work with the school on some project, state or federal funding
opportunitics, and successful programs or practices in other school
districts. Figurc 10 offers a chart of a dozen categorics of community
agencics, associations, and services that can be filled in by your staff
(as in the sample) with those available in your community.
Scanning for resources may give
pecople a positive way to get started.
Figure 10. Commaunity Resources Sometimes  people need to  be
motivated to sce that change is
possible, that there arc other ways of

Montal Hoalt Sarvica Clubs Cind HoBnes doing things. Learning abqut an outsn.de
resource or a ncw cducational practice
can stimulate new thinking and begin

« Dept Youth - g‘;“‘?“ W"z‘;c * tean suicide to foster ncw hopes. It is important to

. sle' ":i“'Fm ’ mmm ::r::cww : ’m"m'"" look for resources that suit schools at

Services « Black Business lcast somewhat like yours so as to
Allance ' reduce the number of "it'll never work
here” comments. A rural school with

Youn Hormel oay few busincsses in the community will

Programs Chuschos Sholars Cae not bc helped by learning about an
urban school’s partnesships  with

Fieot Baotit Chia numecrous businesses and agencies that

: BDYS: % Girls 'Ymm :m"'m m'"s'm ’ g:‘m are within walking distance. Similarly,

Ciubs « Mathodist . mesl program  « Kiddy Care a classroom practice that works well in

« YM/YWCA Alatoen + Short Stop » Dandaiion a homogencous town may not work so

* ADS/Peer . W (slots for well in a city school with students from
Laadership . c::'o"’ . SM“iLE“ » diverse backgrounds.. -

Methods of locating and exploring

classroom practices are  probably

coad Cubrl immigrant. Al familiar to you. Your team could find

and review writicn materials: articles,

newspapers, brochures. Study groups

o advocates for < NAACP » CASA langusge « community could be cstablished to read and discuss
classes schools

chidren * Aianza topics. Or you could go into the
) m""""ﬁm Hepana 'zwwm" :'mih'.’;:;m community and visit other schools.
disabiitios . IBA field tips Several schools we worked with sent

people to conferences and workshops
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Starting Points

on topics of interest to them, then asked them to report on what
they lecarned; somctimes teachers were able to begin to experiment
with a new practice on their own and discuss their experiences. Less
familiar -0 most school people is the wide varicty of community
resourcces.

This is a perfect opportunity to involve individuals other than just
thosc on the tcam. Research or discussion groups could be organized
on topics and time could be made available on stafl meeting agendas
to share findings. Our Appendix includes books and articles that
could be read and discussed by group members.

A Final Word on Gathering Data

As you rceview the above suggestions, you will sec that you have
probably alrcady collected some data that can be used. Use our
suggestions to build on your carlicr work; do not repeat it unless
your data nceds to be brought up to date or your team fecls that it
would be good for everyone to learn together. We estimate that a
thoughtful start can be made in three or four months. Remember,
this task is one you will circle back to later to gather more focused
information, to find out things you didn’t think of at first. Your tcam
will be learning and growing together as it considers these carly
issucs.

If you gather numerical data in this phase, be sure to keep it.
Later, it will come in handy to compare where you started with what
happens after you make some changes. If you chose to develop a
vision first rather than gather data, don’t worry, you can gather data
to show where you began later in the process.

Throughout this book, we suggest you look at four components
of the school community that can directly help children succeed in
school: classroom practices, policies and structures, student support
scrvices, and family and community involvement. Below are examples
of data to collect for cach of the four components:

s Classroom practices -- student achievement data (test scores,
portfolios, demonstrations, teacher reports); strategics in usc.

‘ ® Policics and structures -- attendance, retention, graduation and
dropout data; policies themselves; how school is organized.

s Student support services -- students with special problems

K (course failure, learning disabilitics, pregnancy, parenting,

substance abuse); programs available.

8 Family and community invobement -- numbers of participants
at various kinds of cvents; kinds of participation currently
available; community agencies and members involved in the
school.

INLIVHI WOOBSSY 1D
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'SETTING TARGETS FOR CHANGE

If you don’t know where you are going, you won't know when you
get there. At some point, the team must sct specific targets for the
school, both short-term and long-term. What do you want to
accomplish? What will success look like for your school? Targets
should describe the outcomes you want for both your students and
the school.

Start by thinking about learning outcomes for your children. Are
there specific arcas you want to improve, or certain children you
want o rcach better? What do you want children to learn, and how
will you mecasurc their lcarning?

Some schools want, and nced for a varicty of reasons, to raise
students’ scores on specified standardized achievement tests. This is
a tangible outcome for you to address. You may want to supplcment
that kind of outcome with targets related to other kinds of student
lcarning. For cxample, some schools have had goals related to
improving students’ reading scores and at thc samc time have
worked to increase children’s enjoyment of reading.

Other kinds of student outcomes may relate to their school
attendance, their involvement in school activitics, or their attitude
toward school or the value of school for their life.

The sccond kind of target is changing the school itsclf: its
structure, scheduling, or roles and relationships. Often, though not
always, these changes come from a desire to be more cffective with
students. Somctimes, they come from a desire to change working
relationships among the staff. Improving staff morale and school
climate can certainly lead to positive effects on the children. We
encourage you to keep the primary focus on student learning --
especially if there are significant student lcarning challenges -- and
to consider other changes to be intermediary goals in support of the
primary goal of student learning.

Having said that, we recognize that student lcarning is a difficult,
and long-term, goal to achieve. Some schools start with smaller tasks
(building improvement, staff committecs) in order to work together
with a good chance of carly success, We suggest that you develop no
more than three or four broad targets and work on them over time,
sctting short- and long-term objectives.

We recommend setting targets after you have done some thinking
together; some cxperimenting, some work to sort out the interests,
nceds, and commitment of all the parties involved. Targets should be
moderately well accepted throughout the school community -- you
will have enough difficulty agreeing on solutions. Targcets should also
be challenging; you will break them into more easily doable goals
later. Rescarch has shown that the more a school tries to do, the
more it achieves. It is best to think big and to act in small steps.

Here are two ways 1o take on the task of sctting targets. One is
traditional goal sctting; the other involves developing a vision or
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Setting Targets for Change

working on the one you started carlicr.

1. Goal setting. 1dentify all the arcas you want to address in your
plan and develop goals for cach. This may mean scparate arcas
such as student achicvement, parent involvement, or positive
climate. Or it may mcan that you will focus on student
achicvement and choose arcas that relate to that such as language
development and study skills; parent involvement that supports
students’ lcarning may be a focus here.

What do you want to achieve? Yes, you want to improve
students’ achievement, but what does that mean, in what area,
and how will you measure it? You may find that there arc
different answers to these questions, even among a tcam that has
just agreed that student achicvement is the focus.

Remember, goals should be SMART -- Specific, Mcasurable,
Attainable, Realistic, and Timebound. Make sure that you have
met these five criteria in cach of your goals. Is the goal clear to
everyone? How will you measure its attainment? Can you do it?
By when? Figure 11 offers an example of a goal setting worksheet
with SMART goals.

You may have been working on several goals at once. Review
all of them together, and make sure that the timelines are
managcable. Develop a timeline that has you stretching yourself
but that can be met. Do more than one thing at a time. Don't try
o do everything at once.

2. Vision building. Develop a vision of the school you want, with
students lcarning what and how you hope they will. If your team

started with this activity, you developed
an outline. Now is the time to fill in
the missing picees and add the colors.

If you started by gathering data about
your students or the resources
available, this is the time to dream.
What arc the components of the
school you want? What would it look

like? What are students doing? What

1. Open House LG 1115 money for refresh- . .
- send fiyer home m’;&' are they learning? Are different groups
and call each of students doing different  things?
- m’m teachers aide 1o What are adults doing?
program cal Now come back to the present and
2. Famiy Loaming MRandtoam 1115 - open house describe what parts of that vision are in
Activities of 2 taachars - P;;“ and new place and what you necd to work on to
1 send home, y rcach your ideal. The richer and more
} P with specific your vision, the more you wx’ll
parents, students have to work with. For example, let's
g P say that onc component o-f your vision
is that each student will work on
3. Social Event RB 12/15 cateteria

independent lcarning projects with an
adult coach. What will the schedule
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Setting Targets for Change

have to look like? What do students need to know and be able to
do in order to effcctively engage in this kind of project? What do
the adults nced to know in order to be effective in their role?
Identify all the activitics that need to be done and create a timcline

for them.
School Vignette
Mary Curley Middle School, Bosion, Massachusetls
A Functioning Team

We arrived at the Mary Curley Middle School at 2:00 p.m. for a planning team meeting scheduled for
2:30. People soon began drifting in, alone and in small groups, bringing crackers and cheese, fruit and
cookies, soft drinks and coffee and tea. Soon, around twenty peaple were seated in a big circle of chairs
in a cleared out classroom. The facilitator, an outside consultant hired with funds from a dropoit pre-
vention grant, started the meeting. - |

We learned from the principal, and from the minutes that were handed out, that the team consisted of
teacher volunteers, some counselors and social workers, staff from the Private Industry Council and the
School Volunteers of Boston, a parent who worked in the office, and the school’s administrators.

The team was ovganized inio three task forces to be able to get more done in smaller groups. The
groups each focused on a topic: high school transition, community partnerships, and siff development.
The Staff Development Task Force was concemed about helping the staff betier understand the various
cultural groups of students within the school, primarily African American and Hisponic groups. They
proposed workshops for all faculty on multicultural education and intercultural understanding.
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STAGE 2: EXPLORING OPTIONS

At some point in your process, and sometimes cven before the
process begins, you will come upon a program or approach, a new
way of doing things, that appeals to you or the tcam. You may cven
have started this planning cffort in order to get people to buy into
a great idea you have in mind. If several people like the specific
solution, it is cspecially casy to latch onto it and begin to move
toward implementation.

If you come upon this "idcal solution” very carly in your process,

or if just onc or a few people decide that you've found the ideal
solution, we urge you to STOP. Hold yourself back from committing
to one solution too carly. In other words, look tor alternatives,
Expericnce in school after school has convinced us that people get
into the most trouble when they commit themsclves to a single
solution too carly. Somctimes, the "solution” has little or no
relationship to the diagnosed need. Sometimes, a quick choice leads
to later implementation problems, because groundwork hasn’t been
laid. Or onc person or group may get attached to one particular
solution, and all discussion from that point on turns into an
argument (civil or otherwise) about the merits and shortcomings of
that solution. We encourage you to explore a wide range of options
to achieve your goals or make your vision a reality.
\ Review the four components of the kaleidoscope again: classroom
POLICIES STRUCTURES praciices, policies and structures, student support services, and family
and community involvemeri. In this scction, we introduce strategics
for cach that have worked to help marginal or discouraged lcarners
succeed in school. For most strategies, we also feature one cffective
program and give contact information.* Not all the options we
present here are philosophically consistent with one another; you will
have 1o choose those that suit your school best.

Based on your initial data gathering activities, your tcam may
already have sclected one or two components to target. If not, you
may want to scan this entire section and then choose where to focus.

We should note that our descriptions of cach strategy are both
limited and extremely brief. We want to give a bird's eye view of
many different strategies for cach component. I your team is
interested in a strategy, you will definitely need more information.
For example, we fcature cooperative learning as a strategy that
works and describe just one cooperative learning program, but there
are several different cooperative learning programs that you could
consider. And you'll need more detailed information about the onc
we include.

Wherever possible, you will want to identify specific programs so
that you can have access to trainers for your stalf, other schools that
have implemented the program, and materials that make the practice

"The strategics featured in the Classn om Practices section il have considerable evidence of
effectiveness, rescarch and evaluation data that have held up over seversl years. The strategics
in the other sections are drawn {rom many sources -- some have not been cevalvated as
nigorously,
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casier to use. A thoughtful approach will consider programs in light
of your overall vision and will integrate programs into a cohesive
whole. We encourage you to take the time to find out what others
have developed and shown to be cffective before trying to develop
your own program from scratch. Adopting a program or practice will
save considerable time and money in the long run.

You can get more information in several ways. Starting with this
book, Appendix A: Selected References provides a list of articles we
used, organized topically. You and your fellow team members may
know of other articles on the topic of intcrest, and of course you
can contact your district office, professional associations, and college
libraries. Appendix B: Annotated Bibliography comments on dozens
of resource books, some of which include program descriptions. And
the Resource Organizations listed in Appendix C can be contacted
to find out what scrvices they offer. Of these organizations, some
(descgregation assistance centers, multicultural scrvice centers) have
expertise on particular problems and populations; others (National
Diffusion Network  Facilitators, regional  laboratorics) are
knowledgeable about research-based programs in many educational
subjccts.

And don't forget the most common ways that educators explore
options -~ contacting professional  colleagues  and  attending
conferences. Colleagues in neighboring districts or schools similar to
yours can often give you information and suggestions about programs
and consultants they have used. Attending conferences, workshops,
and university courscs puts you in touch with other scts of programs
and schools. Both of these sources are more time consuming than
going 1o a resource organization because they usually uncover fewer
resources per contact. Nevertheless, they are worth using.
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CLASSROOM PRACTICES

From ycars of rescarch on effective teaching and effective classroom
practices, tcachers have accumulated knowledge about what works
in the classroom with the least successful students. These practices
arc cffective with all students, but it is critical 1o use them with
those students who arc not achieving. Even more important than
the specific practice is for tecachers to have an underlying belief that
cvery child can learn and that it is up to schools to find the best
ways to facilitatc that process. Here we feature four excelient
approaches to working with marginal or discouraged learners:

®  Accs in the Classroom -- teaching what is most worth learning
s Alternative Paths to High Achievement
s Action in the Classroom -- successful classroom strategics

s Attitudes for Success -- for teachers and students

Aces in the Classroom

We need to concentrate on teaching what is worth knowing, the
most important knowledge, skills, and attitudes -- the "aces” of the
curriculum. Tcaching the aces means that we coneentrate on what
is truly important. That means going for fewer things in depth rather
than trying to cover many different topics and skills in a superficial
manner. Rather than asking students just to memorize facts and
events, we need to help them thoughtfully develop ideas with
supporting evidence or to accurately summarize the cause and cffect
rclationship between several events.

Depth versus breadth is a classic curriculum dilemma. Each school
is presented with a myriad of requirements and pressures from the
local school district and community, the statc and federal
government, and other sources. New concerns often become new
courses to be added to an already crowded curriculum. Schools need
to negotiate the maze of regulations and requirements that can
fragment the curriculum. It is important for local school districts to
stand back and cxamince what knowledge is of most worth and how
it can best be acquired. Ruthless cutting of content coverage to
focus the curriculum may be required. Another approach is to go for
"two-fers,” teaching two things at once, integrating content matcrial
and skill development.

Teaching the aces also means knowing why we are tcaching
particular content and skills. We need to have the big picture in
focus and understand why we are choosing cach  supporting

The Classroom Practices section 1s based on a framework developed by Janet M. Phiegar
called “Ihe Quadruple A+ Approuch 1o Success with Discouraged eamers.®
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component in the curriculum. Our understanding of why needs to be
so thorough that it is casy to be clear about it when the student
incvitably asks, "Why do we have to do this?" Discouraged learners
arc among the most likely to ask for justification for what we ask
them to do.

To achieve this clarity, teachers ne~d a thorough understanding
of the subject area, as well as an opportunity to process the
structure, goals, and objectives of the particular curriculum.
Obviously, this is good practice, but why does it become particularly
important for dealing with those students who are not doing well?
Thorough understanding is necessary to be able to probe all the
possible connections for the student, to help sct the context where
the student can begin to construct meaning. Just being able to
demonstrate  the potential usefulness and relevance of the
information will not be enough to convince or engage all discouraged
lcarners. It is a nccessary but not an adequate condition. Even a
discouraged learncr knows when he or she is in the company of an
adult who has thought through the whys and whercfores. This force
is recognized even by those most turned off by school, and that very
fact indicates that it is the exceptional teacher and classroom that
operate in this manner. The lcast successful students understand
when they are in a class with purpose, one that the teacher sces as
important.

Each district will nced to make its own choices about content and
curriculum. However, we believe that the following three arcas are
essential for all learners:

1. Language development. In modern socicty, it is essential that
all people be able not only to use oral language cflectively but
also 1o have literacy skills (reading and writing): in the United
States, it is essential for people to be able to communicate in
English. All children need to learn these language skills in school
and to master cnough skills to be able to work productively and
to participate as citizens in a democratic socicty. We will not
enter the debates here about the best way to teach children to
read or the best way to teach children a sceond language. We will
say that there are many programs and approaches that have
demonstrated success in teaching children these skills, and schools
need to find those programs that can provide evidence of success
and that suit the cducational philosophy of their tcachers. Figure
12 describes a language arts program developed to be culturally
compatible with a particular population, native Hawaiians.

It is csnecially difTicult for tcachers to value the language skills
of children whosc language usc is different from their own. Thus,
children who come from poor or uncducated homes and children
who speak a different language may use language in ways that
teachers do not understand. We have heard many tcachers say of
at-risk children, "They don’t have any language skills.” Ncarly all
children have language skills -- they communicate with their
fricnds and family and ecven with the teacher. What they may not
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have is reading skill, skill at using "school language," or the skills
to explain or describe clearly. The teacher needs to be able to
recognize what skills the student docs have and build on those.
(Shirley Brice Hcath's study, cited in Appendix A, describes the
diffcrent ways Black and white children in a Southern school
district, raiscd in scparatc communities, used language. Tcachers
lecarned to recognize and build on the different strengths of their
students.)

Similarly, children who come to school speaking a language
other than English may be literate in that language or not, and
the language skills they possess need to be recognized and built
on. Other factors, too, will affect their English learning: their
attitude toward learning English, their experiences in both this
country and in their old one, and their cognitive ability, to name
just a few.

. Multicultural education. Perhaps more than any other, the
United States is a country of many cultures. Yet few of these
cultures and their contributions 0 our socicly are taught in
school. Morcover, as the world becomes more and more
interdependent and as businesses increasingly operate in several
countrics, cconomics and cultural styles have become intertwined.
Yet most students in the United States know very little about
Asian countries or about the cultures of South America or Africa.
All students need to know more about different ways of
thinking and living: they need to understand that their way is just
onc of many. And they nced to understand so that they can
appreciate the different cultures that make up our own country.
These are needs for all students, not just for racial and ethnic
minority students, because all of our students need 1o be able 1o
live with and understand people and cultures that are different
from their own. School systems with large numbers of racial and
cthnic minority students usually have made efforts to include
more about different cultures in their curriculum. But more needs
to be done to cducate all of our childrei for the future. All
schools must teach about different cultures, and all schools must
go beyond simply adding new curriculum units 1o including
multicultural approaches to the entire educational experience.
Multicultural education includes learning about cultural
differences, attending to students’ culturally embedded lcarning
styles and schooling necds, teaching skills for working with
culwral differences, developing a school climate that honors and
celebrates diversity, and building healthy human relations within
and beyond the school community (sc 2 figure 13, for example).

3. Secrets of school success. Discouraged learners usually need
help learning the secrets of school success -- those behaviors and
mcthods that successful students often use unconsciously or learn
casily. Among the sccrets 10 teach are the school's expectations
for students as well as studying and test-taking skills. Many of
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these strategies can help less successful students find handles that
make school more understandable and more workable for them.

The following are two examples of the kinds of skills and
information that can be taught:

School expeciations. In most American schools, rules are written
into student handbooks. But many school expectations are never
written down, especially those that reflect the cultural norms of
the country, community, or school. Immigrant or transient
students may have a particularly hard time understanding these

m‘ I'"'"%‘mﬂ,‘m "unwritten rules.” Verbalizing such expectations may help these
students as well as other children who do not understand your
Spider Map expectations. For example, students may be expected to share

their opinions and discuss interpretations (not just recall facts) in
class, or students ~uy or may not be allowed to touch the
teacher. Try to recognize and Cxpress unwritten expeetations.
Students or teachers from other countries or cultures who have
been here a while can help you identify those norms and
expectations they had to discover on their own.

Study skills. There are many ways of studying, but often students
are not taught much about them. Explicitly tcaching how to skim
a book chapter (look at pictures and headings for clues, ask
yourself questions about what is likcly to be included in the
chapter, and so on) can help many students acquire these skills.
Graphic organizers like those depicted in figure 14 can help, too.

CompareContrast Matmix For example, often students are told to outline a paper before

Nara 1 Name 2 writing it, but many students don't think in this lincar way and

cannot write an outline. A freer form "web™ may help students get

P related ideas down on paper and begin to organize them. Other

graphic organizers can help students see comparisons between
different groups being covered in a unit. for example, or sce

Antuma cause and cffect relationships. For more visually oriented students,
these graphic pictures of the readings can make the difference
Awta 3 between understanding and failure.

Test-tuking skills can be taught also  ad can help students
better understand how to use their time during test taking, as well
as help build confidence and a fecling of control.

Fishbone Map Often study skills are taught to young students and neglected
in the later grades where the emphasis is on content. Teachers at
all prade levels should include study skills explicitly.

LY Dirlaet LY
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Rasut A
&, 3 Alternative Paths to High Achievement
At the same time that we focus on what is essential to teach, we
, | Do must also provide multiple ways for students to learn. Students come

to our classrooms from a varicty of backgrounds, bringing with them
From Jones, Pierce & Huntar 198889 diverse skills and styles of learning.
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the first tme R is taught in the classroom.

The program dofinae the four koy gonoral
thinking tachniquas as:

» matacognition --consclously applying
strajagias to solve problams;

» inforence from contoud — figuring out
unknown wards and information from
sumounding information;

» contaxiuaiization -—genaraiizl.ig idoss
from ona contaxt 1 anothar; and

» symhesis of information -- combining
many sowoes of information and identi-
tying what is neadad 10 solve r problam.

The HOTS curricuium first provides
students in grades 4 10 7 with a variely of

koy thinking skils. Al the end of the
sacond year, the program begins to make
diract connections betwoen HOTS
activitios and the genoral school content.
Tha mathad aiso has mernil for regular and
giftod studants,

CONTACT:

Stanisy Pogrow
Univorsily of Arizona
Colioge of Education
Tucson, AZ 85721
(602) &21-1208

One way schools have tried to meet students’ diverse needs in the
classroom is through "ability grouping.” For somc subjects, grouping
students with similar skills makes sense. This is especially true when
students frequently move between  groups.  Ability  groups  lets
students be with skill peers, and it allows teachers to differentiate
instruction.

Yet ceven the term "ability grouping” points to some of its
problems. Too often it has cacouraged us to think of students as
having a fixcd ability on a continuum from "smart” to "dumb.” Ability
grouping in the carly grades may lead to separate tracks in later
grades -- tracks that scparate students, label them, and limit their
aceess to school resources.

Those students who are labeled “special ed,” especially those
scparated from regular classes, rarely get out of the special ed track,
and they become part of a system targeted to their disability rather
than their abilitics. And students in vocational education programs
rarcly have access to advanced academic classes, even those with no
prerequisites.

Students have a better chance at success when the curriculum is
presented ir a varicty of ways. Most curriculum specialists now
rceognize ibat relatively few subjects must be presented in a single,
hicrarchical sequence. Students do not have to be able to read at an
advanced level before they can learn higher order thinking skills. In
fact, many students are more complex and creative thinkers than
their reading and writing skills indicate. For these students especially,
learning to develop alternatives, make decisions, and solve problems
rclated to interesting situations may provide additional motivation for
mastering  basic skills, as well as learning to learn. Figure 15
describes a successful higher order thinking skills program that has
been developed and used in compensatory education classes.

Students who do not succeed when a subject is presented in one
way may benefit from some repetition. But it is also important to
look for other ways to present the information to overcome the
barrier to learning. Sometimes, it helps to allow students to move to
and achicve success on a different task rather than going over and
over one on which they arc not meeting success.

It is critical to recognize that different people learn in different
ways. Some learning style theorists focus on preferences for taking
in, storing, and processing information -- through listening, secing,
or touching, for example. Others focus on differences between
abstract and concrete information. Related work is being done on
multiple intelligences by Howard Gardner at Harvard University (sce,
for example, Gardner 1983). There are numcrous frameworks for
analyzing different learning styles. See Appendix A for references.

Many thcorists point out that only a small minority of learners are
"suditory.” or lcarn best by simply listening to someone speak. Yet
the majority of secondary classrooms rely on the lecture method to
conpvey information. Morcover, schools tend to reward and test
primarily verbal facility. Clearly, we need to present key concepts
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and information in a variety of ways to rcach more lcarners and we
nced to test knowledge in a varicty of ways.

Discouraged learners often have a learning style that doesn’t fit
very well in school. They may be active or tactile-kinesthetic
lcarners; that is, they like to "do stufl.” Since most teachers neither
have this same learning preference nor have had training in how to
accommodate it, it is not surprising that few classrooms above the
third grade include much, if any, activity of this kind.

Action in the Classroom

The effective teaching practices mentioned in this scetion arc ways
10 make the classroom more active for students. They produce great
gains for low-achieving students, and they can be effective with all
lcarners. With more and more teachers demonstrating tnc bencefits
of heterogencous grouping for all students, teachers who use these
strategics can teach students of diverse learning styles and ability
levels in the same classtoom, encouraging cach to contribute
according to her or his strengths.,

Experiential Learning

Experiential learning is often defined as "learning by doing.” It is
most central in carly childhood education, vocational schools, and
alternative schools, where teachers combine academic skills with
hands-on experience. But many more classrooms can integrate
experiential learning as well as vocational applications of academic
skills. Experience can be brought into the classroom in many ways;
active  exploration  of the community, science cexperiments,
simulations, and dealing with student, classroom, and community real-
lifc cexperiences are but a few cxamples (see figure 16 for a
classroom that combines several).

The key clements of experiential learning are that it is based on
students’ interests and concerns; that it includes activity (which can
mean writing or genuine discussion);  nd that it connects with the
world outside the classroom.

Continuous Progress Models of Instruction

Another instructional approach that has been shown to yield
significant academic gains for discouraged learners is the continuous
progress maodel or, more specifically, the concepts from mastery
learning. Both of these approaches allow for variation in learning
rates among students, They divide the learning into well-defined
instructional objectives, and they move the student through rapidly.
Mastery Icarning sets onc high standard and then demands that all
children meet it. Some will nced more time or help on the task than
others, and this can be provided by tutors, homework, or other
means. The National Diffusion Network programs DISTAR, ECR],
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e
and others arc based on mastery learning principles (see Appendix
Howe17. C for contact information).
Toam Asslated Somc students who need to sce "the whole picture” before
mm lcarning the parts may not do well with this approach.

 Vaam Aseisted individuslizalion (TAS) has
shadenie work in heterogeneous lsaming Cooperative Learning
Wams o0 Individuskied maturisia.

* mevage most of the mechanics of the One of the things cven discouraged learners like about school is
indvidualizad program, fresing the being with other kids. Cooperative learning allows students to work
mwm ol én groups to learn, c.n‘couraging both positive inlgrdcpcndcncc and
# program include: individual accountability. Students share a lcarning goal and arc

i responsible for learning from and for teaching their fellow students.
> A corputirizad dagnosic/placemant Discouraged learners not only receive strong social messages about
L the importance of cooperation and collaboration from this style of
’m““‘::';:;"s teaching and lcarning, but they actually learn more, as do all

N students.

» Siuctured individuaiized curriculum Many kinds of cooperative learning approaches arc being uscd

elaciale; (see, for example, figure 17). Some provide more explicit teaching

» Team scores and group recognition; of social skills; some arec more structured than others; some
cmphasize groups grades more than others. In all, however, students

&mwmm work in small groups to learn subject material. We believe it is best
when cooperative learning groups are heterogencously mixed so that

» 165 wall-celined, objectives-based students lcarn that everyone has something to contribute. Groups

imbuctional units appropiiate fo grades

Py must be taught how to work together.

CONTACT: — ———

W Attitudes for Success

&mmm The final A is for Attitude -- our attitude toward less successful

m;go 120 students as well as their attitude toward learning and school. It is
difficult (for both the teacher and the student) to be positive about
success when failure has been repeated again and again. Both may
give up trying and may seck others to blame. Yet it is essential to
break the blaming-failure cycle and to develop attitudes for success.

The importance of teachers’  expectations  on  students’
achicvements has been well documented and is intuitively understood
by those in the classroom. What has not been so casy to
comprchend or act on is how tcachers can truly change their
altitudes so that they hold high expectations for all children, even
those who have not performed well in school until that point.

The key to dealing with this chicken-and-egg question is to begin
by changing behavior. We know certain moves that teachers make
signal to a child that the teacher expects the child will know the
answer 1o a question or will do well at something. Teachers wait
longer for a response from a child when they expect that child
knows an answer. The proximity of a teacher in the classroom to a
child, as well as other nonverbal behavior, sends many clear messages
to children about how the teacher sces them. We also know that
tcachers give morc specific (and therefore more meaningful)
fcedback and praisc to students they sce in a positive way.
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jow achicvars aro fess supportive and loss
molivated than their intarsctions with
students they porceive &3 high achlevers.
Teachors are rained 10 use an inlaraction
modat involving specific supporiive and
motivaling techniques with all studants in
& nondiscriminatory mannar, accalarating
acadomic growth of percaivod low
achiovars,

instruction is organized into five
instructional unils that are presantod al
monthly workshops. Foliowing each
workshop a teacher is obsorved by a
fellow workshop partizipant who provides
feadback on the teacher's Intaractions
with 1argated students. The observalion
provides motivation to the participating
feachars 1o practice the various
tochniquas and methods learned in the
workshops.

CONTACT:

Eisa Briza, Director

Los Angeles County Education
Cantor

8300 East Impaiial Highway

Room 248

Downay, CA 80242

(213) s22-6111

- e _J

Monitoring our behavior and then making adjustments will go a long
way to communicating high cxpectations to all children. Whether
through structured programs such as TESA (sec figure 18) or
through more informal observations (self or peer), teachers can lcamn
to change their behavior. As children begin to respond to this
trecatment, a new cycle may begin to alter the beliefs of teachers.

Children, too, must lcarn to develop new attitudes about their
school abilities and actions. Teachers’ behavior changes will influence
children’s attitudes about themselves, but children's incflective
attitudes can also be dealt with directly. Many children and youth
who do not do well in school or who are having a difficult time in
life do not see a relationship between cause and cffect in their own
behaviors. They do not grasp the point that their actions might cause
certain results; rather, they attribute results to luck (good or bad) or
to the behaviors of othess or society. They almost never cite their
own cffort or actions as having any effect on the results.

Although we cannot control everything in life, we can learn to
take responsibility for our own actions. We can help children see
that they can make things happen, at least in the classroom, and
help them see the results of their behaviors. We can also help them
confront injustice when they encounter it and help them learn to
take a stand and contribute positively to their world. And we can
introduce them to people, through real-life visits and books, who
have worked to make a difference.

Students can learn to set and reach meaningful and worthy goals
for themsclves. Teachers can capitalize on the work of Olympic
athlete Marilyn King, outlined in the book, Dare to Imagine: An
Olympian’s Technology (Whisler & Marzano 1988). King demon-
strates how to clearly envision a goal and what it looks like to do it
right. She goes through the strategy of "mental rcehearsal” and
explains  how  that  technique  dramatically  improves  actual
performance. Other aspects of the approach include breaking down
the goal into definable steps needed to reach it and then taking
clear action on thosc steps every day. Being clear about what the
goal is and spelling it out in a "contract” that has some significance
is a way to help a student set and meet attainable goals.

POLICIES AND STRUCTURES

Policiecs and structures arc the mechanisms that support the
cducational enterprise. They reflect deep-rooted values and beliefs,
although once adopted, the underlying belief system is usually not
actively considered. Thus, without periodic review, a policy or
structure is likely to outlive its uscfulness.  The scgmented
comprehensive bigin school -- with its tracks for vocational, regular,
and college-oriented programs and forty-five minute periods -- is an
artifact of an carlier era. It was developed as a solution to keep
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Figure 19.
Questions To Ask About
Policlies

» Does this policy encourage students to
stay in schoo! until graduation?

» Is this policy fair to ai! groups of
studonts?

» i5 this policy appiied fatrly 1o all
studenis? (Examine dala to see if some

groups are represented more than others.)

» Doos this policy sat a positive tone for
all students in the school?

more immigrant and poor students in school. Today, we see that it
may have negative consequences (program {ragmentation, segregation
of students) as well as the positive ones for which it was developed.

Oftcn, policies and structures arc not within the control of the
school; they may be established by the district or by the state or
federal government. A school-level team may have to negotiate with
people at these other levels in order to make changes. Currently,
several federal programs (e.g.. Chapter 1) have been reauthorized
to allow for experimentation and better coordination of services, and
many state cducation agencies are allowing schools to be more
flexible so as to better serve students. It is worth exploring with stafl
in your state agency those restrictions that you think arc keeping you
from changing; you may find the help you need to make a change.

Often, when new practices are being introduced, it becomes clear
that old policies or structures are in conflict with them. For example,
a school may be developing new approaches to increase student
attendance, but the school may have a policy in place that requires
students 10 be suspended after certain infractions. Or a school may
want to introduce a collaborative teaching model yet not have any
time built into the schedule for teachers to learn or meet for
planning.

Although policies and structures should both support practice that
leads to learning, they perform different functions and should be
cexaminced scparately. Below we suggest some principles to use in
cxamining cach. Some districts may examine their policies and
structures as a preliminary step to schoolwide change. Some schools
may want to initiate a set of practices, then change a policy or
structure to be more supportive of their primary change.

Review policies 1o determine whether they provide an atmosphere
of support and encouragement for students. Do they cncourage
students to stay in school? Are they enforced fairly? Figure 19
suggests some additional questions, and the list below suggests the
kinds of policies that affect student life in the school and attitudes
toward school.

® academic and graduation requirements

® student grouping -- ability grouping, tracking
® promotion and retention

= attendance

m discipline -- suspension, expulsion

m targeting students for services

m scxual and racial harassment

Structures organize time and space in the school system and
provide coordination mechanisms. Structures include the length and
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Figure 20.
Questions to Ask
sbout Structures

» Do our shuctures provide various ways
1 meet studenty’ diverse noads?

» Do struclures aSow Soxible times for
leaming activities, both for subjects and
for spacific activiias?

» Do struciuras allow for and faciiitate
personal inferaction batween aduits and
studenis?

» Do stuctures allow meaningful
participation of students and adulls in the
e of the school?

» Do structures alow for time for the

profeusional growth of the facully and
othor slaff?

» Do structures enable the school to
wach all students what they noed to jearn
and creals a sense of community among
sl mombers?

S S

times of the school day and year, the organization of the school day
into periods, grade level groupings, organization of the school, and
how programs arc organized and intcract with one another.
Examine school structurcs to sce how they might provide more
support for students’ lcarning. For example, do they support
students’ need for personal attention at cach stage of their
development? Figure 20 suggests some additional questions to ask
about structurcs.

Below are some sample structures that have been used
successfully to better support student lcarning.

Clusters and schools within schools have been created in larger
middic and high schools to crcatc more personal and
sometimes more differentiated environments; in clementary
schools, grade clusters (for example, K-3 and 4-6) allow
teachers and students to be more flexible about activities. By
crcating clusters of students and assigning a group of teachers
who share the same group of students, teachers and students
get to know one another better and students have a smaller
unit of the school to relate to; hence, belonging can be
cnhanced. Clusters also facilitate teachers sharing information
and coordinating work and activitics.

Block scheduling provides periods longer than the standard 45
minutes and offers teachers more flexibility. For example, some
clementary  schools  provide two hours or more of
umnterrupted block time for language arts, allowing the
tcacher to include reading, writing, spelling, and skill
development activitics in different proportions on different
days or to relate the various activitics to onc another. In
middle or high schools, block scheduling can allow for the in-
depth exploration of certain subjects and activitics that would
take longer than a standard period; it can also allow tcachers
to combinc subjects.

Common planning time can facilitate teachers sharing and
planning together in a grade level, subject area, or other
grouping. In team teaching, common planning time is essential
to allow the tcam to plan together, but it can be used for
other purposes as well.

Mainstreaming or program integration between special programs
(special education, Chapter 1, or bilingual education) and
regular classrooms is currently occurring in many schools. In
these programs, children targeted for special services
sometimes receive tutoring or special help in the classroom by
specialists who come in at certain times. Sometimes, whole
classcs arc grouped for specific activitics, as when a bilingual
class and a monolingual English-speaking class are paired for
activitics or second language instruction.
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m Cross-grade grouping allows students from various grades to be
grouped for instruction. Most typically used for reading in the
carly grades, cross-gradc grouping allows tcachers to put
together reading groups that may include some children from
cach of the first thrce grades.

STUDENT SUPPORT STRATEGIES

When students begin to lag behind academically, misbehave in
school, or have high absence ratcs, they are showing outward signs
of disconncctedness from the school and their own education. The
students may have trouble learning or following the rules of the
school, or they may have personal or family troubles that cause
problems in school. Whatever the cause, the school necds to have
strategies to provide assistance to both the students and their
tcachers. In clementary schools, teachers tend 10 know the whole
child better and to create a more personal environment for lcarning.
But many children also nced individualized attention, personal
rclationships, and caring throughout their adolescent years as well.
In the middle and high school years, larger schools that provide a
wide range of cducational opportunitics for students run the risk of
limiting the personal attention that is so important for some
students. School structures were discussed in the previous section on
"Policics and Structures." The following strategies have been
successful with students in numerous schools.

Teacher Assistance Teams (TATSs)

Also known as building-based support teams as well as by numerous
other names, TATs are composed of teaching experts drawn from
diffcrent parts of the school; the team advises other teachers on
problems in the classroom. Originally created to enable regular and
special education teachers to share expertise so as to cnable more
children to succeed in the regular classroom, TATs can be a great
tool for fostering teacher collegiality, improving problem-solving
systems, and cxpanding tcachers’ repertoires of teaching strategics
and techniques.

Tecachers request assistance from the TAT on a problem child or
situation. The TAT meets 10 help the teacher diagnose the problem
more carcfully, sometimes observing the situation, and then proposcs
scveral solutions to the teacher, who chooses one to try. The TAT
helps the teacher with the strategy and supports the tcacher during
a specified period. The TAT follows up with the teacher to assess
whether the strategy worked and to decide what to do if it did not.
The TAT bhelps the teacher decide when to call in special assistance
from a psychologist, special education or bilingual education teacher,
or other resource, and when to refer a child to a special classroom.
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Figure 21.
School 20 Mentoring

tn Albany, New York, a program 10 psir

maniors with 5 and &h
grade students has had great aucosss,
Concemed that most at-isk children lack
a role model of siccess or enough adull
support 10 Imagine themeesives as
valuushia School 20 recrulled community
mambers to become mentors. The
school made & specisl sffon  eniist
African Amisican and Puerio Rican
mantors 1o serve their particular
popuistions. Grandparents s/t & major
pat of the program and i somMe cases
o0 paid & stipand,

Recently the prograim has crested more
involvement with the communiy through
a sucossshul school 1o business alance.
That alisnce has made poseidie such
foshuros as & GArear Gy and aducational
expanded academicaly, socialy,
parsonally, and cocupationally.

It is important that tcam members be regarded as supportive and
nonjudgmental by teachers secking their advice.

Mentoring Programs

Mentoring programs pair students with adults who act as advocates,
patrons, or sponsors, offering support, guidance, and assistance
through a specified time. Some mentoring programs usc school stafl
(teachers, guidance counsclors, and somctimes all personnel in the
building) as mentors, whereas others draw from a pool of volunteers
from the business or residential community. Some mentors are paired
with the student for less than a year; others are paired throughout
high school.

Mentoring occurs naturally in many facets of our socicty,
especially in business or work scttings when a more experienced or
upper-level staff member recognizes potential in a talented worker
and develops a relationship of support and advocacy with this
person. In the school setting, mentoring programs arc deliberately
established to bring students in contact with an adult in the hope
that this adult becomes a signilicant other for the student. With this
expectation in mind, a climate that encourages and sustains trust
hecomes essential. These programs have worked particularly well
with students who are at risk of failing school (for example, see
figure 21).

Because structured mentoring is artificial, and at-risk students’
positive qualitics are not recognized readily by many people, it is
important that mentors be chosen and assigned who believe in the
untapped potential of the children they mentor. A mentor who is
not receptive to the needs of the mentee or who cxhibits a
condescending or patronizing attitude will not be able to offer the
socialization and skills development that mentoring programs attempt
to provide. The number of mentees a mentor has and the frequency
and length of contact hours vary depending on the objectives of the
program. Successful mentoring  programs  share  the  following
characteristics:

s Mentoring is an important component of a larger scale
program with broadly defined goals; it does not stand alone,

®» Mentors are voluntary recruits who understand the problems
of at-risk youth and are willing to adopt an advocate role.

s The program is supported by the administrative staff.
® After careful selection of mentors and menteces, pairing is
made with the provision of a trial period when rencgotiation

of the pair is allowed.

» Goals and cxpectations are clearly defined, and  close
monitoring is provided.
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Figure 22,
Peer Mediation

in the Cambridge (MA) public schools
saleciad siudents in the 7ih-Sthgrades
and in the high school have been frained
&8 oonflict mediators 10 intsrvene with
thelr pears 1 rescive arguments and
disagreaments.  While some conficts,
especially those with the potential for
vioknce, are refarred © adulls, many

vane in & stustion they cbeerve; some=
Smes they are makad © haip sohe a
problom. Mediskrs e 10 sep»7=% and
interview the people involved in the
probiam, then 1o halp the people shave
negotizte an agresnent scoeptable
both, Agreaments are wsitten down
monitored for compiianoe.

N

®» Moentees arc voluntary participants in the program.
Tutoring

Providing one-to-onc or very small group help on work covered in
class by the teacher has consistently demonstrated benefits for
children. Some children need more help and more time to master
skills and material; for some, the cxtra personal attention is
important. Some programs usc trained teachers as tutors; some, adult
volunteers; and some, peer or student tutors. Peer tutors do not
have to be drawn from only the most successful students; rescarch
has shown that tutors can be helped to improve their own skills in
the act of tutoring. Peer tutoring can be structured in many ways:

m higher grade students tutoring lower grade students in a
specific skill or subject matter;

s bilingual students helping English-speaking students to Icarn
their native language: English-speaking  students  helping
newcomers to learn English;

= students who have mastered a skill helping those who haven't.
Student Support Groups

Support groups can be cstablished for students with common
problems, for students determined to be at risk of school failure, or
for all students in a school. Those organized for specific groups with
a common problem might serve teen parents, substance abusers, or
children of alcoholics. Some schools organize the whole school into
support groups, cach with a teacher advisor.  These groups allow
teachers and students to interact on non-academic subjects, create
2 collegial environment, and work on interpersonal or "school life”
issucs. In the most successful of these programs, the students arc
grouped heterogencously, and there is regular time in the schedule
for planncd activities. Often the teacher is committed to home visits
and out-of-school activitics as well as in-school time.

Peer Mediation Progrums

Pcer mediation programs select and train students to be effective
conflict mediators and ncgotiators.  Students who  successfully
complete the training are designated as conflict mediators to act as
ncutral parties when conflict arises in scttings outside the classroom.
A mediator is an active listener who guides the conflicting party
through a process of reflection and analysis of the situation until a
consensus between the two opposing partics is achieved (sce figure
22). Mediators do not intervene in scrious conflict situations. In
these cases, the principal, teacher, or security person takes charge of
the situation.
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Children arc cducated in many ways by many pcopic. Parents are
their first educators, as arc other members of their family and
ncighborhood. Many other people and groups also cducate children
in various ways; older children on the strects and playgrounds,
community members, churches and youth groups, even gang leaders
all contribut~ to the cducation of our young people. James Comer
(1988) points out that children’s education is stronger and more
influential when there is  continuity of values and shared
responsibility between the school and community.

In this scction, we first describe ways for schools to involve the
familics of their students, and then we discuss school relationships
with community agencics.

ﬁ

Family Involvement

Most parents want to support their children’s cuccess in school, but
they often don't know how to do so or their r.eas of what support
mcans are different from those of the school. Most schools want
parent involvement, but they may have a limited idea of what that
mcans, and they may not know how to cffectively involve parents.

As Annc Henderson (1987) says in The Evidence Continues To
Grow, "When parents are involved, children do better in school, and
they go to better schools.” Parent involvement is important for
several reasons:

® to increase understanding between the family and the school;

= to improve support for the school and its program; and

m (o increase support for students’ achicvement.

Students need home support for their schooling. Educators in
schools where children have been unsuccessful often say, "Our
parents don't want to be involved” or "Our parents want to help
but they don't have the time or the ability” or "Our kids are at risk
because their parents aren't involved.” In trying to increase parcnt
involvement, a school should consider many factors. A booklet
published by Fordham University and the Institute for Responsive
Education (1989) says that parent involvement works best when:

m parcents and teachers build new relationships;

a lcadership is cffective and caring;

s there are many ways ;o get involved,
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R 2 —

s there is communication with everyone;
® schools remove some of the barriers to participation: and
» conncctions arc made with community agencics.

In many homes and cultures, a varicty of family members, friends,
or ncighbors may play the roles that most schools in the United
States consider the sole province of parents. Grandparents, older
siblings, aunts and unclcs, godparcnts, and church members may play
an important role in the life and education of the child. Each school
must know its community and familics and be npen to the varicties
of families that can provide support to children.

There are a number of ways to involve families in the school, and
cach has a different outcome. Many cducators have read the
litcraturc that says that when parents arc involved, student
achicvement improves. But all kinds of family involvement do not
nccessarily lead to better student achievement. Increasing community
attendance at children's performances in the school may help
students feel valued and may increase community support for the
school, but it will not improve students’ achicvement in school.
Schools nced to think about what purpose they want served by
family involvement and target their activitics to that purpose. One
school may want help from the family in supporting their children’s
lcarning; another may want community support for the school and
its activitics. Each of these is a different goal that may be achicved
through many activitics.

Below is a list of kinds of activities that connect the home and
the school, starting with the least involving and ending with the most
involving.

Communicating about School Activities and Child Progress

We believe it is the school's responsibility to make extra efforts to
communicate with the family so that parents and tcachers can
understand onc anotber and the child better. By communicating with
onc another, parents and teachers can develop a more complete
picture of the whole child: tcachers gain insight into the child's
nceds, abilitics, and background; parents gain understanding of the
child’s performance in school; and all arc able to learn more about
one another’s expectations.

The school has an obligation to communicate to parcents in w-vs
they can understand. Most schools with substantial numbers of
familics who speak another language now translate matcrials sent
home -- including lctters, notices, or newsletters -- into that
language. If your school has only recently received a new immigrant
group, you will need to {ind ways to communicatc in the native
language. Simple translation may not be cnough, however. A direct
translation from English to Khmer may not be understood if the
English version uses educational jargon or other words unlikely to
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Figure 23. Sample Rawms for

a Parent Nawslelter

» Student wiiting and art

» Topics or themes that classes will cover

» Special eventy
» Pointors for halping students with
homework

» Profias of selocted students or teachors

» Award winnars (Ury % look for a varicly
of acliviies: saivice, improvement,
athletic, acadomic, and othars)

Family/Community involvement

be understood or if it is written with assumptions about prior
knowledge (for example, about how schools work or the role of
parcnts). Materials sent home should be in simple language that an
older child, who may bec called on to translate, can rcad and
understand.

Try to communicate about positive things so that when you must
communicate about negative things, you have a backlog of positive
experience. Figure 23 provides a list of items that could be included
in a newsletter for parents.

Help at School

For many schools, parcnt involvement means coming to school,
whether to attend performances and ceremonices, participate in
conferences and open houses, or assist with class activities. When
school people complain about the lack of parent involvement, they
often mean that parents don’t come to school.

In the schools we have worked with, parents cited logistical
rcasons for not coming to school: transportation problems, nced for
babysitting, safcty at night. Parents may also be uncomfortable
coming to school. They may not speak English confidently, they may
feel they do not know how o act properly, or they may be reminded
of their own negative experiences at school.

Schools need to make sure that there is a welcoming atmosphere
for all visitors. This may mcan cducating office and custodial staff
and sceurity guards -- often the first people onc encounters in visits
to schools -- and reinforcing the need to be courtcous and helpful
to all visitors. Schools also must know the rneeds of their community.
It makes no scnse to get babysitters for a meeting no onc attends
or to hold mecetings at night in a ncighborhood where many people
arc available during the day.

Schools need to offer many different kinds of opportunitics for
family members to help support their children. Award ceremonics
and student performances may atract grandparents and other
relatives. Some family members can visit classes 10 share a skill or
experience if it is only once or twice a year. Sending food or family
artifacts is another way families can help.

Most important, recognize the help you get and build on it to get
the help you want. One school in the Virgin Islands complained that
parents came to the school only for an annual social event. But
hundreds of family and community members came to that event.
Such participation builds a fecling of connectedness in that
community and support for the school. Social events bring pcople in.
The next step is to get some of the people who come to help with
other school activities.

Help at Home

When children get help at home on their school work, their school
achicvement improves, specially in those arcas on which parents
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Figure 24,
TIPS (Teachers involve Parents

in School Work)

TIPS involves parents in their child's
edication through a series of structured
activities in elomentary and middie
school math, scienoe, social studiss, and
ant. Parants see what their childien are
working on and provide knowledgeable
help B nesded. TIPS provides the
shuctive and aclivilies o elicil parent
panicipation. For example, the
components of the math program ae:

» Look This Over == & sample problam
that has been done in class.

» Now Tty This — a ¥inl sxsmpie for the
sdudent and parent 50 do together.

work with their chilu (Henderson, 1987). Even parents who are
illiterate or less educetc«! than their child can support the child's
studying and lcarning.

Teachers often want parents to help children with  their
homework and, in less educated communitics, despair of getting that
kind of parent involvement. Some teachers arc afraid that parents do
not have the skills to help effectively. But rescarch conducted by
Joyce Epstein has shown that most parents, cven those with limited
cducation, want to help their children and are able to if they are
given guidance by the teacher. Schools can help parents help their
children at home by providing suggestions on ways to help and
activities t0 do with their children (Epstein 1989).

Here is another examplic of the nced to broaden our expectations
of what help involves. The most basic kind of help parents can
provide is time and space to do homework. Parents can be informed
-- through workshops, tlycrs, or home visits -- of the importance of
regular homework. They can make the kitchen table the homework
spacc for an hour before or after dinner. They can ask about
homework, make sure it is being done, and see that it is brought
to school.

Help that involves more of the parents’ time and thought is
rcading aloud and discussing school subjects. Many parents, other
rclatives, and older siblings can read to clementary school children,
especially in the carly grades, and should be encouraged to do so
every day. Family members who read only in another language can
read books in their native language; what is important is reading and
the closeness it fosters. If parents and other adults are not able to
read, older siblings can read to younger ones (good practice for
both), and the child can read to the parents. Teachers can provide
casy-to-read books that go along with classroom work.

Teachers can also send home information about subjects o be
covered in class in a given week and encourage parents to ask their
child about one or more of them. The simple act of asking shows
children that their parents are interested and gives an opportunity
to summarize and sharc a new learning. Some topics may even lead
to interesting conversation.

The most involving help at home is for parents to help with
homework (see figure 24). This invulves extra work for both teachers
and parents. Teachers must assign some work that parents can
oversee and may want to ask specific questions of parents such as,
"Did your child scem to understand this assignment?” or "Was your
child able to complete the assignment?” Teachers could give parents
a help assignment once a week and could experiment to find the
subjects and kinds of work that parents like and are able 1o do best.

Parent Participation in Governance and Advocacy
Fewer parents and community members will be involved in

governance and advocacy than in other activities. Yet many schools
achicve considerable involvement on various committees. When

Kindle The Spark

% ol



Family/Community invoivement

Chicago’s school-based councils were formed in 1989, more than
2,000 parents ran for the eclected scats on the councils. In
Cambridge, Massachusctts, parents and community members
participate on all staff intervicwing committces. We have alrcady
cncouraged you to have parcnts and community members on the
planning committee for your school restructuring effort; and in some
communitics and states, they are required members for mandated
programs (for example, New York City’s and Boston’s new school-
bascd management/shared decision making initiatives).

In addition to parcnt and community participation on advisory and
dccision-making committces and groups, parents can play an
important role in advocating for their own children. In special
cducation cascs, some parents have proved to be effective advocates
for their children. Parcnts can learn about special programs and
scrvices that their children are cligible for and work to get them.
The school system should have numerous ways to inform parents of
the resources available.

Figure 25 shows a guide for step-by-step planning of parent
involvement activitics. You can usc it is a handout with your team
or as a checklist for nlanning.

Community Involvement

The community includes more than just the familics of the children
in your schools. It also includes all the organizations and groups that
represent potential  resources for the school, as well as the
individuals who do nct have children in the school but represent
potential supporters and allics. Businesses that might employ your
students or provide extra resources, social service agencies that ‘work
with your students in other settings, universities, and social clubs are
all part of the school’s larger community and can be partners in
cducating the children of the community. In this scction, we focus
on organizational collaborations and ways that schools can work to
forge tics with businesscs, social agencies, and groups.

In Stage 1: Getting Started, we suggested that you identify key
organizations in your community such as businesses, social service
providers, youth scrving agencies, advocacy organizations, and church
and fraternal organizstions. If you did not do that at the beginning
of this process, now would be a good time to do it. It is likely that
you will find wmore than you thought. Even in rural arcas where
organizations are scarcer, you will probably find several resources
that you hadn't thought of before, especially if you include your
surrounding geographic arca and state agencics.

One of the biggest problems for schools in working with other
organizations is finding the time to make and develop contacts. This
is not usually a job that tcachers can do because their time during
the day is so booked. In some schools, the principal has taken on
the job of making community contacts; in others, social workers or
counsclors have been able to make time to do it. Dropout
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Figure25. Planning a Parent invoilvement inilistive
1. Parent involvement should be everyone's responsibllity. Consider setting a districtwide or schoolwide goal

prepare them for thelr new roles through informationa! materials or training. Remember, secretaries,
custodial or security staff may be the first people your parents mest in the school. Make sure all staff are

welcoming to visitors,

2. Assign one person in the school to coordinate parent involvement as a pakl part-time job, if possible, or
as an extra assignment. At the same time, establish # parent involvement committes of staff and parents
to organize events and activities to reach out to parer.ts. If you already have a PTA or PTO, consider
whether its role might be expanded or whether the schoal should have a temporary additional group with
a particular purpose, such as outreach. The coordinator should be the contact point for activity and
should organize others, not be responsible for doing all parent involvement activity.

3. Learn abouwt the famllies, communities, and cultures of your students. Find “cultural guides,” people who
can give the staff trustworthy insights into the community without stereotyping. You may find a parent, a
secretary, or a paraprofessional who lives in the community and is reflective about the culture. An expert
from a local advocacy group or university may be helpful in a different way. Whomever you ask to be
your cultural guides, make sure to get someone who presents a knowledgeable and positive picture of &
and who can relate to teachers.

4. Analyze what you are currently doing to involve parents. Gather all the efforts - of the school and of
individuals - and any data about them (for example, number of people who attended an event or who
receive a newslelter). Then set goals that bulld on your successes; your goals might be to increase
numbers or to invoive people in new activities.

5. Involve the community in problem solving: Ask advice of community agencies and advocacy groups;
make homs visits or telephone calls to interview a cross section of parents; send home a survey to afl
parents or survey them at an event with high attendance, such as a soclal or open house. Transportation,
babysitting, and traveling safely at night are common barriers to parents coming to the school. But In
each community, the barriers are different. Find out what the most significant barriers are for your parents
and work to remove them,

6. Schedule a variety of schoo! events and interview parents there. Keep track of who attended and the
ideas expressed. Possible activities include:

» cofiee with the principal
» student assemblies and awards days
» opsen house with a speaker on a topic of interest
» social events

7. Organize a group of teachers, parents, or both teachers and parents to develop home learning activities
for each grade level and subject. Encourage or mandate all teachers to send them home once a monti,
and follow up on whether and how parents use them.

8. After a period of experimental activity, develop a plan for the year that shows events coordinated with the
school schedule, people assigned responsibility for organizing the events, and so forth,

9. Establish a monltoring system to keep track of numbers and responses to each activity you try. For
selected activitles, you might want to follow up with short evaluation forms or phone interviews.

10. Atthe end of the year, celebrate your efforts. Then analyze what worked best, how things could be better,
what you now know, and what you do not know.
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prevention coordinators or other special project stafll may have a
more flexible schedule that allows them to take on this role. Some
person or small group should be assigned this task.

Another problem faced by those trying to develop cross-agency
partnerships is a communication barricr. Businesses and agencices
occupy worlds different from schools. Educators, busincsspeople, and
social workers all speak diffcrent languages -- they use the same
words differently, they use different jargon, and most important, they
sce the world differently and make different assumptions about how
things work. Because of these differences, people in one world often
think that there is something wrong with people in another. It helps
to learn as much as you can about the people you arc contacting, to
think about what they might want to get out of the relationship you
arc going to propose, and how you can help them mcet their nceds,

As in cverything. there are different kinds and levels of
relationships. The following arc a few we thought of, to which you
can add your own,

1. Resources. Businesses are often asked to contribute money for
particular programs (a carcer education program, for example) or
projects (painting the school auditorium). But businesses, social
agencics, and other organizations and groups can be asked for
other kinds of help as well. For example, mentors can come from
community organizations and fraternal organizations. Social service
agencies may be able to offer after-school programs so that the
school doesn’t have to sct up its own. Businesses may be willing
to provide cquipment, food for special events, or space for
mectings or training.

2. Parinerships. Partnerships are longer-term relationships that may
involve multiple activitics. Some partnerships are voluntary, others
arc contractual, Busincsses that "adopt a school” and university
partnerships with schools arc two common examples of voluntary
partnerships (see, for example, figure 26). Schools in some cities
(New York and Providence are two) contract with social service
agencics to provide services to their students rather than adding
more counsclors or social workers to the school staff.

3. Collaboration. Some schools initiate or participate in groups of
youth-serving agencies that start a common activity such as a
community survey on child care neceds. Sometimes an activity is
itsclf the recason to bring two or more agencies together. Some
schools that have health clinics bave asked the local hospital tn
staff and operate the clinic on school property; other clinics have
been started at the hospital’s request to the school.
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School Vignetts

Shurtlef] School, Chelsea, Massachusetls
Beginning with structural change

The Shurtleff School has initiated major changes in language arts teaching. They made a language block
of the moming, divided each class of twenty-five in half, and assigned students to Chapter 1, ESL,
remedial, and regular classroom teachers for small group instruction. The change was a change in the
structure of the schoal day but did not mandate any particular instructional sirategy. As before, all
teachers could choose their own ways of teaching.

But the Shurtleff did not leave the teachers on their own. Using external funds, they hirzd an assistant
principal to mcnitor the project and consult with teachers. They used desegregation finds 1o buy new
instructional matenials that would reflect the cultures of the Hispanic and Southeast Asian students they
serve, to provide stipends jor seam leaders, and to fund special activii.es. They provided teachers with
planning time and found free workshops on topics that teachers had expressed interest in -- multiculiural
education and teuching marginal leamers.
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CLASSROOM PRACTICE

STAGE 3: PREPARING FOR CHANGE

If you've just rcad through the numcrous programs and stratcgics
presented in Stage 2, your head may be spinning! So let us remind
you that our intent was to present a varicty of aptions so you could
choose those that suit your needs, or gencrate your own ideas, and/
or develop your own program. One school tcam may sclect a single
program as the centerpicee of its redesign effort. Another may
recognize that ten of these programs already exist in their school
and sce that what is nceded is a central vision and coordinating
mechanism to pull them all together. Still a third may choose to use
several of the practices listed as idcas to develop its own program.

This is the time to revisit the starting point you selected in Stage
1 -- assessment or environmental scanning -- to rethink where you
want to go and what you want to accomplish. Consider where the
energy is in your team and in your school -- where the most interest,
cnthusiasm, perceived need, or resources  are available. This
reassessment may lead you to focus on one of the major componcents
of school change or on sub-areas in more than onc component. You
may want to draw a "big picture” for the long term and choose o
start with short-term goals and activitics for the first and second
years.,

After connecting with your goals or vision, the key is to review
options carcfully and make deliberate decisions about what practices
will help you reach them. Unless practice or behavior changes,
nothing changes. If everyone in the school changes something
different, there will be no systemic change aimed at cnacling a
shared vision or reaching shared goals. Without carcful planning to
implement decisions, including who will do what and how to get
support for the new plans, school teams usually accomplish little.

This stage is organized into three major sections:

= Reviewing Options

s Making Decisions

= Planning Implementation.
We present two alternative strategies for reviewing options before
deciding on new programs or practices. We then examine some of

the essentials of good decision making and conclude by offering
suggestions for developing a plan and building support for it.
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Figure 27. Sampis Categories
of Criteria

» Undorlying philosophy
» Siaff requirements

» Cost -- amount and kind (staf
dovelopment, matorials, efc.)

» Student grouping and role
» Population
» Matoiiais and equipment required

» Time required ~- amount,
configuration of time

» Administrative suppon required

REVIEWING OPTIONS

Whatever program or practice you ultimately choose should be
attractive to most of the people affected (all if possible). To find
such an option, you need to know what people find important about
the solution to the problems your tcam has identified. What is
important usually relates to educational philosophy, personal interests
and abilitics, or valuces.

You also need to consider constraints. Sclection criteria may
relate to using current staff, materials or space, or not costing more
than a certain amount. Or they may relate to a current district
priority or funding source.

When you come to criteria that seem to be in conflict, always ask
proponents and opponents, "What interest is behind this for you?”
When you know what prople are trying to do (preserve, accomplish,
or keep from happening), it is often possible to combine things in
new wiys to meet all (or almost all) of the most important
requircments. Figure 27 suggests several categories of criteria o
consider.

Once you ha e a list of five to ten criteria agreed on by the
wholc team, and then by the stafl and other significant groups, you
will want to use them o analyze whatever options you consider. You
may look for options that will suit the criteria, or you may have
some options in mind that you can analyze by sceing how well they
meet your criteria,

Sometimes, as you review and consider programs or ideas, you will
find that one or more of your criteria is not so important as you
thought. That is fine. Before you abandon it too quickly, however,
be sure 1o discuss and consider the change scriously. It is unlikcely
that you will find anything that will meet all your criteria. But you
should be able 1o meet most of them, especially the important ones.

Il you arc looking into a solution that another school has reeently
developed or an idea that someone has, you may be able to adapt
the idea or practice in order to better meet your criteria, Always
consider this possibility. But if you are examining a program or
practice that is fully developed (a validated program, for example),
you will need 1o check with the developer before you can change
the program. Otherwise you are unlikely 1o obtain the results you
desire.

Two alternative ways of going through a systematic review of
multiple alternatives are:

s Develop criteria, seck a number of alternatives to meet the
criteria, and explore those alternatives.

® Take the programs and practices that each of ©ou is attracted
to, and identily the specific qualities that attract you. Work as
a team 1o see if these qualities match the ist of criteria you
have developed.

52

-]

Kindle The Spark

|1



MAKING A DECISION

Mast of the schools in our project never made a formal team or
schoolwide decision to take on a particular approach. Rather, they
went through periods of experimentation (some stafl trying out
various practices), or the principal decided to appoint someone to
oversee a new initiative such as parent involvement, or an
opportunity presented itself such as a proposed project reeeiving
outside funding. These actions evolved into decisions.

If you arc working to make major change in your school, it is
highly likcly that there will be several initiatives going on at once.
Ideas or proposals that involve more than one person usually need
to be decided on or agreed to before they can be enacted. The
principal can act as the solitary clearinghouse and decision maker,
but we think it is better for the planning group to be involved in
sharing these decisions.

In restructuring or renewing a school, there will likely be no
single decision but rather multiple decisions that cvolve at different
points in time to start new overlapping initiatives. In one of the
SPARK schools, for example, a new grant funded scveral after-
school programs for students, a parent involvement coordinator was
appointed and started several new activities, and the planning group
explored alternative ways of teaching reading in the carly grades.
These all involved decisions made in different ways -- one was made
at the district level, one by the principal, and one by a group. Even
when one major decision is to be made -- for example, 1o restructure
the school day or ways of grouping students and staff -- it is likely
that rumcrovs smaller decisions will follow about specific new
practices  to introduce, stafl development needs, or wiys 1o
coordinate all that is going on.

As in all decision making, shared decisions must be thought
through carcfully. Your team should know beforchand

»  who will be involved in the decision,
» at what level cach group will be involved, and

a how decisions will be made.

Who Will Be Involved in Makiny the Decision?

It may scem obvious that if a tcam has been appointed and is
working together, the team makes the decision. But it is not quitc
that obvious. Even il the tecam negotiated the limits of its authority
in the beginning of the process, at the point of deciding to do
somcthing new, you should think again about issues of authority and
support. Decisions can be vetoed or blocked cven after they are
madc. Sometimes a team has only limited authority, and you know
thiat you need final approval from a specific administrator. (In some

r
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Figure 28. Two Wayr: To involve
Facully

» Acommittos identifiod three programs
of classroom practices (each of which
includad instructions! maserials,
siratogies, and training) that met all of
thels critoria for a new program o Improve
instruction for all students. They got
samplo malorials and inforrmation kis for
each program and brought them 0 a
fac:diy moeting for all to review using the
cril 7ia which had earflor been refinod and
approved by the entire faculty. Faculty
input was used 0 seloct the fina

program.

» A commition, with strong principal
support, agreed o Initlate & mentor
program In the school. The principal
announced thal the program would be
started, and the committee lod taculty
discussions 1o identily people’s concams
and needs, given the decision,

school-bascd management projects, for example, it is specificd that
the building principal has veto power.) Some decisions may involve
people or regulations outside the school at the district or state level.
Clcaring a dcecision with authoritics who could block it is wise. You
may do this informally before you make the decision to sound out
whether there are special considerations or likely opposition. You
may also nced to formally scek a waiver of a contract specification
or a regulation.

Beside authoritics, a team nceds to consider those who will
implement a decision. Tecam decisions can be blocked by faculty and
others if they oppase your plan. You will need to think about
obiaining support for the particular change you want to make. How
will you inform and involve the rest of the staff? It is worth thinking
about who the implementers will be and how they are likely to
respond to the team’s ideas. Ideas that are widely opposed are not
likely to be well implemented. Figure 28 offers two different ways a
committee might involve its faculty in a decision.

Onc thing to consider is when to discuss "near decisions” with the
constitueney groups represented on your committee. Each team
member should have access to a particular group and could be
responsible for polling that group. Clearly, parents are the most
difficult group to involve because they are the largest and likely to
be most diverse in their opinions. You will nced to work hard to
plan how to include parents appropriatcly.

At What Level Will Each Group Be Involved?

The above discussion of whom to involve raises the issuc of how to
involve them. There are different levels of involvement, and
problems occur when the tcam or an  administrator  thinks
involvement means one thing, and a constituency group thinks it
means something else. Three levels of involvement are:

® input or advice
m collaboration

m reaction

Is the team making a decision or giving advice to the principal? Is
the faculty participating in the decision directly or giving input to the
tcam? Will the team make a decision and present it to the PTO for
a reaction or involve the PTO in the decision? These are just a few
questions to help your thinking about your own situation. The more
people involved in a decision, the longer it will take. Some decisions
(those that can be carricd out by a few supportive people, for
example) do not need everyone to be involved. Some decisions
involve onc group more than another; the adoption of a new
teaching strategy such as cooperative learning, for example, may be
decided primarily by teachers, with input from parents.
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How Wiil Decisions Be Made?

At the point at which a decision is about to be made, two things
must be clear: what the decision itsclf is and what will constitute a
decision. It is important at this point to put the decision into words,
preferably in writing. This may mcan "making a motion” or otherwise
stating clearly the decision you propose. You may or may not be
open to adaptations to your wording -- "fricndly amendments,” in the
terms of Robert’s Rules of Order -- but the team will sec and hear
exactly what the decision involves. Writing the decision on a chalk
board or large newsprint paper allows all to see the wording as well
as any changes the tcam proposcs.

There are many ways to make a dccision, and your team must
figure out its decision policy - the principal’s decision alone, or if
shared, majority rule, support of a specificd percentage of the team,
or consensus, The more people who have to agree, the longer it will
take to make the decision. Remember, consensus means only that
everyone agrees to go along with the decision -- one or two people
may agree to "stand aside” to allow the team to reach consensus.

Discussion can result in adapting a decision. Sometimes discussion
that takes place before a decision is healthy and works out problems.
But beware of protracted and angry discussions; they usually signily
too little support for the idea, and you should go back to the
drawing board.

PLANNING IMPLEMENTATION

As you hone in on a program or practice you want to adopt, you
probably will begin to think about what it will mean to implement
it. Doing so should help you to identify groups and interests you
may nced to involve and to decide how best to involve them -
whether in the decision making process, planning for implementation,
or both.

A number of planning forms and formats arc available to help
you. Generally, these forms ask you to indicate next steps, designate
a responsible person, and determine a timeline. Choose a form that
works for you and use it to help you identify the people whose
support your plan will nced if it is going to work to make your
school a place where all siudents can succeed.

Subcommittces can make a large task manageable and can help
a team tackle more than one thing at a time. Each subcommittee
should, if possible, be representative of various groups. For example,
a subcommittce on classroom practice, in addition to teacher
volunteers, should include parents and representatives from programs
likec Chapter 1 or bilingual education.

The remainder of this chapter offers suggestions for building
support for any plan you develop. You'll note that many of these
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suggestions involve both making the decision and planning
implementation.

L
Solicit input

Decide with the tcam whose input you need: faculty, administrators,
and others. You may want to send a draft copy of your plan to all
faculty and ask for comments. You may want to schedule a stafl
mcceting to present the draft plan and then discuss it. If you do this,
make sure you allow sufficicnt time and structure for discussion.
Makc clear what kind of input you arc asking for. You may want to
involve the whole faculty in making the decision, or you may be
informing faculty of the decision and involve them in planning how
it will be implcmented. Two examples of the way a commitiee
sought faculty input can be found in figure 28.

While you are still developing your plan, it is wise to get
preliminary input from authoritics who will have to give some kind
of approval later. Usually these people will be administrators, but
members of the school board, the head of the teachers’ union, or a
staff person from the state department of education might also be
included. As you are developing the plan, seck informal advice from
these key people to determine their interests and concerns and to
get their ideas. You will need to decide whom to approach, how to
present the plan as a developing proposal rather than as a fait
accompli, and when to present it.

Often your plan, even though it is just for your building or some
of the classrooms within it, may affect the work or plans of others.
For example, block scheduling for language arts in carly clementary
classrooms will affect all the programs and staff who take students
out of class for supplemental services. Or a wvoluntary parent
involvement thrust conducted by one or two teiachers may result in
parents approaching other teachers who will need to be prepared
to respond.

Even when your plans do not affect others, you will want and
need the support of others in the school system. Every system has
influential people who do not necessarily hold a formal position
dircctly related to your plan. Think about who those people are. It
may also turn out that your plan is in competition with others for
funding, something may be brewing in the central office, or you may
come up against uncxpected opposition later on. It helps to have
supporters in diffcrent parts of the school system.

With all this input, you will be able to develop a terrific plan, one
that will work for the people who will implement it and one that has
support where it is needed.

m
Get Formal Approval from Appropriate Administrators

Some plans nced only the formal approval of the principal to be
carricd out. Others may need to be presented to the superintendent,
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Figure 29. Negotiating
Commitment

» Who will Implement?

Grace
» What is thoir time commitment?
» How will the principal suppont
implomentors?

» What ralning will they get?
» What other suppornt will they get?

school board, or other district administrator. Sull others may need
the approval of state cducation agency officials. You should think
about the best way to present your plan for approval. This will
depend on the role of the people involved, or their personal styles
and preferences, and on what you are asking for. You may send a
copy of the plan and offer to discuss it, schedule a meeting to
discuss an outlinc you present at the mecting, or describe key points
of the plan and follow up by sending the plan itself. Your
presentation may be formal, with slides or overheads and handouts,
or it may be extremely informal. Think strategically.

If yon are asking for funding, you will need to know the state and
organization of the budget and have a budget proposal for
consideration and justilication for cach item. You will need to think
about stafl costs and materials, of course. But you should also think
about funds for consultants, training, travel, and how stafl time will
be covered for extra work (stipends for summer or weckend work
or workshops, substitutes 1o be released from class) and clerical

support.

Identify Implementers

You have delincated in your plan what implemeniation includes.
You will nced to decide who will wo it. Will everyone be an
implementer? If not, will you scek volunteers or select people?
Sometimes it is best to have at least one person per grade level;
sometimes any volunteers are okay, and somctimes you want 1o
cnsure that some staff arc inciuded because they are especially good
at the task or because they are higniy regarded.

Develop specific agreements with pilot implementers that include
what they are committing to do, for how long (preferably a year or
what is left of it), and what kind of support they will get. An
example of clarifying the implementor’s commitment can be seen in
ligure 29.

Plan evaluation

An cssential part of planping the implementation of a new practice
is planning how you will evaluate it. Don’t wait until a year has
gone by to figure out what evaluation data you need. Start now by
revisiting or cstablishing objectives for the project in measurable
terms. (You may want to rercad "Sctting Targets for Change” in
Stage 1.) Ask yourselves what you want to accomplish -- by the end
of the first year and in the long term. Then, consider what evidence
of success you and others would find convincing and plan how you
will get it

Some person or group should be assigned responsibility for
developing an evaluation plan and sccing that it is carricd out. The
plan should include two kinds of cvaluation: evaluation of the
implementation itself and evaluation of the outcomes, or in evaluator
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talk, formative and summative cvaluation. While you may want to
hire a consultant to help you with some aspects of the cvaluation,
you should look for somcone to work with you, not someone who
will do the work. Evaluation should help people reflect about what
they are doing and what they are lcarning as they do it. It should
also help give you evidence about what you arc accomplishing.

The evaluation plan should include the time and resources needed
to carry out the kind of evaluation you want. It should include
checkpoints, interim measures, and ways of asscssing how people are
fecling about the new practice. By identifying carly what you will be
looking for you can collect any bascline data you might nced or
want for future comparisons. You might want to asscmble data about
current practice -- e.g., actual or estimated numbers, the perceptions
of various groups -- s0 you can later scc what you have
accomplished.

School Vignette

Governor Longley School, Lewiston, Maine
Making a Decision

Tkemaztke MWWWW«MWMWNM
wanted @ new curriculum or teaching strategy thut would kelp their ot-risk children leamn to read. ﬂwy -
were exploring several options when they heard that Robert Slavin of Johns Hopkins University would be -
speaking to a small group of people from the SPARK schools.. The principal and two teachers came (0 .
wmmwmmmkmwwawmmhﬂ(smga
mewﬂwfaqu Mmmmhmmemm‘bi&qofumgﬂdm
mmwdmdammdmmmmmma&emhmmmw
wqmmmmumwwmmmwmqwmmm
others. There was a free exchange of ideas about the best ways 1o teach, including discussion of the
whole language ¢ vproach that the district was initiating. Finally, financial considerations ledoa
decision pgt (o adopt the SFA program, &aa&eewm@zymﬁ&dddmmm;mnof
the program: WMMMMMWMMIMMM
Cmﬁdw&wnﬁmofamnmdmwdmwmamdmywﬁdmkwwammﬁd
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STAGE 4. MAKING CHANGE

Change doesn’t just happen. People make it happen. Change in
schools happens only when people give up old ways of doing things
and start doing new things. This is ncver casy. You may change
common practice:  teaching  strategics, curriculum, the school
schedule, staffing arrangements. Or you may start new programs: a
pcer support group for failing students, parent involvement activitics,
collaboration with community agencics. Either way, change disrupts
the familiar and makes things uncomfortable for a whilc.
Restructuring a school involves making significant change, which
usually means making many changes at once. You and your team will
become jugglers -- starting some balls up in the air while catching
others, keeping many things moving and not bumping into one
another. You may choose to begin ne v activities as an experiment,
with just a few volunteers or in just a few places, or you may begin
full scale implementation of a new program or practice.

Implementation is the place where most change in schools fails,
Either people -- after all their discussing and planning -- do not
muke any changes, or they start to implement some new practice,
run up against numcerous problems, and quit; or they make changes
that are 100 little to make much ditference. In this section we help
you identify and avoid these problems.

In projects that maintain the regularitics (stafl, schedule, basic
outline of the curriculum, ete.) and change only discrete picces, the
implementation phase may be clearer -- you decide to develop or
adopt one or more innovations, then you implement (although
nothing is that ncat!). But in a scrious schooi redesign cffort,
implementation will be messier. There will be fewer givens and more
moving parts -- cverything may be up in the air. You may
experiment with numerous changes at once, which could involve
starting new practices (such as grouping students in new ways or
initiating new parent involvement activities) while developing staff
skills (such as training all teachers in TESA, Teacher Expectations
for Student Achievement). In such cascs, cach bundie of new
practices can be considered an innovation and should be planned
around.

This scction begins with the first task of implementation -
desceribing what you are about to implement. We then discuss walys
to provide two kinds of support for implementation: 1) support for
the individual needs of the people doing the implementing and 2)
attention 1o fitting the new practice into the organization. Finally, we
look at implementation issues for cach of the four parts of the
kalcidoscope, the components of school change -- classroom praclice,
policies and  structures, student support strategies, and SJamily and
community invelvement.
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DESCRIBING ANEW PRACTICE

While it may sound obvious or unnecessary to describe what you
intend to implement, this step is often left undone, an omission that
causes problems. Educators may say they arc adopting school bascd
management or cooperative learning or a new emphasis on parent
involvement, but nobody defines cxactly what thosc terms mean.
Sometimes, the lack of definition allows people to develop their own
definitions. But often, individuals or groups affected have different
definitions in mind and may become angry or feel duped when they
discover that their idea is not the same as someone else’s. Whose
version of cooperative learning are you adopting? What docs a
classroom using cooperative lcarning look like? What grouping,
lcarning, and testing strategics will you use? By describing what is

Figure 30. Componant Checklist for Assessing Classroom Equity

Camponent

Physical
Environment

Toacher

idend
Varistion

Teachsr visually
portrays males and
fematas in both
traditional and non-
traditional rofes, and
inchudes rapresenta-
tivas of vanous races
and cuitures in pictonal
Gaplays,

Teacher's classroom
activities are multi-
cuftural and seox fair,

The teacher includes
clasaroom 0asons 10
INCTesse awarsness and
counter the past effecis
of bias and discrimination.

Teachas uses
inclusionary terms for
people in all writien and
oral commumication.

Taache?t works with
studenta ts help them
deveiop intlasionary

forms snd
sncoyrages a8 students to
use those terms in thewr
own communications.

Teacher discusses the
negative impact of the use
of derogatory tarms in
reference 10 race, 58X, OF
othnic groups.

Taacher provides

the same ampunt of
tesching attention to all
students, with individual
ditfsrences based on the
student's naed and atyle,

Teachsr divects the
CABSITOM isCusSion 8O s
to snabis ail students to
participats.

Acoapiadle
Variation

Teacher provides

nsutral visual images
m pictorial displays.

Teache!'s Classroom

achwitios are multi-Cuitural

ang Box fa,

Teacher vsns
inciusionary terms for
pecpie in all wnitlen
and oral communication,

Unascosptable
Variation

Teacher visuatly portrays
peapie only in roles
tadhtional ¥ their race, sax,
oF cufture.

Twacher portrays only
one sex, face, 0f Cuiture
in visual displays.

Toacher's visual
displays poriray Sax, race,
of sthnic SIETeRtYPeS.

Teacher does not include
the contributions of women or
sunonties.

Teachsr prasents Stered-
typed vaws of groups of
psopie.

Taacher uses terogatory
tarms in raference to any race,
sax, o athnic group.

Teacher repeatadiy uses
sex-imitad language.

Teacher rapsatedly mis-
proncunces student namas.

Teachar aliows students
10 use derogatary tarms in
rafersnce t0 AnY rACH, FOX,
or sthnic group.

Teacher provides student=
with diffsrent amoun’s ~°
attention based on .7 dents’
race, §9K, OF nation ' ofigin.

Teacher aliows & st doent
or group of studanta 10
domsinats the ciass.

Exarpt from "Measuring Equity in Education® in Equity and Exceiisncs (1988). Reprintad with
parmission,

expected, everyone will share the same
definition (or at least know what
definition is operable) and the same
expectations,

At some point, cither while planning
implementation or carly in  the
implementation  process, you should
define as clearly as you can, in writing,
the csscntial clements of your new
program. Think of cach part of your
change effort, then of the components
of that part. It might help to think of
how the ncw practices are different
from what you have been doing. It
might be important to write down the
underlying  principles of the new
approach. It will definitely be important
to describe the practice as it Jooks in
action, as well as related activitics.

If you are adopting a developed
program, many of the details should be
available 1o you. You will want to note
where you arc making changes from
the original, cither only using certain
parts of a program or adapting a
particular part and how. If you arc
devcloping your own program, writc
down all the specifics you can think of,
and recognize that your list of essential
clements may not be complete.

Two of our colleagues have
devcloped a concept called the Practice
Profile (Loucks & Crandall 1982), one
featurc of which is a Component
Checklist (see figure 30) that requires
identifying the essential components of

Kindle The Spark

bo



Supporting Implementation

cach practice, then developing short and specific descriptions of the
component in its idcal, acceptable, and unacceptable states. The
ideal offers a goal to strive toward, even though not everyonc may
achicve it, especially at the beginning of use. The unacceptable
provides the contrast of practice that is incompatible with the
underlying principles of the program.

As you think about describing your ncw practice or program, you
may want to think about the following:

m WHAT -- What activities make up this practicc? What are
people doing? What materials, space, ctc., are critical to these
activitics?

s HOW -- How are the activitics best carried out? What
philosophy or approach is important? How does this approach
show itself? How will results be measured?

s WHO -- Who arc the key people to carry out the activitics
and who are the key targets of the activities? What are they
doing?

s WHEN -- How often and for how long is the new practice
expected to be carried out? Is time of day important?

These clements may not all apply to all practices, nor are they
comprchensive. However, they may help you begin to describe
cxplicitly the picces and parts of your new program.

The Componcent Checklist can be used to describe somcthing as
concrete as a new curriculum or as intangible as an “equitable
classroom.” (We have used it for both.) It can be used to make
expectations clear, to monitor and support implementation, and to
conduct research on the program. The important thing is to identify
all the component parts of a program and the specific essential
clements for each component. In addition to figure 30, the scction
of text called "Special Implementation Considerations™ gives more
example of elements for cach of our four major components of
school change.

SUPPORTING IMPLEMENTATION

For each significant ncw strategy (practice, program, policy) you
choosc to implement, pcople will have concerns. When people
express concerns about trying somcthing new, they are somctimes
labelled “resistant.” Some people will oppose new practices just
because they are new; some will oppose a ~»erficular new practice
because they do not think it is a good idea L. because it is against
their values or beliefs. It is important to recognize that ncarly all
people -- both those who voice opposition and those who don'’t --
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Supporting implementation

have concerns about doing new things or doing things in ncw ways.
It is natural and normal to have these concerns, and people should
be supported to resolve their concerns.

In addition

implementation, the organization

to the nceds of the

individuals involved in
itself needs to attend to

incorporating somcthing new into itself. It is a rare new practice that
casily fits into the old organization -- remember the Biblical adage
about not putting new wine into old wineskins. It is definitely
possible to fit new practices into old organizations, but it takes

attention and care to do so.

Support for Individuals

When people start to do things differently they progress through
recognizable and predictable levels of use over time, and at cach
level they experience different concerns. This is the heart of the
Concerns Based Adoption Model (CBAM), developed at the
University of Texas at Austin over ten years ago and corroborated
in numerous rescarch studies in different settings since then. (Sce

figure 31.)

When individuals first lecarn about a new practice that they

Figure 31. Stages of Concorn about the innovation

6 REFOCUSING: Concerns focus on exploration of more universal benefits from the
innovation, including the possibility of major changes of repiacement with a more
poworiul altomnative. Individual has dafinite ideas about alternatives to the
proposed or existing iorm of tha innovation.

5 COLLABORATION: Concorns focus on coordination and cooperation with others in
use of the innovation in order to betler meat the naods of studsnis.

4 CONSEQUENCE: Ceoncerns focus on the impact of the innovaiion on students in
his or her immediate sphere of influsnce. The focus is on relevance of the
Innovation for students, ovaluation of student outcomes, and changes needad o
increass student outoomes.

3 MANAGEMENT: Concorns focus on the procasses and tasks of using the
innovation and the best use of information and resources. issuas related to

efficioncy, organization, managoment, schaduiing, and time a/e utmost,

2 PERSONAL: The individual is uncertain about the demands of the inncvation, his
or hor inadegquacy 10 meat those demands, and his or har role with the innovation.
Concarns focus on his or her role in relation 1 the reward structure of the
organization, decisionmaking, and considaration of polential conflicts with existing
structuras of personal commitmenl. Concamns about financial or stalus impiications
of the program for self and coleagues may aiso be reflected.

1 INFORMATIONAL: Concerns focus on awaranass of the innovation

getting genaral
and learning more detall about i1. The individual s interested In sui.atantive
gmaovmmmnmﬂmdmmmmm
use.

0 AWARENESS: There Is littie concern about or invoivemeant with the innovation.

Onginal concept from Nal, Wallace, and Dossett (1873), as it appears in Loucks-
Horslay and Stiegeibauar (in press).

consider using, they have informational
and personal concerns. They want to
know what the practice is and what it
involves for them. They wonder, "How
will this new practice affect me?" "Will
I be able to do it?" "Do 1 want to do
it?"

As they begin to use any new
practice, they struggle with how it
works and with the details of its
logistics. These management concerns
include, "How can I organize myself to
do this new thing?" and "Why does
cverything take so much time?" Only
after they have mastered  these
concerns can they begin to deal with
the impact of the new practice and
with how to make it more effective.
Teachers  implementing a8 new
classroom practicc usually expcricnce
management concerns for at least a
year.

We have found that the Concerns
Based Adoption Model applies to all
new  practices  from  experiential
education to becoming a new parent!
CBAM <can help you provide
appropriate support to implementers
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through all the stages of concerns. That means that school
administrators and change leaders need to provide encouragement
and "how-t0" training in the beginning, provide tangible help for
implementers when they are struggling with management concerns,
and sct up ungoing support systems to support users as they strive
for greater impact on student learning.

Most important, it means providing time and funds for ongoing
stafl development that includes training, coaching, and various kinds
of consultation for problem solving. We cannot stress enough how
important it is to provide these kinds of staff development
opportunitics and to provide them over time -- for at least a ycar
after a new practice is introduced. Too many districts budget stalf
development money for trainers only at the beginning  of
implementation and set aside no funds for consultants or others to
help later on, when implecmenters are experiencing management
concerns. Even worse are districts and schools that initiate new
programs with no provision for stall development and support.
Below we offer an ideal schedule for providing workshops and help,
followed by suggestions for acceptable Jower cost ways to do cach.

1. Short information session -- for all staff, even if only some will
be engaged in implementation, a one- to two-hour session
describing the new practice and answering questions. This
session should provide the answers to people’s information
concerns, while being sensitive to their personal concerns.
That mcans anticipating their questions both about the
practice and how it will be implemented and supported in your
school. Ideally the session should be conducted by both an
expert in the program, its developer or representative, and a
local administrator, cither the principal or another responsible
administrator who can answer guestions about how it will
happen here.

2. Initial training -- for those people who will be implementing
the new practice, emphasizing what to do and how to do it
rather than grand concepts and theories. Participants should
leave this training knowing what they should do on Monday,
or whenever they are to begin the new practice. Trining time
depends on the practice; most packaged programs have
developed a training approach and schedule that covers what
they deem necessary. I you are implementing practices that
have limited or no well-developed training, you should expand
what is available and/or develop your own training to help
implementers get started.

3. Coaching and problem solving sessions -- for implementers,
held periodically with consultants or others knowledgeable
about the practice. As implementers spend time implementing
the new practice, they will need help in making the practice
their own, in doing something new that is difficult, in dealing
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with a problem never mentioned in training. Individual
coaching sessions with an experienced practitioncr or problem
solving sessions led by skilled and expericuccd practitioners are
invaluable techniques to help the novice practice new skills
and resolve management concerns. The ideal is to schedule
such scssions regularly throughout the first school ycar, with
time for the expert to visit classrooms and observe teachers.

4. Pcer support groups -- for implementers to get together to
discuss what they are doing, to coordinate their work or share
strategics, and to identify common problems for an expert
consultant or the administration to dcal with. Pcer support
groups can be helpful at any time in the implementation
process. When they arc used with new implementers, it is
essential that participants have access to concrete help,
whether by an expert in the new practice or by administrators
who can provide answers or resources. Without more
knowledgeable help, support groups of novices can result in
"shared ignorance” or gripe sessions. Later, as implementers
become more comfortable and skilled with the innovation, peer
support groups can meet on their own, gencerating and sharing
their own solutions.

S. Follow-up training -- for implementers, answering their
implementation concerns and  introducing new  concepts,
underlying principles, or additional clements of the program.
Follow-up training should be scheduled in the middle of the
first year of implementation.

Ideally, training sessions and consultation should be provided by
an cxpert consultant (who can be an expericnced teacher) who is
thoroughly knowledgeable about the program and how it works in
practicc, one who can answer any "how to" or "what if” qucstions
and who also understands the underlying philosophy and conceptual
basis of the program. The trainer should be credible and should
cmphasize the practical. Ideally, too, implementers should be given
sufficient time to learn, plan, and get the support they need for
cffcctive implementation.

But cven if funds are short, there are creative ways to provide all
of thc above support activitics throughout the first ycar of
implementation. Below arc some lower cost alternatives we have
scen:

1. An information session provided by an administrator or staff
member who has become knowledgeable about the program
and who can tell how it will be implemented in this school;
when questions are asked that the local expert cannot answer,
she or he can rescarch the answer by calling the developer or
rcading material and reporting the answers to people later.
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Figure 32. Combining
implsmontation Support with
Reflection

Group sessions are ideal for gathoring data
for evaluation. They ofien reveal the number
and fype of critical incidents and concorns.
And they are oppoitunities for raflaction.

Rocording conoeins or issuss that come up
providos a record agains! which 1o measure
progress,

Ask questions that remind implamenters of
thelr purpose, and help them ook ahoad to
the future.

1)

Supporting Implementation

2. Initial training provided by a local experienced implementer
from another district or school, who should be Iess expensive
than an outside consultant, or by a pair (not a single person)
of experienced, trusted, and previously trained staff who have
had sufficicnt time to usc the new practice 1o be comfortable
with it and to have worked out some kinks.

3. Consultation for coaching and problem solving provided by a
morce experienced user of the practice, or by telephone with
an cxpert, or by an experienced district-level administrator.

4. Time for peer support groups provided by arranging schedules
s0 that teachers can get together or by hiring substitutes to
rclcase teachers at the same time. It is essential that teachers
have thc opportunity to get together and share their
expericnces during implementation of any ncw practice.

5. Follow-up training provided by many of the suggestions above.

The activitics and timelines we sugpest above are just that --
suggestions. The best way to find out people’s concerns is to ask
them. Somc member of your team could be responsible for
interviewing or surveying implementing teachers two or three times
in the first year by simply asking, "What are you concerned about
rcelative to (the innovation)?" and "What help
could you use right now?” The answers to these questions will tell
you a lot about the kinds of staff development activitics to provide
as well as other kinds of support implementers need. Group scssions
can also be used to gather information. As figure 32 suggests, use
such sessions not only to support implementation, but to encourage
reflection and to gather daa for evaluation.

For in addition to training and staff development, people
implementing new practices need various kinds of support from
administrators or from your leadership team. One person, or a group
of people, should be responsible for “monitoring” the
implementation, not in a punitive way but 10 keep tabs on how
things are going, provide an encouraging word now and then,
identify potential problem arcas, and resolve small problems as
quickly as possible. For cxample, onc tcam member might visit
implementers’ classrooms from time to time (making sure to be
helpful and non-judgmental) or chat informally with them to see how
things arc going with the new practice. Or the principal might
schedule periodic meetings with the new parent coordinator to hear
about what is happening or being planned, and to discuss and
resolve problems.

Implementers should also be protected from extra demands for a
while, they should be allowed to complain (a certain amount!) and
reccive sympathy, and they should be celebrated when things go
right. School leaders should make it clecar to cveryone that this
experiment is important and that the extra cfforts of implementers
are appreciated.
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Fitting the Practice into the Organization

Beyond providing implementers with the support they need for doing
nzw things and keceping at it, someone must pay attention to how
the new practice will fit into the school and the district. In most
schools this responsibility is the principal’s, but depending on the
focus of change, it could become the job of the team lcader or other
designated leader. Even though your team probably did some of this
work while planning implementation, it is worth examining this arca
when you are in the middle of implementation. People and
circumstances change, and new practices often have unintended or
unanticipated consequences. Remember that almost any new practice
of any significance will affect morc people than just the
implementers.

An important first step in beginning to ensure that a new practice
becomes part of the organization is to communicate about it 1t will
help to think about:

m who nceds to know about what you're doing and how things
are going;

» whose schedule or plans might be atfected by what you are
doing;

= who nceds o approve or support what you are doing,
Here are some examples of people 1o consider:

w District Administrators, including the superintendent, should be
kept informed of how the implementation is going. They need
to know in order to represent it well to their constituencices;
they will not be happy if they hear about a problem or
concern first from a parent or school board member. Also, you
nced their general support in case you later want to ask for
something (an incrcased budget, a waiver from some
regulation). If state officials (e.g., Chapter 1, special education)
are involved in your plans, they will also need to be kept
informed, through informal contacts as well as formal reports
you will be asked to file. When thinking about district or state
officials, think about how best to keep them up to date: when
and how often to update them, whether to talk informally or
send written memos. Your decision should take into account
the personal styles and preferences of the people involved, the
norms of the organizations, and your purposc.

m  Non-implementers in your building, if any, arc often forgotten
in the attention needed by the implementers. Those teachers
and other staff who are not involved in the new practice need
to be kept informed too. They may hear rumors, which may

66 71 Kindle The Spark



Supporting Implementation

be incomplete or even false. You want everyone to hear the
true story, because you want their support, if only to tell a
positive story outside the school. If you are implementing a
pilot program, you want other staff to develop interest in
participating later. Consider whether to schedule periodic
reports from implementers at staff mectings, with time for
them to answer questions, or to send a regular written update
to stafl about activitics. It is also vitally important to provide
time and mechanisms to share non-implementer problems and
resolve them.

w Selected people in other pants of the district might help solve
problems or just be supportive. Examples are  staff
development coordinators, Chapter 1 or bilingual cducation
staff, people in other buildings doing similar work (principals.
social workers, parent coordinators).

w Parents and community members need to be  informed
periodically about how things are going. Again, depending on
how big or controversial the new practice is, strategic choices
must bc made about how and when is best to du  this.
Consider having an information scssion, demonstration, or
report by participants at a parents’ open house, or sending a
written report home. You will need to decide whether, when,
and how to inform the local media -- media coverage can be
a boost to stall and community morale or a major headache
(when it calls too much attention to the school too soon, or
when it attracts opposition).

But communication is not cnough. It is also important for leaders
to ensure coordination with other parts of the organization.
Coordination requires that you know what is going on in other parts
of the school, district, and/or community so that you can anticipate
and avoid or respond to clashes. Sometimes non-implementers are
affected by a practice in ways that you did not anticipate, for
cxample a school adopts a block schedule for basic skills that causes
problems for the specialists’ schedules. Or a school or district
initiates new practices in several areas that conflict with cach other.
Sometimes practices cross over the turfl of two or more programs
and administrators. The leadership team needs to know about these
problems and negotiate solutions.

A third lcadership function is building political support. This
involves knowing your school system, thinking stratcgically, and
negotiating agreements. It is not enough to sccure administrative
approvals at the start of a project. You will need to ensure that you
continue to have both administrative support as well as a broad base
of active or quiet supporters. In most communities administrators,
school board members, and professional association leaders are
people whose ongoing support is nceded. In some communitics
various other groups have clout and special concerns to aitend to.
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Heterogeneous grouping has been blocked in more than one
community by parents of "gifted” or honors studcnts. Hispanic
parcnts may be an organized group who will support a particular
program and advocate for it. Know your community and build the
support you nccd.

SPECIAL CONSIDERATIONS

Each of the four major components of change -- classroom practice,
policics and structures, student support stratcgics, and family and
community involvement -- is different and will require different
implcmentation considerations. Below we identify some special
considerations for each component by suggesting a sct of more
specific elements within cach as well as some rcsource and fit
problems.

Classroom Practice

Classroom practice will always include the same sct of clements but
their character and relative importance will differ from program to
program. Elements will nearly always include the following:

content or curriculum
lcarning activitics
grouping of studcnts
matcrials

use of time

role of the tcacher

role of the student
mcasurement of learning

A considerable number of defined and developed classroom
practicc programs arc available. Therefore, you can identify your
criteria and nceds and seck those programs that best suit them.
Often, program developers have designed a training and support plan
and can identify qualified traincrs. In addition, you will probably be
able to find schools that are using any program you arc considering.
Adopters of a program are an extremely valuable resource: teachers,
principals, and others in adopting schools can give you the kind of
practical and specific help you most necd in the beginning of
implementation. It is extremely helpful to sce a program in action
and to talk to other teachers and administrators about how to use
it. Even if you cannot find a school near enough to visit, you can
call and talk to principals and teachers. By checking around, using
your own sources and the resources in the Appendices, you should
be able to find schools using any of the practices described in this
book.
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Problems with fit show up when programs compete for scarce
resources, cspecially time and moncy. In addition, pay special
attention to classroom practices that involve coordination between
programs such as special education, Chapter 1, dropout prevention.
Each of thesc arcas will have its own staff, rcgulations, and ways of
doing things. Implementing somcthing new across programs may
require negotiating to reach consensus on arcas of diffcrences.

Policies and Structures

Policies and structures are like empty vessels that may or may not
be filled by new practices. Changing policics and structures requires
major cffort; it is often time and energy consuming, but when
achicved, it can feel like a major accomplishment. However, no
policy or structure change is enough by itsclf. In order to affect
students and faculty in significant ways, policy and structural changes
must be translated into changes in behaviors and practices.

A suspension policy aimed at kceping students in school, for
cxample, will keep more disruptive students in school. What are you
going to do with thcm? Probably teachers and other staff will nced
training in alternative discipline methods, and the school may also
nced some kind of in-school suspension program.

Changing a large high school into houses with groups of students
and tcachers is a good idca for creating smaller communities. But for
those communities to be closer knit and to mean something, people
need to do things differently. Will there be time in the schedule for
students to interact with teachers? For teachers to interact with each
other? What will they do with that time? Will classes operate
diffcrently?

The clements to consider in working for a policy or structural
change involve thinking about the practices and programs that will
be nceded to help people to change their behaviors, to fill the
"empty vessel” with meaningful change. Resources and issues of fit
will depend on the practices initiated to enact the policy and fill in
the structure. Thus, changing the policy or structure will probably be
only a first step that requires other steps to make it meaningful.

Student Support Strategies

Elements of student support strategies are somewhat like classroom
practices. You can think about the following:

activitics

student role, adult role

time -- when, how often, how long
space, materials

philosophy or approach

how success will be measured
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For most of the student support strategics discussed in Stage 2:
Exploring Options for Change, you will find some programs that
have been well defined and "packaged” and many others that have
not been. In this arena, you will want to be careful to find the
strategy that best suits your philosophy and values, as well as your
sctting, whether it is well packaged or not. Spend some time defining
the important clements of whatever strategy you select.

You will nced to figure out how to prepare the staff who will
implement the strategy. If trainers or consultants arc available, great!
But trainers may be hard to find. If you have trouble finding trainers
or consultants, try to find people who have implemented a similar
strategy to talk through with your staff how they introduced the
strategy, what kinds of problems they encountered, and how they
resolved problems. If you are starting a support group for troubled
tcens, for cxample, the group leaders may benefit from training on
group counscling and facilitation, cven if that training is not part of
a packaged program. You should certainly visit schools using
stratcgies you are interested in to talk to people using them. You
will get invaluable information, even if it’s how not 1o start. Your
implementers should also read articles and meet to discuss how to
begin and what kind of support they nced.

Community agencics may be an excellent source of programs,
trainers, and other help. Your state education agency and the
agencies listcd in Appendix C may be able to refer you to
consultants. Even more helpful for these particular strategies might
be social service agencics or state agencics oversecing youth, welfare,
or other human services. Scoial workers may b: the best resource
people for this kind of program. Ask around or interview potential
consultants to see if they take the ap-roach ycu want, have pcople
skills, and are good trainers

Family and Community Involvement

This is another arca, like Student Support Strategics, where specific
programs arc rarc but practices abound. A few programs like TIPS
(sce Figure 24, Stage 2) have trainers and materials, but mostly you
will find ideas and activitics in bits and picces (in other schools, in
articles) that you will have to stitch together into your own
patchwork quilt. Elements include:

staff roles -- for the principal, teachers, and others;

purpose -- build community, give extra help to children;
kinds of activities -- adult, adult-student, social, educational,
expectations and agrcements -- for both staff and community;
frequency;

monitoring and support.

Some schools we worked with found it helpful to begin with a
workshop for faculty and parents emphasizing family involvement,
then worked in smalil groups for the rest of the year planning and
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carrying out various activities. Some combined family and community
involvement by working with community advocacy groups to involve
family members in different ways.

You will need to think through how your staff will be involved in
these activitics, what will constitute significantly new behavior for
them, and what kind of help they may need.

School Vignette

CGuriale Sciool, Bridgeport, Connecticut
Supporting Change through Commurication

When Bridgeport received a grant from the Annie B. Casey Foundation, the Curiale School, a large school
that serves both elementary and middle level studenss, got some of the money to stan after-school programs
Jor its middle grade students. Soon a flurry of programs had begun: tutoring, crafts, first aid, sports. The
principal appointed one teacher, a former police officer, to coordinate the program; teachers were hired to

But the faculty who were not involved were never quite sure abou! what was going on. So much: \
antention went into getting the new programs started that the regular faculty was left in the dark for awhile.
And the school itself was so crowded, there wasn't even a teachers’ room or mailbaxes for teachers to share
information.

The management team decided that a mechanism to facilitate communication was a necessary first step
t get the faculty involved and keep information flowing. A central area was designated for staff mailbaxes
and one team member built them. Now the team sees that all staff are kept informed about school activities
through regular notices and a monthly calendar of special events.

-
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' STAGE 5: CONTINUING TO CHANGE

When you reach this stage in your process of change, it may not feel
likc a scparatc stagc at all. Rather, you will rcach a point in
implementing a new practice or sct of practices when you will want
and nced to assess whether these practices are having the positive
impact you intended. If they are, you'll need to integrate them into
your ongoing system. In most comprchensive school change efforts,
many things will be going on at once, all in different stages of
development: you will be starting one project, assessing another
begun earlicer, and setting up a task force to begin planning a third.

This scction encourages you to reflect on the changes you have
made. It includes three parts:

m Evaluation -- assessing the changes, whether they are working
and have potential for achiceving the student impact needed

s Institutionalization -- making surc things that work "stick” or
become part of the fabric of your school system

® Moving On -- reeyeling to other change clements and making
changes in other parts of the school.
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EVALUATION

We have seen many schools put so much encrgy into the front end
of the change process, or get 5o excited by the new levels of people
involvement, that they never look at whether the new practice has
made any difference for the students or achicved the goals they
wanted to achieve. On the other hand, we have seen people in many
schools and communities expect to sce student lcarning increase
dramatically in a year, and be disappointed or angry when it docsn’t.

Increased student learning is a long-term goal that will not
happen overnight. It will not happen at all without dircct
intervention with students. While this may sound obvious, we oftcn
do things that don't dircctly link with the outcomes we want for a
varicty of reasons. For example, many cducators think that if parents
become more involved in school, students’ test scores will go up, or
that il students’ attendance improves, their test scores will go up.
While both parent involvement and school attendance are important,
ncither by itself will result in increased test scores. Sometimes, even
when implementing a new teaching practice, test scores will not go
up in the first year, and may even go down as teachers and students
adjust to the new practice. Moreover, test scores are not always the
best measure of student learning.

While better student learning is the ultimate goal of your tcam’s
change efforts, you may be implementing many new practices that
do not have a dircct impact on student learning. They may set a
more positive climate, support teachers’ development, or cnhance
coordination, to name a few alternative positive outcomes. Each of
the four components of change proposed in this book, and cach
strategy within them, will have its own goals and outcomes and will
nced to be evaluated differently.

This scction is not a primer on evaluation -- there are alrcady
many good resources on cvaluation (see Appendix B: References).
But we do suggest some approaches to consider in cvaluating the
changes you make. They include cevaluating implementation before
impact, collecting multiple data, and reporting cvaluation findings to
appropriate groups.

You may be asking if it is important to do an evaluation, even il
you don't have to. The answer is YES. You and others in your
school are putting a great deal of time and cnergy into making
changes. You need and want to know whether the change was worth
the cost. So the first audience for the evaluation is you and others
involved in making the changes. The sccond important audience for
cvaluations arc those to whom you arc accountable -- administrators,
school board members, parents, and other taxpayers and cléents.
They need to know what progress is being made, what poitive
outcomes there are, what learnings are coming about. You ana they
nced to know first how things are working, then later if the new
practice works.
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Figure 33. Questions for
Evaluation

» What is the purpose of your evaluation?
» What do you want to know?

» How will your new practice gel you to
where you wan! to be?

» Whare do you nead to look for
answers?

» What do you need o do?
» How are you going fo use what you
laarmn?

Evaluation

Implementation Evaluation First

It is important to begin by cvaluating the implementation of the new
practicc -- How arc things working? -- before trying to evaluate its
impact. That is, you will need to know whether and to what extent
the change has actually been made. One way to do this is to make
and usc a Component Checklist as described in Stage 4 (sce figure
30). Using such a checklist, you can scc which aspects of the
practicc or sct of practices arc actually being used by those
responsible for implementing it, and which arce not. Let us say that
a key component of your new Family Involvement Program is for
family members to help students with their homework. You interview
tcachers and a sample of parents and ask to review homework
assignments. You find that either teachers have not been sending
instructions homc with children or that parcats have not been
completing their part of the assignments: the program has not been
fully implemented. You will need to address the problem of how 1o
get people to actually participate before you try to evaluate the new
practice to see whether it has improved students’ homework.

For the first year of a new practice it is best to evaluate only
implementation, if you can. This kind of cvaluation is related to
monitoring and supporting irplementation, as we discussed in
Stage 4. You can do this in sceveral ways: by interviewing those
involved -- stafl, students, parcnts; by observing and documenting
classes, programs, or activitics; or by sending bricl written surveys to
staff and others who would be use! al informants.

Once you know what people are doing and not doing, what
clements they are comfortable with and which they are struggling
with, you will be able to help them implement the new practice
better. You will also know what is going on 2nd can report to those
who nced to hear reports. Reports can mean telling stories that
indicate somcthing new is going on that has potential for important
change; reports can mean formal updates to a group or decision
maker.

Impact Evaluation

At some point when people are implementing most of a new
practice or practices, you will want to know whether the changes
they have made are achieving the results you hoped for. The
question you will be asking is: What impact is the new practice or
sct of practices having on the target audience? To find out you will
need first to review the goals you set in choosing what practices to
implement. If you have not already done so, you will also need to
sclect ways to measure the attainment, or progress toward
attainment, of those goals (sce figure 33).

Usually, two kinds of impact are possible: impact on the school
and impact on the students. You should strive for both. Impact on
the school may mean that something new is going on, that teacher
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Figure 34. Sample Tally Sheet
Yo Track Progress

Family involvenant Program

tyve of o8l 2%, participanis no, participants
astinty faat ysar this year
opsn hovse 250 316
parent conferances MO 312
conceris 200 247
commiltens 20 58

moralc or communication has improved or that a new schedule is in
place. Impact on the students (or other target audience) is harder to
obtain and cven harder to measurc. We suggest that you usc a
combinaiion of data sources to try to find out what impact the new
practice is having at both the individual and organizational levels.

In the area of Classroom Practice, you will nced to find ways to
assess student learning, a difficult task that we will not attempt to
deal with here. We do encourage you to supplement the
standardizcd tests you will probably use with other ways of assessing
student lcarning, to be "community savvy” about what you need to
do about standardizcd tests, and to assess students’ attitudes toward
the changes in the classroom. Most of the developers of the
classroom practices we describe in this book can provide suggestions
about ways to evaluate.

We also suggest that you consider using other assessment
measures -- in addition to standardized tests -- include interviewing
students about their attitude toward school and collecting stories of
critical incidents or turning points for them. Similarly, you can
interview teachers to hear their stories and vignettes about successes
or problems and obtain their assessment of the new prac ‘ce and its
potential,

In the arcas of Student Support Strategies and Family and
Community Involvement, there arc several things to  assess:
participation rates, satisfaction of staff and participants, and results.
How many students participate in or have indicated an interest in
the new Peer Mediation program? Do staff and/or students think it
is having a positive cffect and what kind? Have student conflicts
been reduced or been more quickly or satisfactorily resolved? Have
parents’ attitudes about the school changed? What do parents think
about their involvement in their child’s schooling?

Assessing Policies and Structures requires also  assessing  the
practices you adopted to implement them. If, for example, your
policy was to reduce tracking and incrcasc hetcrogeneity in
classrooms, you may be able to assess whether classrooms are more
heterogeneous than they were before, and even whether groups
within classrooms are more heterogencous. But, without asscssing
classroom practice, it will be hard to say whether the new grouping
itsclf had any positive or negative impact on students.

As you begin to implement any new practice, you should collect
data to show your starting point or bascline. You may have done
this carlier in assessing your current situation, but you may not have
donc it for cach practice. For example, for a new Family
Involvement Program, list all the kinds of involvement you had
previously {open houses, parcat conaferences, concerts, committecs,
ctc.) and list the number of participants for cach; if you didn’t keep
track of these numbers before, approximate (for cxample, sce figure
34). If you are trying to incr:ase the number of people involved in
school activities, develop ways to collect numbers this year. If you
ar¢ trying to charge the type of family involvement, figure out how
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to show that while numbers may not have increased, the depth or
significance of the involvement has.

You want to collect information that will convince people that
your efforts have been worthwhile. Often, we think about giving a
report to a funding source, or convincing the school board or district
administration that time and funds have been well spent. But it may
be yourselves more than anyone clse who nced to sec the change
and its impact. You have been working hard to achieve something.
Change comcs slowly and it is rarc to rcach your goals. It is
important to have a record of where you were to begin with, so you
can sce how far you have come.

» ;'& SRR, FENERYEPET. R T T RO

; “INST\ITUTlONALIZATIONQ

This word does not mean you should enter an institution at this
stage, although you may feel you need it! Rather it means planning
-- planning to kcep those practices that are working well and
achicving the results you want. Saxl (1989) describes it as
"incorporating a change into the school structure so that it remains
a stable clement in the school’s daily operation.”

Considerable rescarch over the past 15 years has shown that cven
when a new praciice works well it won't automatically continue in
a school without conscious cffort. Morcover, it is worth making a
deliberate decision that ¢his practice is one you want to keep. Yes,
we do intend to imply here that you should discard some new
practiccs -- those that dont work for you, those that cause
unintended negative conscquences, those that arc too much trouble
for the results they yicld.

Continuing a successful program in the school involves several
different things. It means making a decision about how the program
will bec maintained. Newness fades, priorities change, and attention
wanes. You will need to think carefully about what this practice
nceds in order to survive and thrive. Needs may include: stafl
assignments, training {or newly hired staff, time in the schedule,
materials and supplics, spacc in the building. You will need to
ncgotiate for these essentials and figure out how to make the
program pcrmancnt.

In planning for stall nceds, you will want to consider questions
like the following: Will the current implementers continue, and if so,
for how long? Will use of the program be expanded to all staff in
the building, and how? Will it be mandated or will there be a new
round of volunteers? How will you train and prepare new
implementers, new staff? Who will be responsible for overseeing the
practice?

In a small school, thc piincipal probably has been and will
continue to be the person responsible for oversight and management.
But in a high school where a practice has been started by one
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person or a group of people, someone will need to think about the
best permancnt "home™ for the practice and negotiate carefully with
the appropriate administrators. For example, a dropout prevention
coordinator may have started a student support group and has shown
that it is effective. Now may be the time to make it a regular part
of the counseling program.

Time and money arc two big factors in maintaining a new
practice. Somctimes an outside agency (a business, foundation, or
government agency) has funded a new program; sometiracs, the local
district has supported a special project. Where will the support to
continue it come from? At a minimum, time for the practice will
nced to be set aside -- and you'll need to determine how much time
is nceded and where it fits in the schedule.

You'll also nced to know if the program requires {unds for
matcrials, supplics, or training in addition to supporting peoples’
time.

Last, and most important, is administrative attention and support.
As a practice becomes less new and more "the way we do things
here,” it will requirc less attention. Nevertheless, if it is not seen as
important by admiristrators, or at lcast by a few key people, it will
not be planned into the budget or planned around when the new
program is introduced. If the program is working well and producing
the results your school needs, it should receive the support it needs,
minimal though that may be, in order to stay alive.

MOVING ON

As one practice succceds or at least gains stcady legs, you will sce
other things that need changing. You will realize that students can
do even more, or that a policy change requires support siratcgics, or
that it is time to take on a new challenge. You m2y decide to start
all over again at the beginning of this book -- diagnosing nceds in
a new area of the school, reviewing alternative solutions, choosing
and implementing some, cvaluating and maintaining those that work
best. The challenge never ends, as schools need to be ever-learning,
ceverchanging, ever-growing cntitics. Each school needs to find its
own cycle of comfort with change, allowing for platcaus of relative
stability before the next change effort, and it is up to sensitive
educational leaders to keep in touch with the school’s need in this
regard and to manage the cycle of change and stability. But the
school that is constantly cxamining itsclf, and changing in response
to changing student and tecacher needs, is a learning and growing
community.
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Moving On

School Vignette

A Fictional Schoal
Contirusing To Change

The Harriet Tubman Middle School had had an exciting time for the past five years. They had
eliminated all pull-out and separate programs, except bifingual education, and initiated heterogeneous
grouping Jrv all students (including special education students). To support this major change, they had
trained all teachers in cooperative leaming technigues, worked with the community to develop and adopt
a major curviculum innovation that infused African content into the curriculum, introduced a buddy
system for immigrans students and newcomers from Puerto Rico (who make up about 25% of their
studert population), and initiated a now highly acclaimed transition program to help students prepare for
high school. They had itroduced each new program thougiufully, with the help of task forces of teachers
end parents. For the past year, they had been assessing their innovations, and they knew that the ones
mentioned worked for their students. A few other things had been started and dropped, bust these worked.
Teachers were happy with the way students were leaming, and both students and teachers showed a new
excitement for school

Having spent a year assessing where they were and running teacher renewal groups to refine the
curriculum and their use of cooperative learning, the management team felt they were ready for a new
challenge. They decided to try two new things: to give all students the opportunity o learn a second
language and to set a goal of 100% parent involvement. They knew that the two goals would relate to
each other: they would need the support of both the Hispanic parents who were predominantly in the
bilingual education classes and the African American parenis who made up about 70% of the school
community. Since many of the parents in the Tubman community were poor and worked two jobs or
took care of small children, they knew that they had 10 redefine parent involvement so that all their
parents COULD contribute something. They also knew that they had a hard job ahead. But they felt
confident that, with the help of all the members of the school ccrnmunity, they could do it — because
Tubman was a comumunity now.

They started 10 make their new plans . . .
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EARLY CHILDHOOD EDUCATION

by Kenneth P. Counselman

Wheelock College

Board Member: New England, Massachusetts, and
Boston Chapters of the National Association for the
Education of Young Children

I am confident that any school restructuring team will recognize the
ycars before a child enters kindergarten as a period crucial to the
child's development. Children’s experiences in those carly years will
have a direct impact on your school’s ability to achieve your goals.
The fictional Harrict Tubman Middle School described at the
conclusion of Stage 5 obtaincd support from parents and the
community, in part, through an organized program that prepared
students for the transition to high school. Similarly, by becoming
advocates of carly childhood education, an clementary school team
can support the transition of very young children to the public
school kindergarten. Such an cffort could help create a cadre of
parents committed to school and community involvement and a
group of children open to learning and therefore at less risk of later
school and social failure.

Early childhood educators have long been concerned with those
clements of a child’s life that traditionally have been outside the
boundaries of a typical clementary school day. By concentrating on
children’s social, emotional, and physical -- as well as inteliectual --
development, carly childhood educators have created programs that
incorporate the principles outlined carlier in this guidebook. These
include the belief that a7l children can learn and have the right to
rcceive the attention and respect they deserve. In addition, this book
has pointed out that all schools should value diversity, be cohesive
and coordinated, and reflect the best values of the community.
Finally, one finds in these pages the insistence that cveryone who
has a stake in the success of an individual child has the right to be
involved in cducational decision making on that child’s behalf.

Beliefs of Early Childhood Educators

The developmentalist approach 1o education used by early educators
is expressly dedicated to these same principles. We believe that all
children progress through specific cognitive stages and that it is the
function of the adult to make sure that this progress is successful
and meaningful for ecach child.

In high quality early childhood scttings, all adults respond quickly
and dircctly 1 a child's needs, desires, and messages, varying their
responses according to the child’s individual style and ability. In
addition, quality programs provide a setting in which the "range of
appropriatc behaviors, activitics, and materials for a specific age
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group” is matched with an understanding of individual growth
patterns, strengths, interests, and expericnces. This attention to
developmental appropriateness guides all of our work with young
children and provides a structure for us to truly integrate our work
in rcaching the "whole” child (Bredckamp 1986).

Bredckamp presents  specific  examples  of  developmentally
appropriate practice (as well as inappropriate practice) for clusters
of ages from birth through age 8. Practices are grouped according to
tcaching strategics, integrated curriculum, guidance of social-
emotional development, evaluation, grouping and staffing, as well
as other categorics.

Good carly childhood educators celebrate individual differences
and major cultural contributions and recognize socicty as a complex
tapestry of many diverse traditions. Parcntal and community
involvement and support arc cssential to the very existence of many
programs, and we cherish their input.

Good pre-Kindergarten programs recognize the developmental
nceds of three and four year olds. They do not push childien to
read or learn numbers before they are ready but they do prepare
children for lcarning in school. Children need concrete expericnces
before they are ready for abstract learning. Good pre-school
programs provide a rich cnvironment that stimulates the child’s
senses and learning, ecmphasizes play and manipulative activity, and
follows the child’s interests.

"Children making soup, for example, are learning the names of
the vegetables (vocabulary), the shapes of the vegetables (geometry),
the weights of the ingredients (math), and the effect of heating up
the contents (science) -- not to mention social cooperaiion in making
and cnjoying a consumable product” (Elkind 1988).

David Weikart (1989) of the High/Scope Educational Rescarch
Foundation has defined high quality, cffective early childhood
programs as having the following characteristics:

m a clearly stated curriculum featuring child-initiated activitics;

m_ at lcast two adults for each group of sixteen to twenty
preschool children;

» a well-educated early childhood staff engaged in continuing
training and curriculum cxamination and refincment;

» cffective observation procedures; and

m the active involvement of parents and good administrative
backup.
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Practical Applications

Early childhood programs sharc with clementary schools an
awareness of the difficulty of putting these developmental principles
into practice. Conscquently, we subscribe wholcheartedly to the
concept of school teams setting specific restructuring targets and
propose that one of the targets be consistent and ongoing support
for quality settings for young children.

Within the context of quality education are many different models
of working with those children at risk of failing to succeed in the
current school setting. The two programs described below provide
cxamples of some of the ways in which e. ly childhood education
can provide support for the goals of a school tcam. One of the
programs, Hecad Start, demonstrates how one goal, parental
involvement in the cducation of their children, can be achieved
satisfactorily through a repeated cffort to rzach it. The other
program, the Perry Preschool Project, shows how intervening at a
crucial point in a child’s carly life can improve the child’s
performance not only in later schooling but, more importantly, in her
or his life in the community and in the world of work.

Ilead Start

J. McVickar Hunt's Intelligence and Experience (1961) and Benjamin
Bloom's Stability and Change in Human Characteristics (1964)
provided the intellectual impetus for establishing Head Start with the
rather startling idea that perhaps 50 percent of all later variation in
cognitive skills in a human being could be accounted for by the age
of four (Cahan 1989). Head Start began as a brief summer program
in 1965 to provide "compuensatory” education for poor children, who
were scen as lacking the kinds of experience and opportunities
available to children in more prosperous homes. Presently, more than
9% pereent of Head Start families live below the poverty line, and
half arc hcaded by single parents (National Head Start Association
1990).

The "compensatory” model eventually became a point of
contention between Head Start and advocates of the poor who
believed that such models attacked or denigrated the home cultures
of children. A more important effect, however, and one that your
tcam may wish to consider in your own formulation of policy and
action, has been the impact of Head Start on parents, families, and
communitics. The Cooke memo of 1965, which outlined the
philosophy of Hcad Start, focused on the "whole” child, the child
within the context of family and community.

Instcad of viewing parcnts and familics as passive recipicnts of
scrvices, Head Start works to involve parents as active, respected
members of the earning team. Indeed, the Westinghouse study of
1969 found that the most important achicvements of Head Start do
not deal with the cognitive gains of children at all, but rather with
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the strong parental approval of the program and its effects on their
own lives. Over the years, it has become obvious that

parcnis who participated in Head Start were able to exercise
control over their own lives by influencing decisions about the
carc of their children. Many parents gained career training and
cven cmployment. Others Icarned how to affect political
institutions. According 1o the parcnts’ own testimony, their
improved sclf-estcem changed their relations to their children
and to their communitics (Zigler and Valentine 1979).

It is estimated that two-thirds to threc quarters of all parents are
active in part of the progiam (Washington and Oycmade 1987). Last
year over 400,000 parents volunteered in Head Start programs and
"36 percent of the staff were parents of current or former Head
Start children" (Mallory and Goldsmith 1990). In the long run, Head
Start’s contribution may be mcasured less by the performance of
children (although it is conclusive that strong parental involvement
is essential for success in school) but more by its effcct on parents
(Zigler and Valentine 1979).

In looking at Head Start, school improvement teams have the
advantage of being able to study two contrasting approaches to
parental involvement. One approach saw lack of parenting skills as
the major problem and viewed Head Start as a vehicle to introduce
parent education into school programs.

The other wanted to involve all parents at all levels of
policymaking and saw control of schools as a way to enlist the poor
in helping to achieve political change and the cradication of poverty.
Political realities in individual communitics will determine which
moedel of involvement is most appropriate in any given school or
district. However, advocacy ol carly educational programs by school
tcams will be an important clement in helping those tcams achicve
parental involvement in schools.

Perry Preschool Project

Organized in Ypsilanti, Michigan, in 1962, the Perry Preschool
Project provides another example of how preschool cducation can
help a school realize school success for more students. This project
was an carly intervention experiment that took 123 poor children
aged threce and four and randomly divided them into an
"experimental group which received a high quality preschool program
and a control group that received no preschool program” (Weikart
1987). All the children were drawn from a single school attendance
arca.

In the program teachers organize the classroom around a set of
key expericnees and help children lcarn to think (i.e. classify, order,
predict consequences) by asking questions. Children learn actively
from direct experience with pcople and real objects, and from
application of thinking to their expericnces.
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When the High/Scope Educational Rescarch Foundation launched
a longitudinal study on the later lives of children who had been
enrolled in this program, rescarchers found significant results. The
study found that by age 19 those who had been enrolled in the high
quality preschool program were less likely to be classified as mentally
retarded, had higher high school completion rates, and were more
likely to attend college or to be enrolled in a job training program.
More of those who had been cnrolled in the high quality preschool
program held jobs (50 percent versus 32 percent), more supported
themselves (45 percent to 26 percent). Significantly fewer of the
preschool enrolled students had been arrested for criminal acts (31
pereent versus 51 percent), female former students hari a birth rate
almost half that of the control group, and overall, the former Perry
Preschool Project students were much less likely to be on public
assistance. Estimating the cost of special educational programs, crime
prevention and rchabilitation, welfare assistance, and increased taxes
amounted to approximately $28,000 per participant, compared to an
initial inves aent of $5,000 per child, per program year (Weikart
1987).

The Head Start and the Perry Preschool programs are only two
of many models of carly intcrvention in the lives of children and
familics before they reach kindergarten age. Ncither model is
perfect, and the information obtained from them may not necessarily
be extrapolated to all children enrolled in early childhood education.
They are, however, examples of programs that may help school
restructuring tecams achicve their own goals for children and families
before they reach the public schools.

Advocacy as a Role for School Restructuring Teams

How can your team become an advocate of carly childhood
cducation as a way to help you achieve your own goals in the school
restructuring process? There are several steps you might take:

1. You can begin to collaborate with other groups to ensure the
quality and availability of early childhood education in your
community. By joining such groups as the local affiliate of the
National Assocation for the Education of Young Children, a
school team can learn more about the developmental process
in young children as well as develop strategies for seeing that
community programs arc based on that process.

2. Teams can stcp into the public policy process and join (or
form!) advocacy coalitions to promote local, state, and federal
legislative action favoring families and young children; in
addition, teams could convene "summits" of local groups
concerned with the welfare of young children to push for
legislation, funding, and public support for that welfare.
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3. Your team could help establish a local community resource
center, making available to all parents, teachers, and
administrators in the community information and matcrials on
a wide range of topics. :

4. You could join carly childhood educators and representatives
from the corporate community in working groups "to develop
new collaborate private sector initiatives” to ensure the quality
and availability of programs for young children in the
community (National Head Start Association 1990).

S. Perhaps on a more practical level, your tcam could look for
surplus space in school facilitics and dctermine if that space
could serve as a mecting area for early childhood organizations
or parent support groups -- or as classroom space for young
children cenrolled in local programs.

6. To help increasc parent involvement in schools, your team
could organize and cnsure the quality of baby-sitting pools in
order to enablc parents to attend conferences, work partics,
or support groups, all organized and supported by the tcam.

In addition, clementary school tcams could assist tcachers in
implementing  developmentally appropriate curriculum for their
classrooms so that the gains experienced by young children in the
carlicr years would be strengthened and cncouraged. In this way,
social, cmotional, physical, and intcllectual growth could begin to be
scen more as a part of a continuum in which many different persons
have valuable insights and perspectives.

Sccondary school teams could promote in-depth child
development courses in those schools where nonc presently exist.
Establishing child care centers for tcen parents andfor school stafl
serves a number of purposes -- providing a site where students in
child development courscs can observe and interact with young
children, helping to make employment more attractive to potential
staff members, and allowing teen parents to remain in school and
complete their cducation. Many high schools have service and pre-
professional affinity clubs for students. Your team might take the
lead in helping students find service work as assistants in child care
scttings; aides in child life programs in hospitals; volunteer fund-
raisers in community lifc programs in hospitals or in community early
childhood programs; or health and safety/drug and alcohol abuse
prevention educators of young children. In addition to the practical
experience and sclf-cstcem that the high school students would gain,
they would also serve as role models for their peers.

By identifying challenges that require community efforts and
governmental action, convincing the public and government to accept
responsibility for helping to mect those challenges, developing and
adopting acceptable community solutions, and monitoring and
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evaluating the results in individual programs, teams could become
truc advocates not just for change within the local confines of
individual schools, but educational changes within the larger structure
of society (Goffin and Lombardi 1988). By fostcring this belief in
change and by forging these links with early educators and their
associations, teams could truly achieve a comprehensive, systemic
approach toward making schools cffective for all lcarners.
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Banks, James A, and Cherry A. McGee Banks, eds.
Multicultural Education: Issues and Perspectives.
Boston: Allyn and Bacon, 1989.

Cultural divemity, exceptionality and school reform
ar¢ the subjects of this volume, which includes
substantive discussion of race, social class, religion,
gender, cthnicity, language, and mental ability testing.
The demographic changes that have occurred as a
result of the Immigration Reform Act of 1965 and
Civil Rights legislation in the 1960s and 1970s
provide the impetus for this inquiry.

The book takes a hard look at the inter-
rclationships both in and outside of school that
influence student behavior and thus  inhibit or
contribute to academic achievement. School culture
and existing power relationships arec among the
structural clements that must come under critical
scrutiny. Key concepts used throughout the book are
defined in a glossary, whosc inclusion makes the text
accessible to the general reader as well as to the
professional.

Beane, James A, and Richard P. Lipka. Self-
Concept, Self-Esteem and the Curriculum. New York:
Teachers College Press, 1986.

A theoretical background on the development of sclf-
concept and sclf-esteem and related curriculum at the
various grade levels, this book offers a uscful
combination of rescarch and practice. The authors
preface the inquiry with a consideration of how the
valucs communicated by teachers and administrators
influence the values of young people attending
school. Empirical evidence gathered from the fields
of educational psychology and curriculum develop-
ment arc utilized to present the case for careful
scrutiny of established patterns of reinforcement of
individual behaviors in schools. Examples of positive
curriculum reinforcements  and  specific  teecher-
learner interactions are included. The descriptions are
clear and offer exciting propositions for creating
stimulating classroom learning centers.

Carnegi¢ Council on Adolescent Development.
Turning Points: Preparing American Youth for the 21st
Century. Washington, DC: author, 1989.

This already well-known document challenges
educators, legislators, philanthropists, and community
and busincss leaders to mobilize their creative talents
tov.ards expanding lcarning opportunities {or students
in the¢ middle grades. Recognizing that ecarly
adolescence is a period of phenomenal growth and
development, the Council agrees that the middle
grades arc perhaps the nation’s most powerful
resource for redirecting the spirit and energics of our
youth towards fruitful learning. The document secks
to address "the volatile mismatch® that cxists between
the organizational structure and curriculum in middle
grade schools and the intcllectual and emotional
nceds of young adolescents. The report concludes
with a vision of young adoiescents who have been
wcll served by the nation’s schools.

Comer, Jumes P. School Power: Implications of an
Intervention Project. New York: The Free Press, 1980.

In 1967, poor Blacks in the city of New Haven,
Coanccticut, were the bencficiaries of years of
cducational neglect and the attendant social ills that
plagucd the municipality and the local public school
system. A grant from the Ford Foundation provided
the initial funding for the School Development
Program, which has since been recognized nationally
as a model design for creating learning opportunitics
that contribute to the success of underachieving
minority children. A joint venture between the Yale
Child Study Center and the New Haven School
Svstem, the project is a classic example of the
potential for collaborative planning and cooperative
responsibility as a strategy for cnabling the
cducational, psychological, and personal growth of
undcerachieving students.
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Committee for Economic Development. Children in

Need: Investment Strategies for the Educationally
Disadvantaged. New York: author, 1987.

Recommended strategics for meeting the neceds of
the cducationally disadvantaged include "carly and
sustained” intervention beyond the classroom walls in
partncrships with familics, schools, busincss, and
communily organizations as well as fundamental
restructuring of schools and school systems. The
appeal of making an investment in the country’s
cconomic future as a participant in the global market
is a compelling one. The nced to ensure the
production of a qualified workforce, coupled with
changing demographics, mandates  substantial
investment in coalition building and fundamental
restructuring of the nation’s schools. The report urges
a three-pronged strategy for improving schools and
identifics existing program alternatives.

Conrath, Jerry. Full Year Prevention Curriculum:

Secondary Dropout Prevention. Gig Harbor, WA:
suthor, 1988.

This self-published curriculum guide is intended for
usc with a companion handbook of guidclines, Our
Other Youth. 1t includes activitics for students on
such topics as internal responsibility and control,
creative thinking, personal cconomics, and academic
skill practice. The activitics are casy to use and are
presented in a sequenced curriculum for use with a
self-contained class of "dropout probable youngsters.”
Some activities help develop math skills, creative and
critical thinking, and vocabulary related 1o students’
lives and experiences.

While Conrath rejects the "ugly names” and "crude
insults” usually applied to students in trouble, his own
terminology -- "dropout probable youngsters,” "social
mortalitics” -- docs not scem much better. Morcover,
while he refers to a strategy of “relicf, rccovery,
reform,” he offers very little school reform.

We include this book because it is onc of the few
we have scen that provides teachers with classroom
lessons, many of which look like they might be uscful
in integrated classrooms.

Council of Chief State School Officers. School
Success for Students At Risk: Analysis and
Recormmendations of the Council of Chief State School
Officers. Orlando, FL: Harcourt Brace Jovanovich,
1988.

This volume chronicles the Council of Chief State
School Officers’ commitment to "Assuring School
Success for Students At Risk.” It consists of twelve
original papers presented at the CCSSO's Summer
Institutc in 1987 and the report and
reccommendations of its Study Commission.

The book takes up the challenge posed by the
Camncgic Forum to "work smarter” and presents the
views of many noted cducators, researchers, and
business leaders in the ficld of public and private
partnerships. Contributors to this volume include Asa
G. Hilliard 111, James Comer, and Marian Wright
Edelman.

The report concludes with a model statute
provided as an example of a practical implementation
of CCSSO's policy statement. The specific provisions
of the statute are based upon the experiences of
various states. From cover to cover, this book is a
"must read" ior thosc who have not already done so.

Davidson, Judith, and David Koppenhaver.
Adolescent Literacy: What Works and Why. New York:
Garland Publishing, Inc,, 1988,

The authors present a programmatic approach to
adolescent  literacy based upon case studics,
observations of reading programs around the country,
and a comprchensive review of the literature. They
report the findings of the Project on Adolescent
Literacy, conducted by the Center for Early
Adolescence in 1985. Philosophically, the book
reflects the wisdom and sound judgment of many
others in the field, namely that "good carly adolcscent
litcracy programs can make good rcaders and writers
out of students that school and community have
despaircd would ever learn." Developmental
responsiveness to the physical, socioemotional, and
cognitive needs of carly adolescents is key to
successful programs. The idea that success can be
replicated is a central belicf.
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Dougherty, Van. The First Step: Understanding the
Data. Denver: Education Commission of the States,
1987.

This paper focuses on understanding the uses of new
and existing data as the first step towards realizing
the magnitude, scopc and nature of some of the
problems facing youth in the at-risk category. The
author examines the types of information commonly
available to policymakers and cxplores some of the
salient issues that cmerge in the process of collection,
interpretation, and use of the data for improving
educational options for all childrcn. This document
provides a hclpful analysis and rationale for
developing accurate data collection procedures.

Earle, Janice, Virginia Roach, and Katherine Fruser.
Female Dropouts: A New Perspective. Alexandria, VA:
National Association of State Boards of Education,
1987.

A variety of rescarch efforts have focused on the
factors that lead girls to drop out of high school,
including female socialization patterns, lcarning styles,
and pupil-teacher interactions. Researchers found
that a number of factors apply equally to male and
fcmale dropouts. Other factors appear to affect
females more than malcs. The authors discuss
reccommendations  for  educators, program
administrators, policymakers, and researchers.

Fennimore, Todd F. A Guide for Dropowut Prevention:
Creating an Integrated Leamning Environment in
Secondary Schools. Columbus, OH: National Center
for Research in Vocational Education, 1988,

A Guide for Dropout Prevention is not just for
vocational educators but for all concerned about
sccondary schools. It provides a conceptual
framework for developing a plan for restructuring a
secondary school, an overview of a strategic planning
process, and a number of effective strategics to
create an integrated learning environment.

While the book is a little difficult to read, it is a
gold minc of useful resources for anyone interested
in making major changes in a high school. It provides
short descriptions of a number of alternative

schedules  (year-round schools, extended class
periods), classroom practices (competency-based
cducation, applied learning), and ways to focus on
carecr exploration throughout the curriculum. This
guide provides a new way of thinking about high
school that integrates academics and carcer
preparation for all students.

Kunjufu, Jawanza. Developing Positive Self-Images
and Discipline in Black Children. Chicago: African
American Images, 1984.

The author appeals to educators and parents to
recognize that developing positive images and
providing discipline is a collective responsibility and
that African Amcrican children necd "a frame of
reference that is consistent with their culture.” The
author discusses the political, curricular, and parental
implications of accepting the challenges presented by
the preponderance of educational, social, and inter-
personal reinforcements of low self-esteem and
patterns of undisciplincd behavior among Black
children. The intricacies of the relationship between
childhood, education, the economy, and other socictal
influences form a practical base for the ensuing
discussion of effective education.

Kunjufu advocates a return to phonics as the
solution to reducing illiteracy among Blacks in
particular, and in the country at large. Kunjufu is
also an advocate of behavior modification models for
altering the psycho-social development of Black
children. Whether onc agrees with the methodology
or not, the book invites a thoughtful query into the
issucs of =2'.cstecm, sclf-image, and discipline in
Black chii.i 0.

Lehr, Judy Brown, and Hazel Wiggins Harris. At-
Risk Low-Achieving Students in the Classroom.
Washington, DC: National Education Association,
1988,

Lehr and Harris offer obscrvations of successful
teaching strategics that emphasize the development
of the total child. They begin with a fruitful
discussion of the conscquences of labeling. How
students are treatcd is of primary concern. The terms
at risk or low achieving are used in this monograph
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to define students who are "not working up to
potential.” Attention is given to differences in
icarning style, cffective schools rescarch, Invitational
Education theory and practice, stratcgies for parent
involvement, and instructional processes.  They
provide descriptions of successful programs,

This short book presents a number of practical
strategics for tcachers, although they vary in their
utility and applicability.

Lewis, Anne. Restructuring America’s Schools.
Arlington, VA: American Association of School
Administrators, 1989.

An insightful analysis of divergent views about
restructuring schools. The data is representative of
the opinions of various participants and initiators of
local and national school reform in the last decade.
The author uses simple language to codify the
process of restructuring in terms that are readily
accessible to genceral readers. The book provides a
concise overview of the subject, which is particularly
uscful as an introduction o the ficld.

Loucks-llorsley, Susan, and Leslie F. Hergert. An
Action Guide to School Improvement. Alexandria, VA,
and Andover, MA: Association for Supervision and
Curriculum Development and The NETWORK, Inc,,
198S.

School Improvement is used in the broad sense to
include "the pursuit of any goal that bencfits students
and that has as its focus the classroom and school
building.” These goals may range from curriculum
and instruction to discipline, school climate, and
instructional leadership. The authors present concrete
idcas and strategics for finding solutions o persistent
and unanticipated problems at the school site level
and thcy name seven steps to effecting local school
improvement. Some of their beliefs are admittedly
defiant of conventional thinking. The authors invite
the reader to accept these procedural recommenda-
tions in the spirit of a "good cook” who selectively
chooses a unique blend of ingredients combined with
personal style that fit their particular needs.

This compact guide is action packed. Each chapter
{catures dialogue between the authors that allows the
reader to vicariously participate in the process of
formulating  practical approaches to  school
improvement. Fedcral, state, and regional resources
are cited in the appendix.

Massachusetts Advocacy Center. Before It's Too Late:
Dropout Prevention in the Middle Grades. Boston:
Massachusetts Advocacy Center and the Center for
Early Adolescence, 1988.

This monograph is written in response to the idea
that success in school and the attendant stresses
experienced by students arc heightened at the middle
school level. The intent is to synthesize current
thinking on school reform, dropouts, the cffective
schools movement, and successful practices in the
middlc grades. The report cxamines the data gathered
in the National Center for Education Statistics’ High
School and Beyond study. Recommendations include:
add-on programs which, in partnership with external
organizations, provide nceded academic, vocational,
and human services for students who are experiencing
difficultics in thc middle grades; structural reforms
at the school and district level designed to change

harmful practices and policies that undermine
students’  academic  success  and  developmental
progress;  stale-level reform  that supports  local

school improvement cfforts. The writers of this report
regard the middle grades as the most critical period
in the development of “vulnerable” students, ie.,
thosce at risk.

Massachusetts Advocucy Center. The Way Out
Student Exclusion Practices in Boston Middle Schools.
Boston: author, 1986,

The scarch for equity and excelience in the nation’s
public schools is the focus of this report. Attention is
given to special education, bilingual education,
discrimination, and the education of children of
refugees and recent immigrants through examination
of the practices of Boston's middle schools. The
report is written from the perspective that all
children are entitled to attend school and to receive
an cducation that is both "cquitable and excellent.”
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Recommendations center on strategics for systemic
reform. The central tenct is that "schools must be
organized and administcred so as to scrve the
population they actually have, not the population
they wished they had.” Much recent literature repeats
this theme as the basis for restructuring schools.

Miles, Matthew, and Karen Seashore Louis.
Improving the Urban High School: What Works and
Why. New York: Teachers College Press, 1990,

Based on five in-depth case studies of sclected
sccondary schools in large cities, supplemented by a
national survey of improving high schools, this book
provides a helpful look at the process of
improvement. After an introduction which covers the
territory of high schools and change leadership and
management, the authors take us into five schools
that experienced varying degrees of success in change
efforts which they undertook during the late 1980s.
The cases describe the schools in 1985, after some
change had alrcady taken place, and again in 1988,
and include for cach a "reflective review” of what
happened and why. Topics covered include vision
building, handled here in a practical and usable way,
finding and using resources, the day-to-day change
process, and the functions of leadership and
management for change, both of which are needed.
The book is laid out with numerous headings and
conclusions sct off, making it casy for the busy
administrator to rcad and refer to.

National Coalition of Advocates for Students.
Barriers to Excellence: Our Children ot Risk. Boston:
author, 1985,

This landmark report of the Board of Inquiry is
dirceted 1o students, parents, educators, policymakers,
and intcrested citizens. It is the result of hearings
held throughout the country 1o determine the scope
of the problems facing students who do not suceced
in schools and the attendant difficulties experienced
by them during the transition from school to work.
This document set the stage for school reform in the
latter half of the decade.

The writers of this report, namely Harold Howe 11,
former United States Commissioncr of Education,
and Marian Wright Edclman of the Children's
Defensec Fund, communicate genuine concerns for
the nation’s children and promote educational equity
with an obvious sense of compassion and pragmatism.
Excellence, equity, and accountability are signalled as
critical indicators of school improvement. This
prescription {or the 1980s scems especially rclevant
for the 1990s.

National Coalition of Advocates for Students. New
Voices: Immigrary Students in U.S. Public Schools.
Boston: National Coalition of Advocates for Students
Immigrant Student Project, 1988,

This report of the Immigrant Student Project
replicates the methodology of the carlicr Board of
Inquiry and offers additional cvidence that
restructuring schools is the route to discover ways to
meet the needs of increasingly diverse student
populations. The focus is on the ncw wave of
immigration of the 1970s-1980s. Leadership develop-
ment, resource allocation, equily, and access for
ncwly cstablished immigrant sclf-help groups are the
major themes.  Cross-cultural  issucs, language
differences, temporary  and  long-term  familial
scparation, lcgal status, racial tension, and the
stresses of war are among the topics discussed.

Natriello, Gary, ed. School Dropouis: Pattems and
Policies. New York: Teachers College Press, 1986.

This volume is a collection of articles from noted
educators who are concerned about the problems of
students who fail to graduate from high school. The
authors examine dropout paticrns and policies
designed to reduce the incidence of leaving school
prior to completion. The articles include: discussions
of data collection procedures employed in a sampling
of major school districts nationwide and implications
of these divergent statistical processes for the quality
of information available on the incidence of dropouts;
several in-depth analyses of the High School and
Beyond Study conducted by the National Center for
Education Statistics; an cthnographic study of a New
York City high school; a study »f the impact of
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recent reforms on students who are least likely to
graduate; and implications of all of the above for
continuing rescarch.

This volume presents a panoply of idcas that focus
the debate on mecting the nceds of students for
whom traditional educational models have failed.

Ogden, Evelyn Hunt, and Vito Germinario. The At-
Risk Student. 1ancaster, PA: Technomic Publishing
Co., Inc., 1988.

The authors offer a kaleidoscopic view of the
problems encountered by young people over the
entirec span of their developmental ycars beginning
in pre-school and continuing into young adulthood.
They advocate a K-12 approach that attends to issucs
such as child abuse and ncglect, substance abuse,
suicide, tcen pregnancy, Al'SS, and anorexia. They
proposc achiceving a statc of "wellness” in schools
through the development of appropriate curriculum
and the creation of supportive learning environments
for all students, particularly those who are at risk.
The book is aimed at empowering teachers and
administrators to identify the array of psycho-social
factors that inhibit learning, to develop responsive
curricula and support strategics, and to make
appropriate referrals as necessary. The appendix lists
several resource agencies in cach of the indicated
scrvice  categorics.  Abbreviated  descriptions  of
educational programs that work are also provided.

Orr, Margaret, T. Keeping Students in School. San
Francisco: Jossey-Bass Publishers, 1987.

This book is intended as a resource for educators,
school board members, public officials, labor leaders,
and policymakers who share responsibility  for
attending to the myriad needs of keeping America’s
students in schools and reconnecting those who have
alrcady dropped out. The author addresses the major
issucs relative to both dropout prevention and
"dropout rescue” through the lenses of fourteen
successful programs around the country that offer
alternative approaches. The scope of programs range
from those that offcr supplemental services to those
that provide comprchensive planning and service
delivery in both rural and urban settings.

Appendix C provides a list of programs and
contact persons for cach sitc described in the
preceding cight chapters. This book has utility and
readability for a wide audicnce including
professionals, parents, advocacy groups, and
communily scrvice personncl.

Perez-Selles, Marla S, and Nancy Carmen Barra-
Zuman. Building Bridges of Leaming and Under-
standing: A Collection of Classroom Activities on
Puerto Rican Culture. Andover, MA: The Regional
Laboratory for Educational Improvement of the
Northeast and Islands and The New England Center
for Equity Assistance, 1990,

Written by teachers for teachers who are intcrested
in  "infusing multicultural concepts into  their
curriculum,” this volume offers an intcresting
collection of activities for approaching learning about
history of Pucrto Rico and its people. Activities are
designed to be relevant to all students regardless of
their own cultural background. The use of clear and
simplc language and the flexibility to adapt to
diffcrent subject arcas enhances the book’s appeal.

Phlegar, Janet M. and Raymond M. Rose, A¢-Risk
Students:  Approaches (0 Identification and
Intervention. Providence: Rhode Island Department
of Elementary and Secondary Education, 1988.

"In most cascs, if we try to deal with dropouts, we
arc 100 late to be effective. The focus for schools
and the community nceds to be on the carly
identification and treatment of at risk youth,” state
the authors of this booklet. Their approach allows
schools to place the emphasis on students who are
still attending and increases the likelihood that
schools can makc a diffecrence. This short guide
describes three basic approaches for assisting students
who are at risk: academic, advocacy, and structural.
The recommendations include interagency, family, and
community collaboration.

Much of the information contained in this guide
is applicable to other setlings and offers a starting
placc for designing local strategics to fit the
particular nceds of the student population.
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Presseisen, Barbara S, ed. Ar-Risk Students and
Thinking: Perspectives from Research. Washington,
DC, sand Philadelphin: National Education
Association and Research for Bet.er Schools, 1988.

This volume presents the philosophical underpinnings
and rcscarch support of strategies for teaching
thinking as a pedagogical approach to working with
students who are at risk of failing or dropping out of
school. Each of the seven chapters is organized
around the principle that higher order thinking skills,
including cognitive development, "ought to be an
cducational goal of all Amecrica’s school-aged
children." Addressing the huge disparity between this
goal and current practice is the subject of the several
expositions.

Instructional techniques, classroom organization,
school leadership, and legislative and financial
support arc among the topics included. Practical
discussion quesiions arc posed at the end of cach
chapter.

Rich, Dorothy. Mega Skills: How Families Can Help
Children Succeed in School and Beyond. Boston:
Houghton MifMlin Co., 1988.

Recognizing the family as the first teacher, the book
describes literally hundreds of activities that parcnts
and children can do together to support classroom
lcarning. The ten "mega skills” include academics as
well as the intangible skills of motivation, self-
confidence, responsibility, and caring for and about
~ others. In essence, these are “the values, attitudes,
and behaviors that determine success in and out of
school.” The body of the text characterizes the work
of the Home and School Institute. The "recipes” for
lcarning at home arc cnriched by references to
children’s literature and listings of organizations to
which parcnts can turn to for help on a varicty of
subjects.

One limitation is that the author seems 1o assume
that parents have extensive time, encrgy, and English
rcading ability. Therefore, in many instances, the
simplest idcas scem a bit removed from the day to
day realitics of many poor familics. This book is most
uscful as a resource for a parent coordinator or
traincr.

Schorr, Lisbeth B. Within Our Reach: Breaking the
Oycle of Disadvantage. New York: Doubleday, 1989,

This comprchensive look at the problems of poor
children and interventions that have proven successful
is a must rcad for anyone concerned about our
current and future society. Schorr examines several
arcas -- health, carly pregnancy, child care, as well as
schools -- to learn what is known and what needs to
be donc. She says, "I was astonished to find how
much we knew. And 1 was dismayed at how litlle of
this knowledge was being utilized to change the
prospects for the children growing up in the shadows,
the children most at risk."

In each chapter, Schoor not only describes the
depth of the problem, drawing cxtensively on
rescarch, but also programs that work. Some of the
cducation success storics are James Comer’s School
Development Program, Head Start, Central Park East
School in New York City, and the Perry Preschool
Project.

Sinclair, Robert L., and Ward J. Ghory. Reaching
Marginal Students: A Primary Concem for School
Renewal. Chicago: McCutchan Publishing Corp.,
1987.

Attending to the needs of marginal youth is essential
to school reform and renewal. This book provides an
in-depth analysis of the myriad circumstances that
impair student success in schools and looks at the
process by which students cither return to full
involvement in school or become  increasingly
alicnated. The authors undertake a bold critique of
the institutional purposes served by allowing large
numbers of students to persist in unproductive and
unsuccessful cnvironments. They offer a perspective
on both existing and desirable school programs and
policics for teaching students in the margins.

The obscrvations and recommendations presented
reflect the experience of students and teachers and
focus on the school as the locus of reform. The
leadership of teachers and principals is viewed as
central to the success of any proposed reform efforts,
Sinclair and Ghory suggest ways to begin
convcersations at tne school site for effective reform.
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Slavin, Robert, Nancy Karweit, and Nancy Madden.
Effective Programs for Students at Risk. Boston: Allyn
& Racon, 1989.

This book is a compilation of effective school
programs from preschool through the clementary
grades, collected as part of the work of the Center
for Rescarch on Elementary and Middle Schools at
Johns Hopkins University. The authors look at
numcrous categorics of programs and practices:
pullout programs, classroom programs, preschool and
kindcrgarten  programs, and various aspects  of
Chapter 1 and special cducation programs. They
apply rigorous criteria to a large number of programs
from across the country and identify and describe
thosc that are most cffective.

While the writing is somewhat academic, this book
provides useful information on numerous programs
and practices. Rescarch methods and findings are
bricfly described as cre the criteria for effectiveness
the rescarchers used.

Tiedt, Pamela, L., and Iris M. Tiedt. Mwlticultural
Teaching: A Handbook of Activities and Resources.
Boston: Allyn & Bacon, 1990,

Ticdt and Tiedt present a strong  case  for
multicultural - cducation based on  three  driving
assumptions: "cvery child is a member of a particular
culture which is part of his/her prior knowledge and
influcnces his or her response 10 schooling™, "all
cducation is  inherently  multicultural, for it s
delivered by and  addressed to  individuals  who
represent varied  cultures”,  and  "multicultural
cducation is an integral part of the curriculum, not a
scparale course or a series of varied discrete activities
added 1o an existing prescribed curriculum.”

Each chapter is preceded by a list of objectives
for the reader and followed by a summary, questions
for applications, and a list of rcsources, It contains a
number of activitics for teachers to use for classroom
instruction; these  scem most  appropriate  for
clementary classes.

The content covers a comprehensive  array of
topics and issucs associated with  multicultural
cducation. It establishes a strong rationale based on
historical and sociological data (although we object to
a listing of ninc "geographical races") and connects

— R

multicultural concepts to identity and sclf-csteem,
good interpersonal  relations,  stercotypes  and
expectation, and living in a global village.

Office of Educational Research and Improvement
Urbas Superintendents Netaork  Dealing With
Dropouts: The Urban Superin. »n.lent’s Call 1o Action.
Washington, DC: U.S. Department of Education,
1987.

This volume presents a superintendent’s action plan
for keeping youngsters in school until graduation
along with six strategics recommendad at the regular
mectings of the OERI-sponsorcd  urban
supcrintendents network held in 1986 and 1987, Early
intervention, school climate, high expectations, strong
teachers, varied  instructional  programs, and
collaborative  cfforts  are  the major  strategic
components. Program descriptions accompany cach of
the six strategies. References are organized in paralicl
fashion,

University of the State of New York, Albany.
Students Al-Risk: An  Occupational Education
Perspective. Albany: author, 1989,

This  publication  presents a compilation  of
information relating to at-risk students intended for
those who are interested in developing a statewide
network. The information summarizes  policy studies
and program innovations in the state of New York as
well as national studies on the subject. A listing of
other resources and  exemplary  projects is  also
provided.

Valdivieso, Rafuel. Must They Wait Another
Generation? Hispanics and Secondary School Reform.
New York: ERIC Clearinghouse on Urbun Education,
1986.

Valdivieso addresses the need for secondary school
reform, policy trends, and the inadequacy of existing
reforms that fail to recognize important needs of the
Hispanic population. The latier category includes:
excessive  student-to-counselor  ratios, failure  to
establish the connection between attending school
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and cmployment, and poor understanding  of
adolescent development on the part of practitioners
and administrators. Specific strategies for reorganizing
and attracting older dropouts back to school are
discussed.

Wehluge, Gary (., Robert Rutter, Gregory A. Smith,
Nancy Lesko, and Ricardo R. Fernandez. Reducing
the Risk: Schools as Communities of Support. London:
Falmer Press, 1989,

Assuming that practitioners  have  devised  and
implemented  cffective  strategies  for  school
improvement, this volume takes a bottom-up look at
school reform for students at risk of dropping out.
The authors examine fourteen successful secondary
school programs designed to prevent students from
dropping out. Schools selected provide a broad-based
representation of the at-risk population, which is
defined to include urban minoritics of various racial,
cthnic, and socio-cconomic groups; poor rural whites;
Native Americans; and middle class whites. The
authors discuss the social and cconomic impact of
cffective school reform on the national agenda and
offer specific policy recommendations in three arcas:
developing viable alternative schools; implementing,
systemic  reforms;  and  building  community
partnerships that include the provision of jobs for
students who are at risk.

The book makes a significant contribution to the
literature and sensitizes the reader to the complexity

Weis, Lois, Eleanor Farrar, and Hugh Petrie, eds.
Dropouts from School Albany: State University of
New York Press, 1989,

This book is written from the perspective that it
makes good economic sense to spend availabie dollars
on dropout prevention and  crisis  intersention
programs to keep young people in schools. The
cssays presenicd  include  current  thinking  and
rescarch conducted by a host of recognized writers in
the ficld. Among these are: Michelle Fine, John
Ogbu, and Gary Wcehlage. The question of why
students drop out is of primary concern. The volume
addresses the validity of minimum competency testing,
the varicty of factors within and outside of schools
that impinge upon dropping out, and the complexitics
of the at-risk lcarner. Economic, sociocultural, and
political issucs are considered in tae  context of
finding practical solutions to the  problems of
dropouts in urban and rural comm  aitics.

of problems faced by students, teachers, school
administrators, parcnts.  business  leaders,  and
policymakers.

.105

Kindle The Spark

106



APPENDIX C: RESOURCE ORGANIZATIONS *

A listing of the following agencies and organizations, nationwide: Regional Educational Laboratories w
Regional Resource Centers m Chapter ! Technical Assistance Centers s Chapter 1 Rural Technical
Assistance Centers w Multicultural Resource Centers w Desegregation Assistance Centers m National

Diffusion Network State Facilitators

Ten Regional Educational Laboratonies serve all
states and U.S. junsdictions, each bringing research
and sound practice to improve education in its
designated region.

Northeastern Region

Connecticut, Maine, Massachusetts, New Hampshire,
New York, Puenio Rico, Rhode Island, Vermont,
Virgin Islands

The Regional Laboratory for Educational
Improvement of the Noritheast and Islands
300 Brickstone Square, Suite 900
Andover, MA 01810

(508) 470-0098

Mid-Atlantic Region

Delaware, Washington, D.C., Maryland, New Jersey
Pennsylvania

Rescarch for Better Schools
444 North Third Street
Philadelphia, PA 19123
(215) 574-9300

‘ REGIONAL EDUCATIONAL LABO‘RATOR!‘ES

Appalachia Region
Kentucky, Tennessee, Virginia, West Virginia

Appalachia Educational Laboratory
1031 Quarricr St.

P.O. Box 1348

Charleston, WV 25325

(304) 347-0400

Midwestern Region

Hllinots, Indiana, lowa, Michigan, Minnesota, Ohio,
Wisconsin

North Central Regional Education Laboratory
190" Spring Road

QOak Brook, IL 60521

(708) 571-4700

Southeastern Region

Alubama, Flonida, Georgia, Mississippi, North
Carolina, South Carolina

Southeastern Regional Vision for Education
School of Education

University of North Carolina

Greensboro, NC - 27412-5001

(919) 334-5100
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Central Region

Colorado, Kansas, Missouri, Nebraska, North
Dakota, South Dukota, Wyoming

Mid-Continent Regional Educational Laboratory
2550 South Parker Road, Suite 500

Aurora, CO 80014

(303) 337-0990

Southwestern Region

Arkansas, Louisiana, New Mexico, Oklahoma, Texas

Southwest Educational Development Laboratory
211 East Scventh St

Austin, TX 78701

(512) 476-6861

Northwestern Region

Alaska, Idaho, Montana, Oregon, Washington

Northwest Regional Educational Laboratory
101 S.W. Main Street, Suite 506

Portland, OR 97204

(503) 275-9500

'REGIONAL:R

A

Pacifi. ~gion

Hawaii and other U.S. affiliates in the Pacific Basin

Pacific Region Educational Laboratory
1164 Bishiop Street, Suite 1409
Honolulu, HA 96813

(808) 532-1900

Western Region
Anizona, California, Nevada, Utah

Far West Laboratory for Educational Rescarch and
Development

730 Harrison Street

San Francisco, CA 94107-1242

(415) 565-3000

Regional Resource Centers provide consultation,
technical assistance, and training to state education
agencies and others on special education, related
services, and early intervention.

Region 1

Connecticut, Massachusetts, New Hampshire, New
York, New Jersey, Maine, Vermont, Rhode Island

Northeast Regional Resource Center
Trinity College

Colchester Avenuce

Burlington, VT 05401

(802) 658-5036

Region 2

Delaware, Maryland, Washington, DC, Virginia, West
Virginia, Kentucky, Tennessee, North Carolina, South
Carolina

Mid-South Regional Resource Center
University of Kentucky

113 Mineral Industrics Building
Lexington, KY 40506-0051

(606) 257-7937
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Region 3

Jeorgia, Alabama, Florida, Mississippi, Puerio Rico,
Virgin Islands, New Mexico, Texas, Oklahoma,
Arkansas, Louisiana

South Alantin Regional Resource Center
Florida Atlantic University

1236 North University Drive

Plantation, Florida 33322

(305) 473-6106

Region 4

llinois, Indiana, Ohio, Pennsylvania, Michigan,
Wuconsin, Minnesota

Great Lakes Regional Resource Center
700 Ackerman Road, Suite 400
Columbus, Ohio 43202

(614) 447-0844

"CHAPTER 1

Narg
X

TECHNICAL ASS

SR A .

Region 5

Montana, Wyoming, North Dakota, South Dakota,
Utah, Colorado, Nebraska, Kansas, lowa, Missouri,
Bureau of Indian Affairs

Mountains Plains Regional Resource Center
Utah State University

Exceptional Child Center/lUMC 68

Logan, Utah 84322

(801) 752-0238

Region 6

Alaska, Amenican Samoa, Commonwelath of
Nornthern Mariana Islands, Guam, Trust Territories
of the Pacific, Washington, California, Hawaii,
Anzona, Nevada, Oregon, Idaho

Western Regional Resource Center
College of Education

University of Oregon

Eugene, Oregon 97403

(503) 346-5641

FAX: (503) 346-5639

Chapter 1 Technical Assistance Centers provide
technical assistance, consultation, training, and other
such assistance as will help stute and local
educational agencies improve the qualily of education
provided 1o educationally disadvantaged children
panticipating in Chapter 1 programs.

Region A

Connecticut, Maine, Massachusetts, New Hampshire,

New Jersey, New York, Puerto Rico, Rhode Island,
Vermont

RMC Rescarch Corporation

400 Lafayette Road

Hampton, New Hampshirc 03842
(603) 926-8888

(800) 258-0802

Region B

Delaware, District of Columbia, Indiana, Kentucky,
Maryland, Michigan, Ohio, Pennsylvania, West

Virginia

Advanced Technology, Inc.
Onec Park Fletcher Building
2601 Fortune Circle East
Indianapolis, IN 46241
(317) 244-8160

(800) 456-2380
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Region C

Alabama, Florida, Georgia, Mississippi, North
Carolina, South Carolina, Tennessee, Virginia

Educational Testing Service

250 Picdmont Avenue, Suite 1240
Atlanta, Georgia 30308

(404) 524-4501

(800) 241-3865 (From Region Only)

Region D

Hlinois, lowa, Minnesota, Missouri, Nebraska, North
Dakota, South Dakota, Wisconsin

Rescarch and Training Associates, Inc.
10950 Grandvicew, Suite 300

34 Corporate Woods

Ovcerland Park, KS 66210

(913) 4518117

(800) 922-9031

Region E

Arkansas, Arizona, Colorado, Kansas, Louisiana,
New Mexico, Oklahoma, Texas, Utah

RMC Rescarch Corporation
Writer Square

1512 Larimer Strect, Suite 540
Denver, CO 80202

(303) 825-3636

(800) 922-3636

Region F

Alaska, California, Hawaii, Idaho, Montana,
Nevada, Oregon, Washingion, Wyoming

RMC Rescarch Corporation

2570 West El Camino Real, Suite 610
Mountain View, CA 94040

(415) 941-9550

(800) 451-4407

'GHAPTER 1 RURAL TECHNICAL ASSISTANCE CENTERS.

Chapter 1 Rural Technical Assistance Centers
provide technical assistance, consultation, training,
and such other assistance as will help state and local
educational agencies improve the quality of education
provided to educationally disadvantaged children
participating in Chapter 1 programs in rural areas.

Region 1

Connecticut, Maine, Massachusests, New Hampshire,
New Jersey, New York, Rhode Island, Vermont

RMC Rescarch Corporation

400 Lafayettc Road

Hampton, New Hampshirc 03842
(603) 926-8888

(B00) 582-7175

Region 2

Delaware, District of Columbia, Indiana, Kentucky,
Maryland, Michigan, Ohio, Pennsylvania, West
Virginia

Advanced Technology, Inc.
One Park Fletcher Building
2601 Fortune Circle East
Indianapolis, IN 46241
(317) 244-8160

(B00) 456-2380
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Region 3

Alabama, Florida, Georgia, Mississippi, North
Carolina, South Carolina, Tennessee, Virginia

Advanced Technology, Inc.

Onc Decatur Square, Suite 150
150 East Ponce de Leon Avenue
Decatur, GA 30030

(404) 377-8130

Region 4

lllinois, lowa, Minnesota, Missouri, Nebraska, North

Dakota, South Dakota, Wisconsin

Rescarch and Training Associates, Inc.
10950 Grandview, Suite 300

34 Corporate Woods

Overiand Park, KS 66210

(913) 451-8117

(800) 922-9031

Region 5

Arkansas, Arizona, Colorado, Kansas, Louisiana,
New Mexico, Oklahoma, Texas. Utah

RMC Research Corporation
Writer Squarc

1512 Larimer Street, Suite 540
Denver, CO 80202

(303) 825-3636

(800) 922-3636

Region 6

California, Idaho, Montana, Nevada, Oregon,
Washington, Wyoming

Northwest Regional Educational Laboratory
101 S.W. Main, Suite 500

Portland, OR 97204

(503) 275-9584

(BO0) 547-6339

Region 7
Alaska

Northwest Regional Educational Laboratory

101 S.W. Main, Suite 500
Portland, OR 97204
(503) 275-9584

(800) 547-6339

Region 8
Hawaii

RMC Research Corporation
850 Richards Street, Suite 501
Honolulu, HI 96813

(BOB) 523-1372

Region 9
Puento Rico

The Regional Laboratory for Educational
Improvement
of the Northeast and Islands
276 Coll y Toste
Hato Rey, PR 00919
(809) 763-8334

Region 10

Bureau of Indian Affairs Schools

Rescarch & Training Associates, Inc.
34 Corporate Woods, Suitc 300
10950 Grandvicw

Overland Park, KS 66210

(913) 451-8117

(800) 922-9031
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Multicultural Resource Centers provide training and
technical assistance services on bilingual education

and English as a Second Language to educators and
community members.

Service Area 1

Maine, New Hampshire, Vermont, Massachuselts,
Connecticut, Rhode Island

Brown University

New England Multifunctional Resource Center
345 Blackstone Blvd.

Weld Bldg.

Providence, R1 02906

FAX: (401) 863-3700

Service Area 2

New York State

Hunter Collcge and The Rescarch Foundation
of the City

University of New York

695 Park Ave., Room 924 West

New York, NY 10021

FAX: (212) 772-4941

Service Area 3

Pennsylvania, Ohio, West Virginia, Virginia,
Kentucky, New Jersey, Delaware, Maryland, District
of Columbia

Mid Atlantic MRC

8737 Colesville Rd., Suitc 900
Silver Spring, MD 20910
FAX: (301) 588-5947

Service Area 4

Alabama, Florida, Georgia, Mississippi, North

Carolina, South Carolina, Tennessee

Florida Atlantic University
College of Education FAU-MRC
College of Education MT17,

500 NW 20th St.

Boca Raton, FL 33431

(800) FAU-MRC(C1

(800) FAU-MRCO

FAX: (407) 367-2319

Service Area 5

Arkansas, HNlinois, Indiana, Louisiana, Missouri

InterAmerica Rescarch Associates

Midwest Bilingual Education MRC
2360 East Devon Ave., Suite 3011

Des Plaines, IL. 60018

(312) 296-6070

Service Area 6

lowa, Michigan, Minnesota, Wisconsin

Wisconsin Center for Education Rescarch
University of Wisconsin, Madison

1025 West Johnson St.

Madison, WI 53706

FAX: (608) 263-6448

Service Area 7

Texas

Southwest Education Development Laboratory

211 East 7th St.
Austin, TX 78701
FAX: (512) 476-2286
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Service Area 8

Oklahoma, Kansas, Nebraska, South Dakota, North

Dakota

University of Oklahoma

Division of Continuing Education and Public
Aflairs

555 Constitution Ave.

Norman, OK 73037

FAX: (405) 325-1824

Service Area 9
Idaho, Oregon, Montana, Washington, Wyoming

Interface Network, Inc.

4800 SW Griffith Drive, Suite 202
Beaverton, OR 97005

FAX: (503) 626-2305

Service Area 10
Anzona, New Mexico, Utah, Colorado, Nevada

Multifunctional Resource Center AMRA208
Arizona State University

College of Education

Tempe, AZ 85287

FAX: (602) 965-2012

Service Area 11

Southem California, including Imperial, Los Angeles,
Orange, Riverside, San Bernardino and San Dicgo

counties

Multifunctional Resource Foundation
San Diego State University

636 Alvarado Court, Suite 226

San Dicgo, CA 92120

FAX: (619) 594-4570

Service Area 12

Northemn California, all counties nonh of &
including San Luis Obispo, Kern, & Inyo

ARC Associates, Inc.
310 Eighth St,, Suite 220
Oakland, CA 94607
FAX: (415) 763-149%)

Service Area 13
Puerto Rico, Virgin Islands

Mectropolitan University
Apartado 21150

Rio Piedras, PR 00928
FAX: (809) 766-1763

Service Area 14

Hawail, American Samoa

ARC Associates, Inc.
1314 South King St., Suitc 1456
Honolulu, HI 96814
FAX: (8B08) 531-7802

Service Area 15

Guam, and other Pacific entities

University of Guam

Project BEAM, College of Education
UOG Station

Mangilao, GU 906913

FAX: (671) 734-3118

Service Area 16
Alaska

Interface Network, Inc.

3650 Lake Otis Parkway, Suite 102
Anchorage, AK 99508

FAX: (907) 563-8181
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DESEGREGATION ASSISTANCE CENTERS

Desegregation Assistance Centers provide training and  Reglon 4

technical assistance services to local schools and
school districts on issues related to race, sex, and
national origin, equity, and compliance with laws
that promote equal educational opportunity.

Region 1

Connecticut, Maine, Massachusetts, New Hampshire,
Rhode Island, Vermonti

The NETWORK, Inc.

300 Brickstone Square, Suite 90
Andover, MA 01810

(508) 470-1080

Region 2
New Jersey, New York, Puerto Rico, Virgin Islands

Metro Center

New York University

32 Washington Place -- Room 72
New York, NY 10003

(212) 998-5110

Region 3

Delaware, District of Columbia, Maryland,
Pennsylvania, Virginia, West Virginia

Mid-Atlantic Equity Center
The American University
5010 Wisconsin Ave.,, N.W.
Suite 310

Washington, D.C. 20016
(202) 885-8517

Alabama, Florida, Georgia, Kentucky, Mississippi,
South Carolina, Tennessee

Southern Education Foundation
135 Auburn Avenuc

Atlanta, Georgia 30303

(404) 523-0001

Region 5

Hlinois, Indiana, Michigan, Minnesota, Ohio,
Wisconsin

The University of Michigan
School of Education

PEO -- Room 1005

Ann Arbor, Michigan 48109-1259
(313) 763-9910

Region 6

Arkansas, Louisiana, New Mexica, Oklahoma, Texas

Intercultural Development Rescarch Association
5835 Callaghan, Suite 350

San Antonio, TX 78228

(512) 684-8180

Region 7
lowa, Kansas, Missouri, Nebraska

Kansas State University
School of Education
Bluemont Hall
Manhattan, KS 66506
(913) 532-6408
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Region 8 Region 10

Colorado, Montana, North Dakota, South Dakota,
Utah, Wyoming

Mid-contincnt Regional Educational Laboratory

Equity Division INTERFACE

2550 South Parker Road, Suite 500 4800 SW Griflith Drive

Aurora, CO 80014 Suite 202

(303) 337-0990 Beaverton, OR 87005
(503) 644-5741

Alaska, Hawaii, ldaho, Oregon, Washingion,
American Samoa, Guam, Northem Mariana Islands,
Trust Tervitory of the Pacific

Region 9
Arizona, California, Nevada

Southwest Regional Laboratory for Educational
Research and Development

4665 Lampson Avcnue

Los Alamitoa, CA 90720

(213) 598-7661

NATIONAL DIFFUSION NETWORK STATE FAGILITATORS

The National Diffusion Network (NDN) is a
dynamic system for sharing sucessful educational
programs among schools, colleges, and others.
Exemplary programs developed by local schools are Statc Capitol Mall, Room 111
identified and funded to provide training and Little Rock, AR 72201
materials to others. In each state a facilitator serves  501-682-4568

as a link between the schools in its jurisdiction and

Susan Juergensmeier
Arkansas Department of Education
Arch Ford Education Bldg.

NDN programs across the country.

Sandra Berry

Alaska Dept. of Education

Pouch F, State Office of Education
Junecau, AK 99811

907-465-2841

Maureen Cassidy, Coordinator
Alabama Facilitator Project

Division of Professional Services

Room 5069 -- Gordon Persons Building
Montgomery, AL 36130

205-242-9834

L. Leon Wcbb

Educational Diffusion Systems, Inc.
161 East First Strect

Mcsa, AZ 85201

602-969-4880

Janc E. Zinner

California State Facilitator Center
1575 Old Bayshore Highway
Burlingame, CA 94010
415-692-2956

Charles D. Beck, Jr.
Education Diffusion Group
3800 York St., Unit 8
Denver, CO 80205
303-837-1000, Ext. 2136
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Appendix C

Jonathan Costa
RESCUE

355 Goshen Road
Litchficld, CT 06759
203-567-0863

Susan C. Williams

District Facilitator Project
Eaton School

34th and Lowell Street, NW.
Washington, DC 20008
202-282-0056

Carole White

State Facilitator Project
Department of Public Instr.
P.O. Box 1402

John G. Townsend Building
Dover, DE 19901
302-736-4583

Suc Carpenter

Public Schools Resoerce Center
State Facilitator Project

Florida Dept. of Education

Knott Building, 325 W. Gairo Strect
Tallahassee, FL. 32301
904-487-1078

Francces Hensley

607 Adcrhold Hall, UGA
University of Georgia
Athens, GA 30602
404-542-3322

Francine Grudzias

Hawaii Educational Disscmination
Diffusion System (HEDDS)

Office of Instructional Scrvices

595 Pepeckeo Street, Bldg. H.

Honolulu, HI 96825

808-396-6356

Michelle Soria-Dunn

Iowa Department of Education
Grimes State Office Building
Des Moines, 1A 50319
515-242-5988

Ted L. Lindley

State Dept. of Education

Len B. Jordan Office Building
650 West State Street

Boise, ID 83720
208-334-2186

Shirlcy M. Mcnendez
1105 East Fifth Street
Mectropolis, IL 62960
618-524-2166

Lynwood Erb

Project Director

Indiana Facilitator Center
Logansport Community School Corp.
2829 George Street

Logansport, IN 46947

219-722-1754

James H. Connett

Kansas Statc Facilitator Project
KEDDS/LINK, Stafl Development Center
3030 Osage Strcet

Wichita, KS 67217

316-833-3971

Barbie Haynes

Department of Education
Capitol Plaza Tower Officec Bldg.
Frankfort, KY 40601
502-564-6720

Brenda Argo

Facilitator Project

State Dept. of Education
ECIA Chapter 2 Burcau
P.O. Box 94064

Baton Rouge, LA 70804
504-342-3375

Nancy Love

The NETWORK

300 Brickstone Squarc, Suite 900
Andover, MA 01810
508-470-1080
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Appendix C

Raymond Hartjen

Maryland Facilitator Projcct
Educational Alternatives, Inc.
P.O. Box 265

Port Tabacco, MD 20677
301-934-2992

Elainc Roberts

Maine Facilitator Project

Maine Center for Educational Scrvices
P.O. Box 620

Auburn, ME 04210

207-783-0833

Carol Wolenberg

Michigan Department of Education
P.O. Box 30008

Lansing, Ml 48909

517-373-1807

Dianc Lassman

The EXCHANGE
CAREI-166 U Press

2037 University Avenue, SE
University of Minncsota
Minneapolis, MN 55414
612-624-0584

Jolene Schulz

Missouri Facilitator Center
1206 East Walnut
Columbia, MO 65201
314-875-8782

Bobby Stacy

Mississippi Facilitator Project
State Dept. of Education
P.O. Box 771

Jackson, MS 39205
601-359-3498

Ron Lukenbill

State Facilitator Project
Office of Public Instruction
State Capitol

Helena, MT 59601
406-444-2080

N

John Hawes

North Carolina Facilitator Project

North Caroline Department of
Public Instruction

116 W. Edenton Street

Ralcigh, NC 27603-1712

919-735-7037

Charles DeRemer

Dept. of Public Instruction
State Capitol

Bismarck, ND 58505
701-224-2514

Elizabeth Alfred

Ncbraska Dept. of Education
301 Centinnial Mall

P.O. Box 94987

Lincoln, NE 68509
402-471-3440

Jared Shady

New Hampshire Facilitator Center
80 South Main Street

Concord, NH 03301
603-224-9461

Katherine Wallen

Educational Information and Resource
Center

N.J. State Facilitator Project

700 Hollydell Court

Sewell, NJ 08080

609-582-7000

Amy L. Atkins

DEEP Project

Univ. of NM, College of Education
Onate Hall, Room 223
Albuquerque, NM 87131
505-277-7991

Doris Betts

Nevada Department of Education
400 West King Strect

Capitol Complex

Carson City, NV 89710
702-885-3136
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Lauric Rowe

NY Education Department
Room 860 EBA

Albany, NY 12234
518-474-1280

C. William Phillips

Ohio Facilitator Center

Ohio Dcpartment of Education
Division of Inservice Education
65 South Front Strect
Columbus, OH 43215
614-466-2979

Dcborah Murphy

Oklahoma Facilitator Center
123 East Broadway

Cushing, OK 74023

Ralph Nelsen

Columbia Education Center
11325 S.E. Lexington
Portland, OR 97266
503-760)-2346

Richard Brickley
Facilitator Project, R.LS.E
725 Caley Road

King of Prussia, PA 19406
215-265-6056

Elba Encarnacion

Center for Dissemination, 5th Floor
Department of Education

P.O. Box 759

Hato Rey, PR (919

8()9-753-1645

Faith Fogle

R.L Facilitator Center
Roger Williams Bld.
22 Haycs Strect
Providcnce, RI 02908
401-277-2617

Peter Samulski

State Facilitator Project

S.C. Department of Education
1429 Scnate Street

Columbia, SC 29201
803-7348116

Donlynn C. Rice

South Dakota Curriculum Center
205 West Dakota Avenue

Pierre, SD 57501

605-224-6708

Reginald High

College of Education/Capitol BERS
University of Tennessee

2046 Terrace Avenue

Knoxville, TN  37996-3504
615-947-4165

Judy Bramlett

Education Service Center
Region VI

3332 Montgomery Road
Huntsville, TX  77340-6499
409-295-9161

Lyle Wright

Utah State Facilitator Project
Utah State Office of Education
250 East 500 South

Salt Lake City, UT 84111
801-538-7822

Judy McKnight

Virginia Facilitator Project

The Education Network of VA
3421 Surrey Lanc

Falls Church, VA 22042
703-698-0487

Lois Habteyes

Virgin Islands Department of Education
P.O. Box 6640

St. Thomas, VI 00801

809-774-0100, Ext. 211
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Howard Verman
Trinity College
Colchester Avenue
Burlington, VT 05401
802-658-7429

Keith Wright

15675 Ambaum Blwd., S.W.
Scattle, WA 98166
206-433-2453

Will Ashmorc

Dcpartment of Public Instruction
P.O. Box 7841

Madison, WI 53706
608-267-9179

L

Cornelia Calvert Toon

State Department of Education
1900 Kanaawha Bivd. E.
Building #6, Room B-252
Charleston, WV 25305
304-348-2193

Nancy Leinios

Wyoming Innovative Network System
State Department of Education
Hathaway Building

Cheyenne, WY 82002
307-777-6226
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Txlay more than ever before, it is essential that all our students acquire
the knowledge, skills, and attitudes they need to lead productive lives.
Although our population and socicty have changed greatly in the last half
century, most of our schools have not. For several years educators,
policymakers, parents, and other citizens in the region served by The
Regional Luboratory for Educational Improvement of the Northeast and
Islands have been concerned about the high percentage of children whom
our schools do not seem to be serving well. In collaboration with state
departments of ceducation and others, The Regional Laboratory has
worked with several schools, districts, citics, and states to change schooling
so that more students -- particularly those most at risk of failing or
dropping out of school -- stay in school and achicve at higher levels.

As a regional luboratory, one of our responsibilitics is to document
cflorts such as these and share knowledge with others. That is the purpose
of this book. In it we have tried to capture what we have learned from
schools that have made concerted cfforts to improve their classroom
practices, policics and structures, student support strategics, and family
and community involvement in order to enable more students to succeed.

Kindle the SPARK joins other Regional Laboratory products,
publications, and services that promote the use of the best available
rescarch and practice to help cducators and policymakers make schools
places where all students can succeed. The Regional Laboratory for
Educational Improvement of the Northeast and Islands is one of ten
regional laboratorics nationwide and is sponsored primarily by the United
State Department of Education’s office of Educational Rescarch and
Improvement. The Regional Laboratory has been serving the educators
and policymakers of New England, New York, Pucrto Rico, and the
Virgin Islands since 1985, For more information about any of our
programs, products, or services, call or write:

E The Regional Laboratory

few Eehieatwnsat laygweneannend of the Newtheast b Rhaids
300 Brickstone Square
Suitc 9
Andover, Massachusctts 01810
508/470-0098
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