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Preface

Too many good programs initiated as specially funded projects, pilots, and
demonstrations tend to be lost when the period of special funding ends. This
guide/toolkit is designed as a resource aid for those in schools and communities
who are concerned about sustaining valuable initiatives and innovations. Optimally,
sustainability should be a focus from day one of a project’s implementation. With
most projects, pilots, and demonstrations, however, the pressure of just becoming
operational often means that sustainability is not a major focus until well into the
work and close to the end of the temporary funding. This document has been
developed with this reality in mind.

The focus is on sustaining valued functions and collaborations. A particular
emphasis is on efforts designed to enhance how schools address barriers to
learning and teaching.

The material is oriented to the idea that the essence of sustainability is making
systemic changes. In particular, the guide emphasizes that the likelihood of
sustaining good approaches for enhancing outcomes for children, youth, and
communities is increased if the functions are integrated into the fabric of existing
support programs and services and school improvement efforts. Also, we suggest
that equity requires that any good work that can benefit students in one school
should be replicated so that all students in a school district have an opportunity to
experience the benefits. All this usually means being involved in systemic change
processes.

This document presents basic ideas, phases, stages, steps, and lessons learned
from the existing research base and from many years in the field. It has benefitted
greatly from the contributions of numerous professionals involved with the federal
Safe Schools/Healthy Students initiative.* It has been designed with the recognition
that users will want and need to make adaptations to fit their specific circumstances
and contexts. And, hopefully, all who use it will continue to revise, improve, and
expand this working dratft.

*We especially acknowledge the Safe Schools/ Healthy Students Action Center for providing information
and guidance that supported development of this document.



The Challenge:

The tendency for many projects, pilots, and demonstrations is
simply to view sustainability as finding alternate resources to
carry on work developed through the special funding (e.g.,
“How can we get another grant.”).

The real challenge, however, is to understand that
sustainability requires a deeper understanding of systemic
change and how to promote such change.




What the Guide Covers

What follows is a technical assistance document designed to address sustainability as a
systemic change process and in the context of school-community connections.

 Part | begins with an overview of what sustainability means. It is suggested that
not everything is worth maintaining and that what is maintained should be fully
integrated into the fabric of existing support programs and services designed to
enhance the outcomes for children, youth, and communities.

 Section 2 of Part | includes a set of tools and aids for sustainability — with an
emphasis on processes that will mobilize partners and develop effective
mechanisms for system change.

* Inthe third section of Part I, the focus is on evaluating sustainability efforts.
Discussed is the necessity of formulating an evaluation action plan, adopting
specific benchmarks for monitoring progress, and specifying and measuring both
immediate and longer-term indicators that functions are sustained.

 Part Il stresses that the likelihood of sustaining many valued functions and
school-community connections is enhanced by connecting the work with
educational reforms and school improvement planning. Section 1 outlines basic
frameworks to help guide efforts to integrate with education reforms.

 Sections 2 and 3 of Part Il reframes sustainability as an opportunity to enhance
intervention and collaboration for addressing barriers to student learning and
promoting healthy development. The emphasis is on playing catalytic, planning,
and follow-through roles in generating the type of systemic changes that sustain
and enhance functions valued by the school and community. This includes a
focus on policy, collaborative infrastructure, and capacity building. The aim, over
time, is to improve outcomes for all children and youth by moving initiatives for
addressing barriers to student learning and promoting healthy development from
the margins into the mainstream of the school and community culture.

 Finally, appendices and a list of references and resources drawn from a variety of
sources provide additional guidance and tools and cover topics such as
developing standards and expanding the accountability framework, social
marketing, and enhancing working relationships.

Given the various stakeholders who often are involved (e.g., Districts, schools, agencies,
families), the frameworks included here are intended to provide guiding templates that can
be refined by different stakeholder groups. And, while the steps outlined imply a degree of
linearity, it is essential to remember that systemic change is a dynamic process, and
facilitation of change requires a flexible approach.

Treat this document as a starting point in your efforts to sustain important efforts. In a real
sense, it is meant to be a growing toolkit. The material can be drawn upon to develop a
variety of resource aids. Feel free to use whatever you find helpful and make any adaptations
that will bring the content to life.



Never doubt that a small group of thoughtful, committed people

can change the world. Indeed, it is the only thing that ever has.”
Margaret Mead

While skills and tools are a key aspect of sustaining school-community
partnerships, underlying the application of any set of procedures is
motivation.

» Motivation for sustaining school-community partnerships
comes from the desire to achieve better outcomes for all
children & youth.

* It comes from hope and optimism about a vision for what is possible
for all children and youth.

It comes from the realization that working together is essential
in accomplishing the vision.

* It comes from the realization that system changes are
essential to working together effectively.

» Maintaining motivation for working together comes from
valuing each partner’s assets and contributions.

When a broad range of stakeholders are motivated to work together to
sustain progress, they come up with more innovative and effective strategies
than any guidebook or toolkit can contain.



Part I: Sustainability as a Systemic Change Process

Section 1. Toward Understanding Sustainability

A. Sustainability of What? Making a Strong Argument

B. What's Involved in sustaining valued functions?

C. Guidelines, Stages, and Steps

We are confronted with
insurmountable opportunities.

Pogo



Introduction

Properly conceived and implemented new initiatives are essential to improving
schools and communities. Such innovations usually are pursued as projects, with
temporary funding and staffing. When the funding ends, more often than not much
of what has been developed disappears. Sometimes this is appropriate, such as
when what was developed turns out not to be effective or important. At other times,
the loss represents a set back for many stakeholders. The concern in such cases
is how might the innovation be sustained. Optimally, sustainability should be a focus
from the day a project is implemented. With most projects, however, the pressure
of just becoming operational often postpones such a focus until well into the second
year of a three year funding period.

Projects as Catalysts for Systemic Change

With a view to sustaining valued functions, most demonstration projects and initiatives can
be a catalyst for systemic change. More to the point, it is frequently the case that such
projects must produce systemic changes or much of what they have developed is unlikely
to be sustained. Federally-funded projects, such as those established through the Safe
Schools/Healthy Students initiative, illustrate both the need and opportunity for being a
catalytic force. These projects are funded with the aim of coalescing school and community
collaboration for violence prevention. As the first cohort of projects entered their third and
final year of federal support, the scramble began to find another grant to sustain threatened
functions. Much earlier, a few projects realized that sustainability should not be thought
about in terms of hopefully finding more grant money. Rather, they understood the necessity
of taking steps each year to move policy in ways that would sustain valued functions that
had been established through the project’'s work. Moreover, they understood the importance
of embedding such functions in a broader context to enhance their status in the eyes of
policy makers.

Those projects that pursued the categorical agenda of improving violence prevention mainly
took the tack of adding on some services and programs. Although local policy makers tend
to be pleased that such projects bring in added resources, they also view the work in terms
of the limited categorical emphasis and seldom integrate the project's services and
programs into school improvement planning. This contributes to the fragmentation and
marginalization that characterizes school and community efforts to address the many
barriers to learning and teaching and works against sustaining the innovations when the
project ends.

To counter the tendency for project functions to be viewed as having limited value, staff
must strive to reframe the work and find their way to key decision making tables. This
encompasses placing the activity into a broader context in terms of intervention focus, for
example, reframing the activity so that it is seen as an integral part of a comprehensive,
multifaceted, and cohesive approach to enhancing the school’s ability to meet its mission.
It calls for negotiating to be fully included in prevailing decision making, capacity building,
and operational infrastructures in order to effect decisions and work toward reversing
existing fragmentation and marginalization. It involves engaging decision makers in
discussion of the feasibility of replicating the work on a large scale, combined with that of
others, to enhance intervention effectiveness for many, not just a few, students and families.
By working in this way, project staff position themselves to be a catalytic force.



Escaping Project Mentality

For projects to play a catalytic role for systemic change, staff must be mobilized to do so.
And, this requires overcoming the phenomenon that has been dubbed “project mentality.”
Project Mentality is a Barrier.

A common tendency is for those involved in a project to think about (a) their work as simply
a specially funded project and (b) their jobs as providing project-based discrete services.
It also is common for policy makers and those interacting with project staff to assume the
work being done will end when the grant runs out. It is not surprising, then, that everyone
sees the new activity mainly in narrow and time-limited terms. This mind set contributes to
fragmented approaches and marginalized status and, thus, works against developing
comprehensive, multifaceted, and integrated programs for enhancing long-term positive
results for school and community. It also works against capitalizing on the opportunity to be
a catalyst for the type of systemic changes that sustain and expand innovations.

Moreover, as the funding cycle nears its end, a number of very human concerns make it
difficult for staff to focus on systemic change as the key to sustaining valued functions.
These concerns include fear of program elimination and job loss and belief that extramural
funding is the only hope. These concerns push project staff to pursue a limited strategy for
sustainability — seeking additional, dedicated funding to continue as a categorical project,
rather than focusing on systemic changes that can incorporate valuable innovations.

Strategies for Overcoming Project Mentality

Overcoming project thinking begins with redefining the work. Rather than allowing it to be
seen as a 1, 2, or 3 year project, it should be reconceived as an ongoing initiative. After
receiving a grant, we recommend never again referring to the work as a “project.” Next, it
is wise to establish a potent steering body (not a figure-head advisory board). Such a body
should consist of influential champions for the initiative and other individuals who are highly
committed to steering the staff in ways that not only achieve immediate objectives, but can
catalyze systemic changes.

Early in the first year, the plan detailed in the project proposal should be morphed into a
strategic plan for the ongoing initiative. This evolved plan should cover at least two years
of activity beyond the funding period and should delineate, for each year, plans related to
sustainability. As early as feasible, the steering body should push for adoption by policy
makers of the full strategic plan.

An ongoing strategic concern involves enhancing staff motivation and capability to play a
catalytic role. The complexity of building their capacity requires guidance and support from
professionals with mastery level competence for creating a climate for change, facilitating
change processes, and establishing an institutional culture of continuous learning.



Part I: Sustainability as a Systemic Change Process

Section 1. Toward Understanding Sustainability

There is growing interest in understanding how to sustain effective
innovations and some research related to evaluating sustainability
(e.g., Woodbridge & Huang, 2000; Century & Levy, 2002; Trickett,
2002). Our approach to sustainability has evolved over many years,
first in connection with trying to sustain demonstration programs, then
as part of efforts to replicate innovations on a large-scale (see
Adelman & Taylor, 1997a; Taylor, Nelson, & Adelman, 1999).
Confronted with the problems and processes of scale-up, we
generated a broad working framework of major considerations
relevant to planning, implementing, and sustaining innovative
approaches and going-to-scale. (Note: The process of large-scale
replication often is called diffusion, replication, roll out, going-to-scale,
or scale-up; we use the terms interchangeably here.)

A dictionary definition indicates that to sustain is
to keep in existence; to maintain;

to nurture; to keep from failing; to endure

Another way to view sustainability is in terms of institutionalizing system
changes. As Robert Kramer states:

Institutionalization is the active process of establishing your
initiative — not merely continuing your program, but developing
relationships, practices, and procedures that become a lasting part
of the community.

Few will argue with the notion that something of value should be sustained if
it is feasible to do so. Thus, the keys to sustainability are clarifying value and
demonstrating feasibility. Both these matters are touched upon on the
following pages.

“The Board meeting iscalled to order:
the problem for today is whether
to hire 3 security guards or
2 teachers.”




A. Sustainability of What? Making a Strong Argument

One of the most pressing concerns to the staff of a specially funded project is sustaining
their jobs when the project ends. The desire for maintaining one’s job is more than
understandable. The problem is that this is the weakest argument for sustainability that can
be offered to decision makers, especially when budgets are tight. Policy makers are
constantly confronted with requests to maintain and add more personnel. Their decisions
are supposed to be based on evidence of need and institutional priorities. For this reason,
requests that simply advocate for sustaining all facets of a complex and expensive project
also are weak. Decision makers want to know which facets are really necessary to achieve
outcomes and which are nice but unessential accessories.

Two Alternative Ways of Thinking about Sustaining Programs

(1) Give us more money so we can carry on the work.

(2) We need to make systemic changes because if we don’t we will lose
some valued functions.

With respect to alternative 1, the focus often is on writing for grants, providing
services that tap into third party payers (e.g., Medicaid), fund raising
campaigns, or convincing school and/or agency decision makers to allocate
money to cover personnel. More often than not, these efforts do not provide
the needed resources. Thus, as the end grows near, there is a growing
realization and a sinking feeling that much of the activity and most of the staff
cannot be maintained.

With respectto alternative 2, itis recognized from the onset that sustainability
of valued functions requires making and institutionalizing systemic changes.
This involves (a) creating readiness for such changes and (b) playing an
active role in guiding implementation of the changes.

While these alternatives are not mutually exclusive, it is wise to begin with
the second. That is, it is best to think in terms of the probability that more
money will not be available when current funding runs out. This means
moving away from a project mentality and then connecting the activity to
critical system needs and using resources to leverage systemic changes. In
schools these days, connecting with system needs means fully integrating
the work into the accountability demands of the No Child Left Behind Act.
Leveraging includes using allocated funds as a catalyst and also cultivating
champions (including key district and school leaders).




Strong arguments for sustaining school-based innovations are framed within a “big
picture” context of school and community efforts to strengthen students, families,
schools, and/or neighborhoods. Compelling arguments (a) focus on specific
functions that are essential to achieving highly valued outcomes and that will be lost
when a project ends, (b) connect those functions with the overall vision and mission
of the institutions asked to sustain them, and (c) clarify cost-effective strategies for
maintaining the functions.

For example, in our work developing innovations to better meet the needs of
students experiencing learning, behavior, and emotional problems, we always stress
how often the educational mission is thwarted because of many factors that interfere
with youngsters’ learning and performance. We also emphasize that, if schools are
to ensure that all students succeed, designs for school improvement must reflect the
full implications of educating all students. Clearly, all includes more than students
who are motivationally ready and able to profit from “high standards” demands and
expectations. Thus, the focus on all must also include the many who aren’t
benefitting from instructional reforms because of a host of barriers interfering with
their development and learning, including external risk factors arising from
neighborhood, family, school, and peer determinants and internal conditions such
as those related to biological and psychological dysfunctioning. We remind policy
makers that ensuring all students have an equal opportunity to succeed at school
is the reason schools invest in education support programs and services and that
given how substantial the investment is, greater attention must be paid to rethinking
learning supports. From this perspective, we offer the umbrella of a comprehensive,
multifaceted enabling or learning support component to coalesce the full range of
functions that can address such barriers. The emphasis on addressing barriers to
student learning allows us to present and underscore why new approaches are
needed; in particular, we stress the need to fill basic gaps in the ability of schools
to engage and re-engage students in effective classroom learning. Finally, we
discuss cost-effectiveness by focusing on reducing fragmentation and enhancing
resource use via systemic changes related to restructuring how existing student
supports are conceived and implemented (Adelman, 1996; Adelman & Taylor,
1997b; Adelman, Taylor, & Schneider,1999; Center for Mental Health in Schools,
1999). The following sections amplify on the above points.



Presenting a strong argument that there is something of value to sustain begins
with understanding what is likely to be a weak argument.

Weak arguments. One of the most pressing concerns to the staff of a specially
funded project is sustaining their jobs when the project ends. The desire for
maintaining one’s job is more than understandable. The problem is that this is the
weakest case that can be made for sustaining a program. Also weak is any
argument that advocates for sustaining all facets of a complex and expensive
program. Decision makers want to know which facets are really necessary to
achieve outcomes and which are nice but unessential accessories.

. Strong arguments focus on specific functions that are essential
to achieving highly valued outcomes and that will be lost when a
project ends.

. Strong arguments connect the functions to be sustained with
the overall vision and mission of the institutions that are being
asked to sustain them and clarify cost-effective strategies for
doing so.

. Strong arguments are framed within a “big picture” context of school and
community efforts to (a) address barriers to development and learning and
(b) promote healthy development (see Parts II, IV, & V).*

*Part 11 of this document offers some tools for use in clarifying the current
status of the local “big picture” context. The tools reflect the growing
understanding that schools and communities (including institutions of higher
education) must work closely together in order to meet their overlapping goals.

In Parts IV and V, the discussion stresses that, while informal school
and community linkages are relatively simple to acquire, establishing
major long-term connections is complicated, especially when the goal is
to strengthen youth, their families, and the community. Achieving such
goals requires vision, cohesive policy, leadership, and a relentless
commitment to sustaining key functions and structural mechanisms.




B. What's involved in sustaining valued functions?

Sustainability involves a host of complementary activities. The figure on the following page
can be used as a framework for understanding major matters for consideration in planning,
implementing, sustaining, and going-to-scale. It also can be used as a template for
establishing benchmarks for purposes of formative evaluation (see Part Il). As the figure
illustrates, changes may encompass introducing one or more interventions, developing a
demonstration at a specific site, or replicating a prototype on a large-scale.

Whatever the nature and scope of focus, all the key facets outlined in the figure come into
play.

Each cell in the matrix warrants extensive discussion. Here, we must limit ourselves to
highlighting the host of interacting concerns and activities involved in sustaining valued
initiatives.

(1) With respect to sustainability, the nature and scope of focus raises such questions
as: What specific functions will be implemented and sustained? Will one or more
sites/organizations be involved? Is the intent to make system-wide changes?

(2) With respect to key facets, whatever the nature and scope of the work, efforts for
sustainability begin with articulation of a clear, shared vision for the initiative,
ensuring there is a major policy commitment from all participating partners,
negotiating partnership agreements, and designating leadership. This is followed
by processes for enhancing/developing an infrastructure based on a clear
articulation of essential functions, including mechanisms for governance and priority
setting, steering, operations, resource mapping and coordination. Pursuing the
work requires strong facilitation related to all mechanisms, redeploying resources
and establishing new ones, building capacity (especially personnel development
and strategies for addressing personnel and other stakeholder mobility), and
establishing standards, evaluation processes, and accountability procedures. And,
throughout, there must be an ongoing focus on social marketing.

(3) When sustainability is approached as systemic change, the process must address
each of the major phases of systemic change. These include (a) creating readiness
with respect to the climate/culture for change by enhancing both the motivation and
capability of a critical mass of stakeholder, (b) initially implementing changes by
phasing them in with well-designed guidance and support, (¢) maintaining and
sustaining changes through practices that ensure institutionalization, and (d)
ensuring appropriate evolution by enabling stakeholders to become a community
of learners and facilitating periodic creative renewal activity.



Figure 1. New Initiatives:
Considerations Related to Planning, Implementing, Sustaining, and Going-to-Scale
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Exhibit 1
Summary of Some Specific Concerns Related to
Sustainability Planning and Implementation

(1) Nature and scope of focus

» What specific functions are to be sustained (e.g., specific interventions or
program packages)

» Will one or more sites/organizations be involved?

* |s the intent to make system-wide changes?

(2) Key facets related to undertaking any area of focus

« Ongoing social marketing

* Articulation of a clear, shared vision for the work

» Ensuring there is a major policy commitment from all participating partners
» Negotiating partnership agreements

* Designating leadership

» Enhancing/developing an infrastructure based on a clear articulation of
essential functions (e.g., mechanisms for governance and priority setting,
steering, operations, resource mapping and coordination; strong facilitation
related to all mechanisms)

» Redeploying resources and establishing new ones

« Building capacity (especially personnel development and strategies for
addressing personnel and other stakeholder mobility)

« Establishing standards, evaluation processes, and accountability procedures
(3) Phases related to making systemic changes

« Creating readiness (motivation and capability — enhancing the climate/culture
for change)

* Initial implementation (phasing-in the new with well-designed guidance and
support)

* Institutionalization (maintaining and sustaining the new)
» Ongoing evolution and creative renewal

—

10



In discussing approaches for sustaining “community schools,” the Coalition for
Community Schools (2000) offers a range of “principles.” In particular, the
Coalition highlights the importance of policies and practices that

e use school-community teams at the site level to
integrate resources and strategies

* honor and encourage existing school-community governance
arrangements

» support local decision making

* improve coordination of funding streams

e Dbuild infrastructure

* negotiate joint-use agreements

» strengthen pre-service and in-service development

» support inter-professional initiatives

» create and sustain capacity-building organizations

11




C. Guidelines, Stages, and Steps

As indicated in Figure 1, the phases of the change process are a major dimension
of the framework. Although these phases are rather self-evident, the intervention
steps related to sustaining valued functions are less so. As a guide for those
working on sustainability and system change, we have drawn on a what we have
learned from the literature and our own work to delineate 16 key steps related to the
first two phases of the change process (i.e., creating readiness and initial
implementation). These are organized into four “stages.” The stages are conceived
in terms of the need to intervene in ways that 1) develop a strong argument for
sustaining functions, 2) mobilize interest, consensus, and support among key
stakeholders, 3) clarify feasibility, and 4) proceed with specific systemic changes to
sustain innovations. These stages and steps are offered below as guides for specific
action planning.

Below, we highlight 16 steps (organized into four “stages”). Part Il offers concrete
examples and some specific tools and aids related to each step.

Remember: The following formulation of stages and steps is designed to guide
thinking about sustainability and systemic change. It is not meant as a rigid format
for the work. An overriding concern in pursuing each step is to do so in ways that
enhance stakeholders’ readiness, especially motivational readiness. A particularly
persistent problem in this respect is the fact that stakeholders come and go. There
are administrative and staff changes; some families and students leave; newcomers
arrive; outreach brings in new participants. The constant challenge is to maintain the
vision and commitment and to develop strategies to bring new stakeholders on
board and up-to-speed. Addressing this problem requires recycling through capacity
building activity in ways that promote the motivation and capability of new
participants.

When a broad range of stakeholders are motivated to work together to sustain
progress, they come up with more creative and effective strategies than any manual
can prescribe. Thus, while concepts and procedures are invaluable guides, building
a cadre of stakeholders who are motivationally ready and able to proceed is the first
and foremost consideration. The necessary motivation comes from the desire to
achieve better outcomes; it comes from hope and optimism about a vision for what
is possible; it comes from the realization that working together is essential in
accomplishing the vision; it comes from the realization that system changes are
essential to working together effectively. And, maintaining motivation for working
together comes from valuing each partner’'s assets and contributions.
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First, a few guidelines for pursuing sustainability as systemic change:

To counter marginalization, translate interventions into functions that are essential to the
institution’s mission and accountability measures and frame them in terms of a
comprehensive approach.

To avoid fragmentation and counterproductive competition among staff, design and
implement new and expanded school-based activities in ways that integrate them fully with
existing school programs, services, and personnel.

Use acquisition of extra-mural funding to leverage commitments for the type of systemic
changes that will be essential to sustaining and scaling-up valued functions. (In doing so,
establish clear priorities, and revisit memoranda of understanding — MOUs — to leverage
stronger commitments.)

Focus first on the redeployment of current resources so that recommendations for systemic
change are based on existing resources as much as is feasible. (This requires mapping
and analyzing the available resource base.) Requests for additional resources are made
only after it is evident that major gaps cannot be filled using existing resources more
efficiently.

Design and establish an infrastructure that not only can carry out program functions, but
also connects with decision making bodies and is capable of facilitating systemic change.
For example, someone must be responsible for facilitating the creation of motivational
readiness for any specific systemic change.

Use effectiveness data and information on cost-effectiveness in advocating for sustaining
specific activities and approaches.

Identify a critical mass of “champions” to advocate and expedite and establish them as an
active steering body.

Throughout, pursue social marketing and formative and benchmark evaluation.

Stage A: Preparing the Argument for Sustaining Valued Functions

The process of preparing a strong argument for sustainability begins by ensuring that
advocates for sustaining a project’s functions understand the larger context in which such
functions play a role (see Part Il). Of particular importance is awareness of prevailing and
pending policies, institutional priorities, and their current status and how existing resources
might be redeployed to sustain valued functions that otherwise will be lost. With this in mind,
there are five steps to pursue in readying the argument:

1. Developing an understanding of the local “big picture” context for all relevant
interventions. This involves, for example, amassing information that clarifies the
school and community vision, mission statements, current policies, and major
agenda priorities.

2. Developing an understanding of the current status of efforts to accomplish goals
related to the school and community vision, for example, clarifying the degree to
which current priorities are well-founded and the rate of progress toward
addressing major problems and promoting healthy development.
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3. Delineating the functions, tasks, and accomplishments the project initiative has
contributed with respect to the larger agenda and where the functions fit in terms
of current policy and program priorities.

4. Clarifying what functions will be lost if the school(s) and community do not
determine ways to sustain them. The emphasis here is on articulating the
implications of the loss in terms of negative impact on achieving the larger
agenda.

5. Articulating cost-effective strategies for sustaining functions, for example, focusing
on how functions can be integrated with existing activity and supported with
existing resources, how some existing resources can be redeployed to sustain
the functions, how current efforts can be used to leverage new funds.

Stage B: Mobilizing Interest, Consensus, and
Support among Key Stakeholders

In presenting the argument for sustainability, it is important to have a critical mass of influential and
well-informed stakeholders who will be potent advocates for the initiative. The steps involved in
developing this cadre of supporters include:

6. Identifying champions and other individuals who are committed to sustaining the
functions and clarifying the mechanism(s) for bringing supporters together to
steer and work for sustainability.

7. Planning and implementing a “social marketing” strategy to mobilize a critical
mass of stakeholder support.

8. Planning and implementing strategies to obtain the support of key policy makers,
such as administrators and school boards.

Stage C: Clarifying Feasibility

The preceding steps all contribute to creating initial readiness for making decisions to sustain
valued functions. Next steps encompass formulating plans that clarify specific ways the functions
can become part of the larger school and community agenda. This raises considerations related
to infrastructure and daily operations and the full range of systemic change concerns. These are
addressed by:

9. Clarifying how the functions can be institutionalized through existing, modified,
or new infrastructure and operational mechanisms, for example,
mechanisms for leadership, administration, capacity building, resource
deployment, and integration of efforts.

10. Clarifying how necessary changes can be accomplished, for example,
mechanisms for steering change, external and internal change agents, and
underwriting for the change process.

11. Formulating a longer-range strategic plan for maintaining momentum,
progress, quality improvement, and creative renewal.
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By this point in the process, the following matters should have been clarified:

(a) what valued functions could be lost, (b) why they should be saved, and (c) who can help
champion a campaign for saving them. In addition, strong motivational readiness for the
necessary systemic changes should have been established. Done effectively, the process
will have engendered strong motivational readiness for the necessary systemic changes.

Stage D: Proceeding with Specific Systemic Changes

Atthisjuncture, itis time to initiate the implementation process for the necessary systemic changes.
Because substantive change requires stakeholder readiness, it is essential to determine if the
preceding steps accomplished the task. If not, it becomes necessary to revisit some of the earlier
steps. Then, it is a matter of carrying out the plans made during Stage C with full appreciation of
the complex dynamics that arise whenever complex systems undergo change. Specific steps
encompass:

12. Assessing, and if necessary enhancing, readiness to proceed with systemic
changes needed to sustain valued functions.

13. Establishing an infrastructure and action plan for carrying out the changes.
14. Anticipating barriers and how to handle them.
15. Negotiating initial agreements, such as a memorandum of understanding.

16. Maintaining high levels of commitment to accomplishing necessary systemic
changes, for example, ensuring each task/objective is attainable, ensuring
effective task facilitation and follow-through, negotiating long-term
agreements and policy, celebrating each success, and facilitating renewal.

Clearly, the many steps and tasks described above call for a high degree of commitment
and relentlessness of effort. Major systemic changes are not easily accomplished.
Awareness of the myriad political and bureaucratic difficulties involved in making major
institutional changes, especially with limited financial resources, leads to the caution that
the type of approach described above is not a straight-forward sequential process.
Rather, the work proceeds and changes emerge in overlapping and spiraling ways.

Do you understand the questions?

(4 /

Sure. The questions are easy.

\

It’'s the answers that are hard!
/




Section 2. Some Tools and Aids |
for Each Stage and Step |

Stage A. Preparing the Argument for Sustaining Functions

Stage B. Mobilizing Interest, Consensus, and Support
among Key Stakeholders

Stage D. Proceeding with Specific Systemic Changes

Stage C. Clarifying Feasibility ‘

A guidebook is not a blueprint.

It is more like an architect’s notes and sketches.
Use it flexibly and in ways that respond to the
unique characteristics of settings and stakeholders.
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Section 2. Some Tools and Aids for Each Stage and Step

This section offers some specific tools and aids as resources. They are simply examples
to be adapted or to be replaced by others to meet the needs of particular situations.
Additional tools and aids should be created as necessary.

Stage A. Preparing the Argument for Sustaining Functions

Step 1. Developing an understanding of the local “Big Picture” for
addressing problems and promoting development (e.qg.,
becoming clear about the school and community vision,
mission statements, current policy, major agenda priorities,
etc.)

Step 2. Developing an understanding of the current status of the

local big picture agenda (e.g., priorities, progress toward
goals)

Those seeking to sustain specific functions need to understand the school and community
vision, mission statements, current policy, major agenda priorities, etc. and the current status of
the local big picture agenda. Such an understanding will allow them to make the type of
analyses upon which to base their arguments and do planning.

If those seeking to sustain specific functions do not have a big picture perspective, they should:

» Ask for copies of vision, mission, and policy statements and planning documents.

» If there is not enough information from these sources, convene a knowledgeable group
and draft a big picture overview as a basis for proceeding. (See aid on the next page for
some group session guidelines.)

» Gather and/or do some of mapping of overviews of current activity, initiatives,

resources, collaborations, etc. (see Appendix A).

In the process of doing all this, it is important to pay particular attention to how the work fits into
the big picture and begin thinking about what of value needs to be sustained after project
funding ends.

Then, consider (a) how these functions can be integrated with existing activity and supported

with existing resources, (b) how some resources can be redeployed to sustain the functions,
and (c) how current efforts can be used to leverage new funds.
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Resource Aid 1

Discussion aid :
Understanding the Big Picture:

Shared Hopes for the Future of
Our Children, Families, Schools, and Neighborhood

Note to participants: We have invited you to this session to help us
better understand the school and community vision, current policy,
major agenda priorities, etc. and the current status of the local agenda
for the future of children, families, schools, and the neighborhood.
Based on what is shared here, we will write up a working draft as a
guide for future discussions and planning.

The three questions we want to explore are:
(1) What is the current vision for school/community improvement?

(2) What are current agenda priorities for improving
school/community?

(3) How does current vision/mission/policy address barriers to

student learning?

If you would like, we can take the first part of the meeting for making a
few notes as individuals or in pairs before the discussion.

After the discussion, we will outline the consensus of the group with
respect to each question.

Note: Be certain to (a) provide a clear introduction to the group about

the purpose of the task, (b) ensure good facilitation (e.g.,

acknowledging and validating ideas, recording ideas) and (c) develop

a specific plan for follow-up.
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Stage A: Preparing the argument . . . (cont.)

Step 3. Clarifying how specific functions have contributed to the big
picture agenda (e.g., providing data on results) and where the
functions fit in terms of current policy and program priorities

Step 4. Clarifying what valued functions will be lost if the school(s) and
community do not determine ways to sustain them

With respect to functions you are concerned may be lost (i.e., may not be sustained),
two basic question need to be answered here:

What functions are of concern?*

What evidence is there of their value?

The example on the following page illustrates the type of tool that can aid in
answering these questions. The example uses the major elements and
functions specified in the original grant application for the federal Safe
Schools, Healthy Students initiative. For each item, project staff (and other
initiative stakeholders) are to indicate whether it was implemented, any
evidence of its value, and the current likelihood of its being sustained when
project funding ends. Finally, for those valued functions that are in danger
of disappearing, staff indicate which partners should be encouraged to
sustain each function.

*The term functions is used here for a range of activity, including developing,
planning, implementing, coordinating, integrating, and enhancing specific services,
programs, and systems, as well as efforts to develop comprehensive, multifaceted
approaches.
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Resource Aid 2

Tool for analyses: GUIDE FOR CLARIFYING WHAT FUNCTIONS WILL BE LOST
(using a Safe Schools/Healthy Students project as an example — adapt to fit your work)

The following are the six elements of the federal Safe Schools/Healthy Students initiative. For each
of the functions that have been implemented to date, clarify the evidence of their value and which
of the valued functions are in danger of being lost.

What functions has the
project implemented?

Safe School Environment:
>Partnership with law enforcement
>Redesign school facilities
>Develop security measures

Drug & Violence Prevention:
>Family & comm. involvement
>Reshape attitudes
>Effect laws
>Recreation and mentoring

School/Community Mental Health:

>Screen and assess

>School-based prev. & early
intervention

>Referral & follow-up

>School training/consultation

>Support to families

Early Childhood Psychosocial

and Emotional Devel. Programs
>Prevention programs
>Special assistance to
youngster/families

Education Reform:
>Teacher training
>Afterschool programs
>Alternatives to discipline
>Smaller Classes

Safe School Policies:
>Clear standards
>Discipline code
>Teach positive behavior
>Evidence based prevention
>Truancy programs
>Reintegrate juvenile justice
>Information systems
>Parent & comm. involvement

What evidence is there

of their value?

Which of the valued
functions will be lost?

Note: The intent here is for all involved to (a) clarify the range of
interventions, (b) provide a focus for sharing early data on outcomes,
and (c) highlight what will be lost if the work is not sustained.
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Stage B. Mobilizing Interest, Consensus, & Support Among Key Stakeholders

Step 5. Identifying champions for the functions and
clarifying mechanism(s) for bringing a broad base of
supporters together to work on sustainability

Step 6. Clarifying cost-effective strategies for sustaining
functions

Engaging several highly visible and respected “champions” is a good place to begin
mobilizing stakeholder support. For school and community efforts, this means leaders
from both sectors.

At the same time, it is important to begin making the case that functions can be
maintained in a cost-effective manner. Part of this involves amassing any results-
oriented data; another aspect is clarifying how existing resources can be used to sustain
them.

On the following pages are:
 a brief listing of points to think about in underwriting the change process

» atool for focusing discussion about the above steps
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Resource Aid 3
A basic funding principle is that no single source of or approach to
financing is sufficient to underwrite major systemic changes.

Information Aid: Thinking About Financing

Opportunities to Enhance Funding For More I nformation

* Reforms that enable redeployment of existing The Internet provides ready access to info on
funds away from redundant and/or ineffective fynding and financing.

programs

» Reforms that allow flexible use of categorical Regarding funding, see:

funds (e.g., waivers, pooling of funds) >School Health Program
Finance Project Database — _
« Health and human service reforms (e.g., http://www2.cdc.gov/nccdphp/shpfp/index.asp

related to Medicaid, TANF, S-CHIP) that

open the door to leveraging new sources of ~ >School Health Finance Project of the
MH funding National Conference of State Legislators —

http://ncsl.org/programs/health/pp/schifund.htm

* ﬁfﬁgi‘f\;gs’g tobacco settlement revenue >Snapshot from SAMHSA - http://www.samhsa.gov

. . . >The Catalog of Federal Domestic Assistance —
» Collaborating to combine resources in ways WWW.gsa.gov/

that enhance efficiency without a loss (and
possibly with an increase) in effectiveness >The Federal Register —
(e.g., interagency collaboration, public- www.access.gpo.gov/GPOAccess
private partnerships, blended funding)
>GrantsWeb-http://www.research.sunysb.edu/

* Policies that allow for capturing and research/kirby.html
reinvesting funds saved through programs _
that appropriately reduce costs (e.g., as the >The Foundation Center — http://fdncenter.org

result of fewer referrals for costly services) ) ) ) o
>Surfin' for Funds — guide to web financing info

« Targeting gaps and leveraging collaboration http://smhp.psych.ucla.edu/ (search Quick Find)

(perhaps using a broker) to increase extra-

mural support while avoiding pernicious Regarding financing issues and strategies, see:

funding >The Finance Project —
. . http://www.financeproject.org
» Developing mechanisms to enhance >Center for Study of Social Policy —
resources through use of trainees, work-study http:/Awww.cssp.org
programs, and volunteers (including >Center on Budget and Policy Priorities —
professionals offering pro bono assistance). http:www.cbpp.org

>Fiscal Policy Studies Institute —
www.resultsaccountability.com

To foster service coordination, there are several ways to use existing dollars provided to a district by
the federal government. For example, some districts use funds from Title | of the No Child Left Behind
Act based on a provision that encourages steps to foster service coordination for students and families.
A similar provision exists in the 1997 reauthorization of the Individuals with Disabilities Education
Act. Other possible sources are Community MH Services block grant, funds related to after school
programs, state-funded initiatives for school-linked services, etc.
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Resource Aid 4

Tool for analyses:  Getting Ready to Mobilize Support

1) (2) 3)
What valued functions Who might Could this function be sustained by:
might disappear when champion
the project ends this activity?  (a) Integrating? (b) Redeploying? (c) Leveraging?  (d) Budgeting?

(b) redeploying = taking existing funds away from less valued activity.
(c) leveraging = clarifying how current investments can be used to attract additional funds.

(d) budgeting = rethinking or enhancing current budget allocations.

Note: This type of form is meant only as a stimulus for focusing effort related to the tasks
at hand. It is particularly useful as a stimulus for group discussion. As with all tools,
however, it is only useful to a group if there is good facilitation (e.g., the purpose of the task
is cIearIy introduced, ideas are acknowledged, validated, and recorded and follow-up is
well-planned).

(a) integrating = making functions a part of existing activity — no new funds needed. |
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Resource Aid 5

Discussion aid: Clarifying What Functions Will Be Lost and What to Do

1. List aspects of your work that are likely to be lost when project funding ends despite
your arguments that they are essential for students to succeed at school. (Note if
you have data to back up your argument.)

2. Which key leaders in your district/county have not been involved to date but must be
enlisted if these aspects are to be sustained?

3. What data are these key leaders accountable for that you can use in making the
argument for sustainability?

4. Given all you have learned about problems, programs, and politics, what are you
thinking needs to happen now to sustain the key aspects you have identified above?
(What strategic steps are needed to ensure continuation of these important
functions?)
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Stage B. Mobilizing Interest, Consensus, and Support . . . (cont.)

Step 7. Planning and implementing a “social marketing”
strategy to mobilize a critical mass of stakeholder support

Step 8. Planning and implementing strategies to obtain the
support of key policy makers

To foster a critical mass of stakeholder support for efforts to change programs and systems,
it becomes necessary to enter into the realm of “social marketing” — including the use of an
evidence base for moving in new directions. For a brief introduction to these matters, see
Appendix B.

On the next page is an example of a survey process designed to accomplish the following:

>inform the school-community about the initiative and its broad goals

>enhance readiness for convening groups to share the broad vision and goals and for
follow-up action planning

>elicit involvement in leadership, including identifying possible champions
>clarify concerns
>provide staff and other stakeholders with information that allows them to plan
school-community meetings (e.g., timing, grouping, agenda, speakers, etc.) as part
of efforts to mobilize a broad base of supporters
The process can be used to
* launch an initiative

» inform the school-community of programs and services and integrate them

» anticipate the end of the funding cycle to transition functions for sustaining the effort
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Resource Aid 6

Su rvey (using a Safe Schools/Healthy Students project as an example — adapt to fit your work )

SCHOOL-COMMUNITY ENGAGEMENT FOR SUSTAINING THE BENEFITS OF THE
SAFE SCHOOLS/HEALTHY STUDENTS PROGRAMS

The Safe Schools/Healthy Students initiative was designed to assist school districts to implement and
enhance community wide safe and healthy development strategies. The intent is to use the funds to
support or enhance a comprehensive, integrated strategy for an entire district.

“A critical feature of the Initiative is the linking and integration of existing and new
services and activities into a comprehensive approach to violence prevention and
healthy development that reflects the overall vision for the community, not the isolated
objectives of a single activity.” (from Safe Schools/Healthy Students application)

While project staff have initiated a number of programs and processes to address safe and healthy
development, the next step is to better integrate the new activities into the fabric of the community.
This step calls for involving more school and community representatives in the planning process.

To sustain the benefits of the Safe Schools/Healthy Students initiative, we need your ideas:

1. We plan to have a series of meetings with various groups to share the current activities of the
initiative and discuss ways these activities can be integrated into ongoing school and community
systems. What groups and what key individuals do you think should be included in these
meetings? (e.g., School Board, Chamber of Commerce, Superintendent and District
Administrators, Mayor and City officials, School supervisors of support services, community
agency directors, providers of services, law enforcement providers, other collaboratives working
on similar concerns, others)

2. These meetings are intended to strengthen integrated school-community plans for safe and
healthy development for all children and youth. What do you think is the best strategy? One way
is to have a few large group presentations so everyone shares the same vision, followed by
smaller groups to plan ways to implement next steps. What do you think of this? What other
ideas do you have?
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Survey (cont.)

3. We would like to identify key leaders to help steer this process. Who do you think should be
included? Are you interested?

4. What timing would be best for these meetings? (e.g. start now, wait for summer, fall?)

5. Do you have any concerns about proceeding with this process?

6. Do you have specific hopes for the outcome of this process or other ideas?

Your Name

Your organization Position
Phone Emalil Fax
Address

Please return this to

We want to involve a wide a range of school-community members to participate, so please copy
and share this with others who might be interested.

We will let you know the plans for the next steps. Thanks for your help.
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Resource Aid 7

Discussion aid: About Steps Taken to Date to Further Sustainability

1. How far along are we in clarifying for the key decision makers where we fit into the
other work being done at schools to address barriers to learning and teaching?

2. With respect to fully integrating and institutionalizing our work into school
improvement processes, how far are we along in terms of having established

>committed administrative leaders

>resource-oriented mechanisms

3. How far along are we with respect to “mapping” and analyzing the existing resource-
base (e.g., programs, people, current financial expenditures from various source)
that might support sustaining our essential work?

4. What recommendations for sustaining essential functions have we made based on
how current resources can be redeployed to improve the outcomes for all students?
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Stage C. Clarifying Feasibility

Step 9. Clarifying how the functions can be institutionalized

through existing, modified, or new infrastructure of
organizational and operational mechanisms (e.qg., for
leadership, administration, capacity building, resource
deployment, integration of efforts, etc.)

It is essential to do a careful analysis of existing infrastructure (e.g., organizational and
operational mechanisms) with a view to the role they might play in saving threatened
functions. The process begins with a review of the list of valued functions that is in danger
of disappearing.

Then, the tool on the next page can be used to do the following:

* Make a list of existing mechanisms for leadership, administration, working together,
capacity building, resource deployment, integration of efforts, etc.

« Based on understanding of the current big picture agenda, make a brief case for

>which of the valued functions could be maintained through existing
mechanisms?

>which could be maintained if existing mechanisms were modified to some
degree? (Specify the type of modifications that would be required.)

>which of the listed functions would require new mechanisms?
(Specify what mechanisms would need to be added.)
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Resource Aid 8 ‘I
Tool for Analyses: Analysis of Mechanisms

1. What are the existing mechanisms in your school and community for
pursuing/integrating intervention efforts?

Key leaders?
Staff with designated roles and functions?

Resource-oriented mechanisms (e.g., Learning Support Resource Team)
Interagency resource groups)?

Workgroups to map, analyze, and redeploy resources?

Mechanism to work with a “family” of schools (e.g., feeder pattern)?

Collaboratives to enhance working together (including coordination and ||
integration of resources and activity)?

Other (specifify)

2a. Which of these mechanisms would address your concern about functions that
might be lost? (e.g., Is there any group that could champion the functions?)

2b. What changes might need to be made in the existing mechanisms to better
address your concerns? (e.g., more involvement of leadership from the school?
broadening the focus of existing teams to encompass an emphasis on how
resources are deployed?)

2c. What new mechanisms are required to ensure the functions can be sustained?
(e.g., establishment of a resource council for the feeder pattern of schools and
their surrounding community?)

ﬁ

30



Stage C. Clarifying Feasibility (cont.)

Step 10. Clarifying how necessary changes can be
accomplished (e.g., change mechanisms — steering
change, external and internal change agents,
underwriting for the change process)

For a discussion of facilitating systemic school and community
changes, see Appendices C and D.

Remember that substantive changes require guidance and support from professionals with
mastery level competence for creating a climate for change, facilitating change processes, and
establishing an institutional culture where moving forward is a constant guideline. With this in
mind, it is important to assess:

» readiness for change

» what change mechanisms are in place (e.g., designated change agents)

* what additional training is needed to ensure change agents have mastery level
competence

Stage 3. Clarifying Feasibility (cont.)

Step 11. Formulating a longer-range strategic plan for
maintaining momentum, progress, quality
improvement, and creative renewal.

As first steps toward longer-range strategic planning, it is helpful to revisit the big picture vision
and what is currently taking place in order to clarify the gaps.

Such a gap analysis provides another basis for highlighting, in context, the need to sustain
specific functions and to have a long-range plan for their maintenance and renewal.
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Resource Aid 9
Tool for analyses:
Big Picture Intervention Gap Analysis
Clarifying the Gap Between the Intervention Vision and What's Actually Happening

In responding to the following questions, think in terms of what'’s in place and
what may be missing with respect to the vision, policy, infrastructure, leadership,
staff, capacity building mechanisms and resources, etc.

Process (if done by group):

First jot down your own answers.
* Group members then can share their respective responses.

+ Discuss similarities and differences.

Finally, to the degree feasible arrive at a working consensus.

(1) Where are things currently in terms of policy and practice for addressing barriers
to student learning?

(2) What is the nature and scope of the gap between the big picture intervention
vision and the current state of affairs?

See Appendix E for an example of one school’s efforts to create a 5 year plan.
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Stage D. Proceeding with Specific Systemic Changes

Step 12. Assessing readiness to proceed with specific systemic changes.

The success of a sustainability campaign depends on stakeholders’ motivation and capability.
Substantive change is most likely when high levels of positive energy among stakeholders can be
mobilized and appropriately directed over extended periods of time. Among the most fundamental
errors related to systemic change is the tendency to set actions into motion without taking sufficient
time to lay the foundation needed for substantive change. Thus, one of the first concerns is how
to mobilize and direct the energy of a critical mass of participants to ensure readiness and
commitment for systemic changes. This calls for proceeding in ways that establish and maintain
an effective match with the motivation and capabilities of involved parties.

The initial focus is on communicating essential information to key stakeholders using strategies that
help them understand that the benefits of change will outweigh the costs and are more worthwhile
than the status quo or competing directions for change. The strategies used must be personalized
and accessible to the subgroups of stakeholders (e.g., must be “enticing,” emphasize that costs are
reasonable, and engage them in processes that build consensus and commitment). Time must be
spent creating motivational readiness of key stakeholders and building their capacity and skills.

Resource Aid 10

Tool for analyses: Assessing Readiness for Systemic Change
On the following page is a set of benchmarks related to creating readiness for systemic
change — specifically focused on school/community approaches to addressing barriers to

learning, promoting healthy development, and closing the achievement gap.

This tool provides some guidelines for those steering and implementing the process.

Readiness is an everyday concern. All changes require constant care and feeding. Those who
steer the process must be motivated and competent, not just initially but over time. The complexity
of systemic change requires close monitoring of mechanisms and immediate follow up to address
problems. In particular, it means providing continuous, personalized guidance and support to
enhance knowledge and skills and counter anxiety, frustration, and other stressors. To these ends,
adequate resource support must be provided (time, space, materials, equipment) and opportunities
must be available for increasing ability and generating a sense of renewed mission. Personnel
turnover must be addressed by welcoming and orienting new members.
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Tool for analyses: Assessing Readiness for Systemic Change
(Focus is on School/Community Approaches to Addressing Barriers to Learning,

Promoting Healthy Development, & Closing the Achievement Gap)

Location:

Date
Started

Date
Completed

Current
Status

|. Orienting Stakeholders

A. Basic ideas and relevant research base
are introduced to key stakeholders
using “social marketing” strategies

>school administrators
>school staff

>families in the community
>business stakeholders

B. Opportunities for interchange are provided &
additional in-depth presentations are made
to build a critical mass of consensus for
systemic changes

C. Ongoing evaluation of interest is conducted until
a critical mass of stakeholders indicate
readiness to pursue a policy commitment

D. Ratification and sponsorship are elicited from a
critical mass of stakeholders

. Establishing Policy Commitment & Framework

E. Establishment of a high level policy
and assurance of leadership commitment

F. Policy is translated into an inspiring vision, a
framework, and a strategic plan that phases in
changes using a realistic time line

G. Policy is translated into appropriate resource
allocations (leadership, staff, space, budget, time)

H. Establishment of incentives for change
(e.g., intrinsically valued outcomes, expectations
for success, recognitions, rewards)

I. Establishment of procedural options that reflect
stakeholder strengths and from which those
expected to implement change can select strategies
they see as workable

J. Establishment of an infrastructure and processes
that facilitate change efforts

K. Establishment of a change agent position

L. Establishment of temporary infrastructure
mechanisms for making systemic changes

M. Initial capacity-building — developing essential
skills among stakeholders to begin implementation

N. Benchmarks are used to provide feedback on
progress and to make necessary improvement
in the process for creating readiness
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Stage D. Proceeding with Specific Systemic Changes (cont.)

Step 13.  Establishing an infrastructure and action plan for
carrying out the changes

At this juncture, the work entails ensuring there is an infrastructure and a plan of action for
accomplishing the systemic changes necessary for sustaining desired functions. As the
example below illustrates, this involves first working with existing infrastructure mechanisms
to build an action plan that utilizes available resources. Then, mechanisms must be putin
place to build consensus, negotiate agreements, and implement changes. The following
example assumes school(s) and community trying to work together.

Leadership/change agents
concerned with sustainability

work to assist collaborators y | Community organized body School administrators & key
staff >Map resources >Map Resources
>Develop Action Plan >Develop Action Plan

* Integrate Resource Maps
» Do Gap Analysis
» Coordinate Action Plans

Leadership ensures the
coordinated action plan is

shared broadly with school Mechanisms to negotiate and carry out plan
and community stakeholders; > (e.g., using an existing resource-oriented team or
then helps to establish creating an ad hoc sustainability team)

Aids: On the following pages are some aids in thinking about mapping school and
community stakeholders who can play a significant role in helping with systemic
changes.

Tools: Following the aids for mapping are

* a brief questionnaire to gauge where you and your colleagues are in the process

«  a brief questionnaire to gauge your role in the sustainability process

e« asetof action planning work sheets to guide next steps
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Resource Aid 11

Tool for mapping: First Stage Mapping of Resources Connected to

School Psychologist
times at the school

* Provides assessment and testing of students
for special services. Counseling for students
and parents. Support services for teachers.
Prevention, crisis, conflict resolution, program
modification for special learning and/or
behavioral needs.

School Nurse
times at the school
* Provides immunizations, follow-up,
communicable disease control, vision and
hearing screening and follow-up, health
assessments and referrals, health counseling
and information for students and families.

Pupil Services & Attendance Counselor

School

Title I and Bilingual Coordinators

 Coordinates categorical programs, provides
services to identified Title I students,
implements Bilingual Master Plan
(supervising the curriculum, testing, and so
forth)

Resource and Special Education Teachers

times at the school

* Provides a liaison between school and home to
maximize school attendance, transition
counseling for returnees, enhancing attendance
improvement activities.

Social Worker

times at the school

* Assists in identifying at-risk students and
provides follow-up counseling for students
and parents. Refers families for additional
services if needed.

Counselors times at the school

* General and special counseling/guidance
services. Consultation with parents and school
staff.

Dropout Prevention Program Coordination

times at the school

» Coordinates activity designed to promote
dropout prevention.

times at the school

* Provides information on program
modifications for students in regular
classrooms as well as providing services for
special education.

Other important resources:

School-based Crisis Team (list by name/title)

e e

School Improvement I7rogram Planners

/
/

Community Resources

. Providing school-linked or school-based
interventions and resources

Who What they do When

e T
e Tt
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Resource Aid 12

Information aid:

County Agencies and Bodies
(e.g., Depts. of Health, Mental Health, Children &
Family Services, Public Social Services, Probation,
Sheriff, Office of Education, Fire, Service Planning
Area Councils, Recreation & Parks, Library, courts,
housing)

Municipal Agencies and Bodies
(e.g., parks & recreation, library, police, fire, courts,
civic event units)

Physical and Mental Health & Psychosocial
Concerns Facilities and Groups
(e.g., hospitals, clinics, guidance centers, Planned
Parenthood, Aid to Victims, MADD, “Friends of”
groups; family crisis and support centers, helplines,
hotlines, shelters, mediation and dispute resolution
centers)

Mutual Support/Self-Help Groups
(e.g., for almost every problem and many other
activities)

Child Care/Preschool Centers

Post Secondary Education Institutions/Students
(e.g., community colleges, state universities, public
and private colleges and universities, vocational
colleges; specific schools within these such as
Schools of Law, Education, Nursing, Dentistry)

Service Agencies
(e.g., PTA/PTSA, United Way, clothing and food
pantry, Visiting Nurses Association, Cancer Society,
Catholic Charities, Red Cross, Salvation Army,
volunteer agencies, legal aid society)

Service Clubs and Philanthropic Organizations

(e.g., Lions Club, Rotary Club, Optimists, Assistance

League, men’s and women’s clubs, League of
Women Voters, veteran’s groups, foundations)

Youth Agencies and Groups
(e.g., Boys and Girls Clubs, Y’s, scouts, 4-H,
Woodcraft Rangers)

Potential Community Collaborators

Sports/Health/Fitness/Outdoor Groups
(e.g., sports teams, athletic leagues, local gyms,
conservation associations, Audubon Society)

Community Based Organizations
(e.g., neighborhood and homeowners’ associations,
Neighborhood Watch, block clubs, housing project
associations, economic development groups, civic
associations)

Faith Community Institutions
(e.g., congregations and subgroups, clergy
associations, Interfaith Hunger Coalition)

Legal Assistance Groups
(e.g., Public Counsel, schools of law)

Ethnic Associations
(e.g., Committee for Armenian Students in Public
Schools, Korean Youth Center, United Cambodian
Community, African-American, Latino, Asian-
Pacific, Native American Organizations)

Special Interest Associations and Clubs
(e.g., Future Scientists and Engineers of America,
pet owner and other animal-oriented groups)

Artists and Cultural Institutions
(e.g., museums, art galleries, zoo, theater groups,
motion picture studios, TV and radio stations,
writers’ organizations, instrumental/choral,
drawing/painting, technology-based arts, literary
clubs, collector’s groups)

Businesses/Corporations/Unions
(e.g., neighborhood business associations, chambers
of commerce, local shops, restaurants, banks, AAA,
Teamsters, school employee unions)

Media
(e.g., newspapers, TV & radio, local assess cable)

Family members, local residents, senior
citizens groups
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Resource Aid 13
Tool for analyses: Some Steps We Have Taken in Working on Sustainability
I think we're finally

making progress! But, unfortunately, our grant
\ ends in three months.

¢ %

(1) Circle “Yes,” “No,” or “Somewhat” to indicate the status of the steps you have taken.
(2) Indicate whether this is an area where you could use some further information and TA.
(3) Indicate any questions/concerns you want discussed about a given step.

1. We have clarified for the key decision makers where we fit into the other work being done at
schools to address barriers to learning and teaching. Yes No Somewhat

We need some further info and technical assistance here
Questions/concerns | have about doing this:

2. With respect to fully integrating and institutionalizing our work into school improvement
processes, we have
_____>committed administrative leaders Yes No Somewhat
_____ >resource-oriented mechanisms Yes No Somewhat

We need some further info and technical assistance here
Questions/concerns | have about doing this:

3. We have “mapped” and analyzed the existing resource-base (e.g., programs, people, current
financial expenditures from various source) that might support sustaining our essential work.
Yes No Somewhat
We need some further info and technical assistance here
Questions/concerns | have about doing this:

4. We have recommendations for sustaining essential functions that we base on how current
resources can be redeployed to improve the outcomes for all students. Yes No Somewhat

We need some further info and technical assistance here
Questions/concerns | have about doing this:

(On the back indicate any other major steps you have taken and still need info and TA.)
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Resource Aid 14

Tool for analyses: Your Role in Sustaining New Approaches

(1) What is your current role in facilitating the sustainability of recently established activity?

(2) Of the following, what else could you feasiblely do?
social marketing
advocacy
reframe the work to clarify key decision makers where the work fits into the other work
being done at schools to address barriers to learning and teaching and how it can be
integrated with existing efforts and personnel

“map” and analyze the existing resource-base (e.g., programs, people, current financial
expenditures from various source) that might support sustaining the essential work

develop recommendations for sustaining essential functions that are based on how
current resources can be redeployed to improve the outcomes for all students

Other (specify)

(3) Given the above, which are the things you feel most committed to doing?

(4) Who else is working with you on sustaining the activity?

(5) What are the demands/pressures/forces at work in the district that you might be able to turn
into opportunities for sustaining the work?
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Resource Aid 15
Tool for Action Planning:
Getting From Here to There
(1) What do group members think must be done in order to “get from here to there?”
(i.e., General Steps and Timetable -- e.g., long-range perspective —

What actions must be taken? By who? What must be done so necessary steps are taken? etc.)

Process:
e First brainstorm;

* Then, arrive at consensus.
(2) Planning Specific Objectives and Strategies (e.g., for each step to be
accomplished in the immediate future)
What do you see as the first/next steps that must be taken?
Process:
>Use flip charts to specify:

a) objectives to be accomplished

b) specific strategies for accomplishing the objectives
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Action Planning (cont.)

c) who will carry out the strategies

d) timeline for accomplishing each strategy and plans for monitoring
progress and making revisions

e) factors that need to be anticipated as possible problems and how they
will be dealt with.
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Action Planning Summary

Objectives Specific Strategies Who? Timeline & Monitoring Concerns to be addressed
(What immediate tasks (What are the specific ways each ~ (Persons who are willing (When will each objective be (How will anticipated problems be
need to be accomplished objective can be achieved?) and able to carry out accomplished? How and when averted or minimized?)
to promote sustainability?) the strategies) will progress be monitored?)
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Stage D. Proceeding with Specific Systemic Changes (cont.)

Step 14. Anticipating barriers and how to handle them

Discussion Aid: Onthe following pages is a discussion activity that stakeholders might
want to do as a lead-in to planning how to anticipate barriers to systemic change. The
activity should be offered in a somewhat lighthearted manner. It will help participants
recognize some of the thinking and behaviors in which they may be engaging and may
enhance motivation for thinking more broadly about what is involved in sustaining valued
functions and systemic changes.

Appended Resource Aid:

A major barrier that often arises is that groups working on sustainability don’t function
effectively. For groups to be effective, they must be task-focused. Groups working
together for any lengthy period need clarity and buy-in about the functions they are
pursuing. All group members must learn the basics of working together and how to do so
despite inevitable differences in individual motivation and capability. Appendix F highlights
some key matters about group functioning. This resource aid stresses that no group
should be initiated until its functions are well-delineated. Also explored are matters related
to working effectively with others. This material can be used as a focus for discussing the
dynamics of working together in general and for sustainability in particular.

Can you define
collaboration

for me? Sure! Collaboration is
an unnatural act between
\ nonconsenting adults.
\ \

[ [
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Resource Aid 16
Discussion aid: “Projectitis” as a Common Barrier to Sustainability

(The following highlights all too common, very human considerations that can keep well meaning
people from focusing effectively on sustainability strategies.)

As a temporary funding cycle nears its end, the following concerns arise among those
who want to sustain valued functions and may interfere with their accomplishing the type
of systemic changes that would meet the needs.

>Keeping jobs (How can | keep my job? How can | keep staff added with project funds?)
>Keeping specific services (How can we keep the new services we have introduced?)
>Extramural funding (Where can we find some funders to continue this project?)

For example, these concerns push project staff to seek additional, dedicated funding to
continue as a marginalized project, rather than facilitating integration of valued functions that
the system adopts and institutionalizes.

The above concerns reflect an underlying tendency for those involved in a project to

» think about what they are doing only as a project, rather than as a catalyst for systemic
changes that can enhance long-term positive results for school and community

» think about the project in terms of jobs

» focus mainly on specific services rather than on comprehensive, multifaceted, and
integrated programs, which, in turn, limits infrastructure building to case-oriented rather
than resource-oriented mechanisms

» focus evaluation on service use and outcomes, which among other things ignores
evaluation of efforts to counter fragmentation, competition, and marginalization of

activities to address batrriers to learning and promote healthy development, as well as
efforts to sustain valued systemic changes

For discussion:

What do you anticipate as major barriers as you try to sustain valued functions and
systemic changes?

Take a minute to write; then share with someone or a group to you to add to your list.

Discuss ways to deal with the anticipated barriers.
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Stage D. Proceeding with Specific Systemic Changes (cont.)

Step 15. Negotiating and renegotiating initial agreements
(e.g., memoranda of understanding)

At this juncture, it is essential to begin negotiating as strongly as is feasible to establish
agreements about working together to sustain valued functions and systemic changes.
Minimally, this involves ratifying and mobilizing behavioral commitment to existing memoranda
of understanding (MOUSs). Hopefully, there will be an opportunity to enhance the nature and
scope of the previous agreements (e.g., renegotiating the agreement). This is particularly
important where the MOU was little more than a “paper” agreement.

Even better would be to use efforts for sustainability as opportunities to generate formal policy
statements and institutionalized (e.g., contractual) commitments. Itis important at least to lay
the foundation for subsequent development of formal policy and institutionalized agreements
(see below and anticipate Step 16).

Resource Aid 17
Tool for analyses: Clarifying and Enhancing Agreements

(1) What type of agreements (e.g., MOUs, policy statements) are in place?

(2) Do the following as needed: ‘

(a) review and ratify previous MOUs
(b) rework previous MOUs and then reratify them
(c) develop and ratify new MOUs

(d) propose and seek adoption of formal policy statements

(e) work to institutionalize contractual agreements
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Stage D. Proceeding with Specific Systemic Changes (cont.)

Step 16. Flexible and adaptive implementation with a focus
on maintaining high levels of commitment to
accomplishing desirable and necessary systemic
changes (e.g., ensuring each task/objective is
attainable; ensuring effective task facilitation and
follow-through; celebrating each success)

With a clear results-orientation, capitalize on stakeholder assets; make appropriate
modifications in planning and implementation as necessary to maintain a good fit with the
capabilities and motivation of those involved.

Make motivation a constant process focus.

* minimize factors that decrease motivation

» use facets of each step to enhance motivation

For example, periodically assess assets and barriers so that the latter can
be minimized and the former used to maximize efficacy in pursuing steps.
Also, use activities related to “social marketing” (see Appendix B) as a
focus for celebrating successes.

— &5
%_Vsﬁ

Tool: For Stage D, it is important to understand stakeholder assets and barriers. See
worksheet example on the following page.
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Resource Aid 18

Tool for analyses:
Clarifying Assets and Barriers in Planning for Sustainability

School Staff (including District staff)

Assets Barriers
(e.g., What talents, strengths, opportunities, etc. (e.g., What barriers may arise related to
of the school staff can help with sustainability?) mobilizing school staff to help?)

Community Stakeholders
(including family members and students)

Assets Barriers
(e.g., What talents, strengths, opportunities, etc. (e.g., What barriers may arise related to
of the community stakeholders can help with mobilizing community stakeholders to help?)

sustainability?)
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Note: Over the long-run, work to enhance the policy context

Over time, it is essential to help shift policy in ways that end the marginalization
of efforts to establish comprehensive, multifaceted approaches for addressing
barriers to learning and promoting healthy development. For example, policy
should be formulated to

» encourage school districts and every school to include an emphasis

on restructuring student/learner supports in school improvement plans and
certification reviews and to include family/community active involvement in
these processes

* encourage state education agencies to develop and provide district

staff and their school boards with frameworks, training, and technical
assistance relevant to such restructuring

e encourage institutes of higher education to include such frameworks

in their preparation programs for district and school administrators
and pupil service personnel

'IIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIJI
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Clearly, the many steps and tasks described above call for a high degree of
commitment and relentlessness of effort. Major systemic changes are not
easily accomplished. The rationale for this guide is to increase the likelihood
of achieving desired changes by clarifying processes and providing some
tools. At the same time, awareness of the myriad political and bureaucratic
difficulties involved in making major institutional changes, especially with
limited financial resources, leads to the caution that the type of approach
described above is not a straight-forward sequential process. Rather, the
work proceeds and changes emerge in overlapping and spiraling ways.

ARARARARA R AR

On the following page is a gap analysis activity designed to help
stakeholders enhance their planning for sustainability.
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Resource Aid 19

Tool for analyses: Sustainabilty as Systemic Change — Gap Analysis

(1) Ideal Approach to Sustaining Valued Functions: Building on what you have

learned, what systemic changes have the greatest likelihood of facilitating sustainability
of the functions that the school-community values?

(2) Current sustainability plan: Briefly outline the major ideas of your current
sustainability plan.

(3) Plan revision: Outline ways you could revise your current plan to more closely
approximate the ideal of pursuing sustainability as systemic change.

(4) What are some immediate steps you would need to take to improve your
sustainability plan?

(5) What technical assistance supports do you need in order to improve your
current approach to sustainability?
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Section 3. Formative & Summative Evaluation
of Efforts to Sustain Functions

A. A Brief Overview of the Evaluation Problem

B. Benchmarks for Monitoring and Reviewing Progress of
Sustainability Activity

When the cook tastes the soup, it is formative
evaluation and when the guests taste the soup,
it is summative. The key is not so much when
as why. What is the information for, for further
preparation and correction or for savouring and
consumption?

Robert Stake

50



Section 3. Formative & Summative Evaluation of Efforts to Sustain Functions

As highlighted earlier, findings supporting the value of sustaining functions are invaluable in
making the case for doing so. Such data come from intervention/program evaluation.

In this section, the emphasis is on a different evaluation focus — monitoring and determining the
efficacy of the sustainability activity.
Essentially what is involved is:

» formulating an evaluation action plan

« adopting specific benchmarks for monitoring progress

 specifying and measuring immediate indicators that functions are sustained

 specifying and measuring longer-term indicators that functions are sustained

The format for action planning presented in Part 11 can be adapted for planning what
needs to be done here, by whom, and by when.

On the following pages is a brief introduction to the evaluation problem. This is
followed by a benchmark tool that can be adapted for local use in monitoring
progress. The benchmarks are organized in terms of the four stages of the
sustainability process as discussed in Parts | and 1. (Note: In several instances,
specific steps that logically go together are combined.)

Immediate indicators that functions are sustained include data from several sources
that show functions that were in danger of being lost (1) are being continued and (2)
are being carried out in ways that maintain their potency.

Longer-term indicators that functions are sustained include data from several sources
that show functions in danger of being lost are institutionalized. The focus here is on
matters such as including the functions in policy statements, as regular items in the
budget, as part of regular job descriptions for administrative and line staff, as part of
the systems’ accountability reviews, and so forth.
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A. A Brief Overview of the Evaluation Problem

Evaluation practiced at the highest level of the state-of-the-art is one means of
speeding up the processes that contribute to human and social progress.
Rossi, Freeman, & Wright'

Increased concern about evaluation in psychology and education has advanced the way evaluation
is conceived.? Despite the breadth of this scholarly activity, widespread demands for
accountability continue to narrow the way professionals, clients, policy makers, underwriters, and
the general public think about evaluation. Social and political forces literally have shaped the
whole enterprise of program evaluation.?

The prevailing cry is for specific evidence of efficacy—usually in terms of readily measured
immediate benefits—and for cost containment. Although understandable in light of the unfulfilled
promise of so many programs and the insatiable demands on limited public finances, such naive
accountability demands ignore the complexities of intervention. The problem is well exemplified
by the narrow focus found in reviews, analyses, and reanalyses of data on psychotherapy, behavior
change, and early education programs.*

Besides responding to accountability pressures, two unfounded presumptions are at the core of
most current evaluations in psychology and education. One premise is that an intervention in
widespread use must be at a relatively evolved stage of development and thus warrants the cost
of summative evaluation. The other supposition is that major conceptual and methodological
problems associated with evaluating intervention efficacy are resolved. The truth, of course, is
that interventions are frequently introduced prior to adequate development with a view to evolving
them based on what is learned each day. Moreover, many well-institutionalized approaches
remain relatively underfunded and underdeveloped. Asto the process of evaluation, every review
of the literature outlines comprehensive, unresolved concerns. Given this state of affairs,
accountability demands are often unreasonable and chronically reflect a naive view of research
and theory.

Overemphasis on immediate evaluation of the efficacy of underdeveloped interventions draws
resources and attention away from the type of intensive research programs necessary for advancing
intervention knowledge and practice. Cost-effective outcomes cannot be achieved in the absence
of cost-effective development of interventions and related intervention research. Premature
efforts to carry out comprehensive summative evaluations clearly are not cost-effective.
Consequently, policies mandating naive accountability run the risk of generating evaluative
practices that are neither cost-effective nor wise.

The evaluation problem, then, involves more than determining the efficacy of current interventions
and more than finding better ways to evaluate efficacy. Broadly stated, it encompasses concerns

about how to expand the focus of evaluation not only to contribute to improving practice, but also
to aid in evolving theory and basic knowledge about intervention.

On the following pages, our intent is to briefly highlight the concept of evaluation.
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The Essence of Evaluation

Evaluation involves determining the worth or value of something.® In formal terms, we define
comprehensive evaluation as a systematic process designed to describe and judge an intervention's
antecedents, transactions, and overall impact and value for purposes of making decisions and
advancing knowledge.’

Everyone evaluates interventions with which they come in contact. Whenever anyone decides that
an intervention is or isn't a good one, an evaluation is made.® Interveners judge whether their own
and others' programs are going well. Clients are quick to formulate likes or dislikes of interveners
and their programs. Administrators know which programs they think are working and which aren't.

Some evaluative judgments simply reflect an individual's or group's informal observations. Other
judgments are based on careful data gathering and analyses and use of appropriate sets of standards.
Some evaluations only offer conclusions about the degree to which a program is effective. Most,
however, also incorporate the conclusions of those judging the program in terms of whether they
agree with what it is trying to do. Since what a program intends to do stems from its rationale,
program evaluations inevitably influence views about the appropriateness of its underlying rationale.

Systematic evaluation planning requires decisions about (1) the focus of evaluation (e.g., person or
environment, immediate objectives vs. long-range aims), (2) whose perspective (e.g., client,
intervener, program underwriter) is to determine the evaluation focus, methods, and standards used,
and (3) the best way to proceed in gathering, analyzing, and interpreting information (e.qg., specific
measures, design). In making such decisions, concerns arise because what can be evaluated
currently is far less than what a program may intend to accomplish. Furthermore, inappropriate bias
and vested interests shape evaluation planning and implementation, thereby influencing whether a
program is seen as good or bad. And all aspects of evaluation have the potential to produce negative
effects; for instance, evaluation can lead to invasion of privacy and an undermining of the ability
of clients and interveners to self-evaluate, and over time, what is evaluated can reduce and reshape
a program'’s intended aims.

Purposes. Intervention evaluation can aid efforts to (1) make decisions about whether to
undertake, continue, modify, or stop an intervention for one or more clients and (2) advance
knowledge about interventions in ways that can advance understanding of and improve practices
(including utility), training, and theory. Evaluation is useful in relation to a great variety of
interventions as an aid in assessing efficiency, effectiveness, and impact. As Rossi and Freeman
state:

The mass communication and advertising industries use fundamentally the same approaches in
developing media programs and marketing products; commercial and industrial corporations
evaluate the procedures they use in selecting and promoting employees and organizing their work
forces; political candidates develop their campaigns by evaluating the voter appeal of different
strategies; . . . administrators in both the public and private sectors are continually assessing
clerical, fiscal, and interpersonal practices of their organizations. The distinction between these
uses of evaluation lies primarily in the intent of the effort to be evaluated . . . to benefit the human
condition . . . [or] for other purposes, such as increasing profits or amassing influence and power.’

Providing a broad categorical view of the areas in which evaluation is applied, Scriven outlines the
"Big Six" plus others. The Big Six are listed as product, performance, personnel, program, proposal,
and policy evaluations. To these, he adds two other applied fields. "The first is the evaluation of
evaluations (meta-evaluation). . . . The second is a field comprising a set of fields: It might be
called “intradisciplinary evaluation,' the evaluation of the data, sources, explanations, definitions,
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classifications, theories, designs, predictions, contributors, journals, and so on within a discipline."
Scriven concludes: "In toto, intradisciplinary evaluation is by far the largest part of evaluation, and
having practitioners do it with reasonable skills is the price of admission to the company of
disciplines. Other applied fields besides the Big Six range from literary criticism and real estate
appraisal to quality control in industry."*°

Stake's evaluation matrix is reproduced in Figure 2 as an example of a framework designed to
outline the general nature of information for meeting many evaluation purposes.'* Asthe framework
suggests, evaluation encompasses the acts of describing and judging an intervention's (1) rationale,
including assumptions and intentions, (2) standards for making judgments, (3) actual activity,
including intended and unintended procedures and outcomes, and (4) costs—financial, negative
effects, and so forth. To achieve the above ends in a comprehensive manner, both immediate and
long-term information on an intervention must be gathered.*

TasksFor Planning. Awareness of tasks involved in planning an evaluation provides another
perspective on the process. Such tasks reflect the necessity in evaluation planning of making
decisions about the focus of the evaluation, its specific objectives, and appropriate methodology and
measures.

Our formulation identifies the following seven key planning tasks:

» Clarifying the intended use of information. Most important here is awareness of who wants the
information and why they need it. Ultimately this translates into the question: What types of
decisions are to be made? Also important is the matter of anticipating the use and political and
motivational impact of evaluation processes and findings. This includes a significant
appreciation of the often conflicting interests among the variety of interested parties (i.e.,
stakeholders).

» Understanding the intervention's rationale. In cases where evaluation includes judging the
intervention rationale, pursuit of the above task (clarifying the intended use of evaluation
information) will result in gathering information about the rationale. However, when the
evaluation is designed with reference to a standardized set of objectives, clarification of the
rationale becomes a separate task. In either case, an understanding of the intervention rationale
can provide a separate basis for deciding about other intervention facets to evaluate.

» Formulating evaluation questions. Evaluative concerns are translated into a set of questions. For
example: Were intended antecedent conditions present during the intervention? Which procedures
were effective for which clients? Were there undesirable transactions? Were specific objectives
achieved? Were long-range aims achieved? Did expected negative outcomes occur? Were there
unexpected negative outcomes? Specifying information to be gathered. Relevant descriptive
information that can answer each major question is specified. The more things one is interested in
evaluating, the more one has to settle for samples of information. Some of the information likely will
be of a quantitative nature; some may be qualitative.*

» Specifying procedures. Decisions about information gathering are shaped first by what one wants
to know and then are tempered by practical considerations. Problems related to gathering desired
information become evident as one attempts to specify procedures. Limitations related to time,
money, sample availability, valid measures, multivariate statistics, and personnel usually lead to
major compromises in evaluation planning. For example, sometimes a good measuring instrument
exists; sometimes only weak procedures are available; sometimes gathering desired information is
not currently feasible. A special set of problems stems from the socio-political-economic concerns
(e.g., threats to current status) and psychological reactance (e.g., fear-based resistance) that are
common phenomena when evaluation is introduced.™
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Figure 2

Layout of Statements and Data to Be Collected During Evaluation

Descriptive matrix Judgment matrix
Intents  Observations Standards Judgments
Underlying Antecedents
Intervention
Rationale

Transactions

Outcomes

Source: R. Stake (1967). The countenance of educational evaluation. Teachers College Record, 68, 523-40.
Reprinted with permission.

» Specifying adesign. Anevaluation design is used so that information can be gathered and interpreted
appropriately. When someone asks how good an intervention is, judgments are based on the
available information and are relative to some standard of comparison. A sound design ensures that
appropriate bits of information (e.g., data) are gathered, including information for use as standards
for judgments. A sound evaluation design also includes provision for the gathering and use of
information for revising interventions as the process proceeds.*

» Designating time and place for collecting information. Further practical considerations arise when
evaluations are scheduled. The design sets the general parameters; the particulars are determined by
practical factors such as resource availability.

One major evaluation concern not reflected above involves decisions about the role of various
interested parties. For example, as suggested throughout, rationales may differ with respect to what
should be evaluated. If so, whose rationale should prevail? Every facet of an evaluation is
influenced by the answer to this question.

Another matter not specifically addressed above involves ethical concerns associated with
evaluation. Naturally, these are similar to those discussed in relation to assessment in general. For
instance, evaluators must be concerned with how to minimize possible bias and conflicts of interest,
as well as negative consequences that can arise from evaluation itself.

Impact on Program Breadth. As the discussion to this point underscores, a common use of

evaluation is to determine if one agrees with what the intervention is trying to accomplish and how
well the intervention is accomplishing the full range of outcomes desired. The less a program is
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trying to achieve, the easier it is to determine these matters. It is hard to evaluate large-scale social
programs, community agencies, and most school programs, for example, because they are trying to
accomplish so many different goals.*

Ironically, the longer a program is subjected to external, formal evaluation, the less it may try to
accomplish. At least this seems to be one negative effect of the big push toward behavioral and
criterion-referenced outcomes as ways to improve accountability. That is, such approaches can
cause a shiftaway froma program's long-range aims toward a limited set of immediately measurable
objectives. This s a negative form of "teaching to the test" because, in the process, many important
things are ignored simply because they will not be directly evaluated.”® If one is not careful, the
desire for information on effectiveness can redesign a program's underlying rationale in ways that
inappropriately reduce its breadth of focus.

Comprehensive evaluation should stress the full scope of desired intervention aims. That is, even
when certain processes and outcomes are not easily measured, they still must be evaluated as well
as is possible and kept in the forefront of discussions about a program's worth. For example: from
a motivational perspective, a basic concern is whether a program enhances clients' interest, desire,
and participation in improving their functioning. Because none of these outcomes is readily
measured, the danger is that they will not be afforded the attention they warrant.

In sum, evaluations of whether an intervention is any good must first address the question: Is what
it is trying to accomplish appropriate? The frame of reference for such evaluations may be the
intervention rationale or what others think the program should be doing or both. After judging the
appropriateness of what is wanted or expected, a program's intended breadth of focus should guide
efforts to evaluate effectiveness. Because not everything is measurable inatechnically sophisticated
way, some things will be poorly measured or simply reviewed informally. Obviously, this is less
than satisfactory. Still, from a rational perspective, continued emphasis on the entire gamut of what
is intended is better than limiting evaluation to approaches that inappropriately narrow the breadth
of focus for intervention.*

In this context, we are reminded of Yankelovich's commentary on measurement:

The first step is to measure whatever can be easily measured. This is okay as far as it goes. The second
step is to disregard that which can't be measured or give it an arbitrary quantitative value. Thisis artificial
and misleading. The third step is to presume that what can't be measured easily isn't very important. This
is blindness. The fourth step is to say what can't be measured really doesn't exist. This is suicide.'®

NOTES

1. P.H. Rossi, H.E. Freeman, & S. Wright (1979). Evaluation: A systematic approach (3rd ed.). Beverly
Hills, CA: Sage.

2. For a comparison of evaluation models, see D.L. Stufflebeam & W.J. Webster (1983). An analysis of
alternative approaches to evaluation. In G.F. Madaus, M.S. Scriven, & D.L. Stufflebeam (Eds.), Evaluation
models. Boston: Kluwer-Nijhoff; also see P.H. Rossi & H.E. Freeman (1989). Evaluation: A systematic
approach (4th ed.). Newbury Park, CA: Sage. E.J. Posavac & R.G. Carey (1989). Program evaluation:
Methods and case studies (3rd ed.). Englewood Cliffs, NJ: Prentice-Hall. For recent reviews of the topic, see
W.R. Shadish, Jr., T.D. Cook, & L.C. Leviton (1991). Foundations of program evaluation: Theories of
practice. Newbury Park, CA: Sage. L. Sechrest & A.J. Figueredo (1993). Program evaluation. Annual Review
of Psychology, 44, 645-674. M. Scriven (1993). Hard-won lessons in program evaluation. San Francisco:
Jossey-Bass.

3. Recent reviews stress that the evolution of program evaluation in general and evaluation theory
specifically has been shaped to a significant degree by evaluation researchers who were unprepared for their
confrontations with complex social and political realities—including those associated with the shift from an
industrial to a postindustrial (cybernetic) era. The demand for greater external validity has forced program
evaluators to move beyond the prevailing paradigms and methods guiding the social sciences. For the most
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part, this demand reflects the socio-political-economic nature of intervention and evaluation. That is,
interventions compete for limited societal resources and evaluation feeds into political decision making about
which interventions are funded and levels of support.

4. See L. Bond & B.E. Compas (Eds.) (1989). Primary prevention and promotion in the schools.
Newbury Park: Sage, pp.106-45). A. Kazdin (1990). Psychotherapy for children and adolescents. Annual
Review of Psychology, 41, 21-54. M.J. Lambert, D.A. Shapiro, & A.E. Bergin (1986). The effectiveness of
psychotherapy. In S.L. Garfield & A.E. Bergin (Eds.), Handbook of psychotherapy and behavior change (3rd
ed.). New York: Wiley. A. Mitchell, M. Seligson, & F. Marx (1989). Early childhood programs and the
public schools: Promise and practice. Dover, MA: Auburn House. R.E. Slavin, N.L. Karweit, & N.A.
Madden (1989). Effective programs for students at risk. Boston: Allyn & Bacon. J.R. Weisz, B. Weiss, &
G.R. Donnenberg (1992). The lab versus the clinic: Effects of child and adolescent psychotherapy. American
Psychologist, 47, 1578-1585.

5. Accountability pressures can lead to an overemphasis on immediate behavioral outcomes. Usually,
decisions as to what and how to evaluate are made by those administering or funding an intervention. For
example, with respect to specifying outcomes for evaluation, the primary focus in preparing IEPs for special
education is on remedial outcomes. Furthermore, the prevailing emphasis is on specifying outcomes in terms
of behavioral and criterion-referenced objectives. Similar trends are seen in psychology for interventions
underwritten by third party payers. These trends no doubt are a major aid in efforts to evaluate whether
outcomes are accomplished. However, the limited focus ignores the broader responsibility many interveners
have for facilitating ongoing development and providing enrichment opportunities. A narrow focus on
correcting problems also can be counterproductive to overcoming problems if the intervention involves little
more than a set of laborious and deadening experiences. Moreover, many important facets of a program are
not easily measured and thus may be given short shrift (e.g., self-concept, attitudes toward system
improvement and problem solving). In general, the danger is that valuable intervention aims and goals are
lostwhen all ends are specified in terms of highly concrete and easily measurable objectives. Notall complex
long-range aims that an intervention should pursue can be stated as short-term or behavioral objectives.
Indeed, only a relatively limited set of skills can be specified in highly concrete, behavioral terms—and even
in these instances, it may not be desirable to do so for intervention purposes. In education, beside the fact
that specifying everything in this way would result in far too many objectives to teach, the trend stresses
teaching at the expense of learning. Moreover, attitudes, motivation, and creative functioning in the arts and
sciences, for example, do not lend themselves to formulation in simple behavioral terms.

The dilemmas raised by accountability pressures are well illustrated in an article on mental health services
for children: see J.D. Burchard & M. Schaefer (1992). Improving accountability in a service delivery system
in children's mental health. Clinical Psychology Review, 12, 867-882.

6. We recognize the deficiencies of this simple definition. Still, it conveys the essence of the process.
Reviewing the matter, Scriven states: “Evaluation is a process of determining certain evaluable properties
of things, but there is more than one kind of such properties. Perhaps the most fundamental and important
distinction among them is between merit or quality and worth or value.” Using the example of a high school
French teacher, he notes that the teacher may be the best in a school, but if enrollment patterns shift away
from French, that teacher’s worth or value to the school diminishes. The teacher's merit (i.e., quality in terms
of professional standards) has not declined, but his or her benefit (vis a vis meeting the school's needs) has.
M. Scriven (1993). Hard-won lessons in program evaluation. San Francisco: Jossey-Bass, p. 67.

7. Rossi and Freeman use the terms evaluation and evaluation research interchangeably. Their definition
states: "Evaluation research is the systematic application of social research procedures for assessing the
conceptualization, design, implementation, and utility of social intervention programs.” See P.H. Rossi &
H.E. Freeman (1989). Evaluation: A systematic approach (4th ed.). Newbury Park, CA: Sage, p. 18.

8. Conclusions of good or bad clearly are value judgments. Shadish and colleagues note that "Early
evaluators mostly ignored the role of values in evaluation—whether in terms of justice, equality, liberty,
human rights, or anything else. . .. such evaluators believed their activities could and should be value-free.
But it proved to be impossible in the political world of social programming to evaluate without values
becoming salient. Social programs are themselves not value-free." W.R. Shadish, Jr., T.D. Cook, & L.C.
Leviton (1991). Foundations of program evaluation: Theories of practice. Newbury Park, CA: Sage, pp.
46-47.

9. Rossi & Freeman, Evaluation, p. 19.

10. Scriven, Hard-won lessons in program evaluation, p. 44.

7. R.E. Stake (1967). The countenance of educational evaluation. Teachers College Record, 68, 523-40.
Among program evaluators, Robert Stake is one of the early and long-term contributors. See Shadish, Cook,
& Leviton, Foundations of program evaluation, for a comprehensive overview of his ideas and contribution,
as well as those of other influential leaders such as Michael Scriven, Donald Campbell, Carol Weiss, Joseph
Wholey, Lee Cronbach, and Peter Rossi.
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11. A relatively new form of evaluation practice is a process called "prospective evaluation,” which has
been developed by the Program Evaluation and Methodology Division (PEMD) of the U.S. General
Accounting Office (GAO). The purpose of the process is to predict or forecast the impact of a proposed
program or policy change (e.g., as an aid to legislators). The potential value of such forecasts is obvious; so
are the problems associated with efforts to make accurate predictions. See General Accounting Office (1989).
Prospective evaluation methods: The prospective evaluation synthesis. GAO/PEMD-89-10. Washington, DC:
Author.

12. Among academics, there is a running argument about the relative merits of quantitative and qualitative
evaluations. Inresponse to the many who argue primarily for quantitative evaluation, Guba and Lincoln have
argued strongly for qualitative evaluation. See E.G. Guba & Y.S. Lincoln (1989). Fourth generation
evaluation. Newbury Park, CA: Sage.

Sechrest and Figueredo suggest that a compromise may be possible "in light of the realization that
although rigorous theory testing is admittedly sterile and nonproductive without adequate theory
development, creative theory construction is ultimately pointless without scientific verification.” L. Sechrest
& A.J. Figueredo (1993). Program evaluation. Annual Review of Psychology, 44, 64574, p. 654.

13. Posavac and Carey enumerate and discuss how political and psychological factors can undermine
evaluation efforts, and suggest ways to plan for dealing with them. See E.J. Posavac & R.G. Carey (1989).
Program evaluation: Methods and case studies (3rd ed.). Englewood Cliffs, NJ: Prentice-Hall.

14. Tharp and Gallimore describe a fine example of program development based on a progressive series
of formative and summative evaluations. Over a period of ten years, they made a succession of process and
outcome evaluations using the quantitative data and qualitative information gathered on variables affecting
the outcomes to improve the program. That is, data gathered at each stage of program development were used
as feedback for revising the intervention. See R.G. Tharp & R. Gallimore (1979). The ecology of program
research and evaluation: A model for evaluation succession. In L. Sechrest, S.G. West, M.A. Phillips, R.
Redner, & W. Yeaton (Eds.), Evaluation Studies Review Annual (Vol. 4, pp. 39-60). Beverly Hills, CA: Sage.

15. Besides being difficult to carry out, evaluations of large-scale social and educational programs are
costly, and the history of efforts to evaluate such programs is characterized by weak and often poorly
conceived methodology as well as findings that are subject to varying interpretations. At the same time, it
is evident that such evaluations must be pursued, and we must learn to do them better. In this regard, each
new national and state evaluation provides a unique opportunity to improve the process of evaluation.

16. Charles Silberman cogently noted in his 1970 book, Crisis in the classroom (Vintage Books):
"Elementary school students almost invariably regard mathematics as the most important subject in the
curriculum—not because of its elegance, but because math has the most homework, because the homework
is corrected the most promptly, and because tests are given more frequently than in any other subject. The
youngsters regard spelling as the next most important subject, because of the frequency of spelling tests" (p.
147).
We would add that, with increasing demands for accountability, teachers quickly learn what is evaluated
and what is not, and slowly but surely greater attention is given to teaching what will be on the tests. Over
time, what is on the tests becomes viewed as what is most important. Because only so much time is available
to the teacher, other things not only are deemphasized, they also are dropped from the curriculum. If allowed
to do so, accountability procedures have the power to reshape the entire curriculum.

What's wrong with that? Nothing—if what is evaluated reflects everything we want students to learn in
school. Unfortunately, this is not the case.

Current accountability pressures reflect values and biases that lead to evaluating a small range of basic
skills and doing so in a narrow way. For students diagnosed with problems, this is seen in the fact that their
school programs increasingly have been restricted to improving skills they lack. As a result, they are cut off
from participating in learning activities that might increase their interest in overcoming their problems and
that might open up opportunities and enrich their future lives.

17. The issues related to the impact of a narrow focus on evaluation also arise in the context of discussions
about evaluating intervener competence. That is, narrowly focused competency evaluations may constrict
rather than expand intervener growth with respect to the broad range of knowledge, skills, and attitudes
needed to properly plan, implement, and evaluate interventions.

18. Cited in A. Smith. Supermoney. New York: Random House, p. 286.
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B. Benchmarks for Monitoring and Reviewing Progress of Sustainability Activity

Date Date Current Status
started Completed

|. Preparing the Argument
for Sustaining Valued Functions

Developing an understanding of the current status of
the local big picture agenda

Clarifying how specific functions have contributed to
the big picture agenda (e.g., data on results) and where
the functions fit in terms of current policy and program
priorities

Clarifying what valued functions will be lost if the
school(s) and community do not determine ways to

sustain them
_  —

Il. Mobilizing Interest, Consensus, and Date Date Current Status
Support among Key Stakeholders started | Completed

Identifying champions for the functions and clarifying
the mechanism(s) for bringing a broad base of
supporters together to work on sustainability

Clarifying cost-effective strategies for sustaining
functions

Planning and implementing a “social marketing”
strategy specifically to garner a critical mass of
stakeholder support

Planning and implementing strategies to obtain the

support of key policy makers
"

lll. Clarifying Feasibility Date Date Current Status
started Completed

Clarifying how the functions can be institutionalized
into existing, modified, or new infrastructure of
organizational and operational mechanisms

Clarifying how necessary changes can be
accomplished

Formulating a longer-range strategic plan for
maintaining momentum, progress, quality
improvement, and creative renewal
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IV. Proceeding with
Specific Systemic Changes

Date
started

Date
Completed

Current Status

Assessing readiness to proceed with specific systemic
changes

Establishing an infrastructure and action plan for
carrying out the changes

Anticipating barriers and how to handle them

Negotiating and renegotiating initial agreements
(e.g., MOUs)

Maintaining high levels of commitment to
accomplishing desirable and necessary systemic
changes

An overarching benchmark involves the monitoring of the implementation of the evaluation action plan.

See Appendix G for a discussion of developing standards and accountability.

7

Y

) J

Planners must understand
the environment in which they work
and acknowledge

the chaos that is present.
W. Sybouts
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Part Il: Sustainability in Context and as a Catalyst for
Enhancing the Context

Section 1. Framing Sustainability in the Context of Systemic
Changes for School Improvement and Addressing
Barriers to Student Learning

A. Why Schools Invest in Student Support Activity
B. Barriers to Learning
C. What Do Schools Do to Address Batrriers to Learning?
D. Expanding School Reform
E. New Directions for School Support
Section 2. Enhancing Policy and Infrastructure

A. Enhancing Policy for Comprehensive, Multifaceted Approaches

B. Enhancing Infrastructure

Section 3. Enhancing School-Community Collaboration
A. About Working Collaboratively at and with Schools
B. Defining Collaboration and its Purpose

C. Redesigning the Infrastructure for Effective Functioning

—
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Thoughts are but dreamsc till their efforts be tried.
William Shakespeare

The world is before you - you need not take it or

leave it ag it was when you came in.
James Baldwin

Changing the individual while leaving the world alone
is a dubious proposition.
Ulric Neisser
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Section 1. Framing Sustainability in the Context of Systemic Changes for
School Improvement and Addressing Barriers to Student Learning

Sustainability is aided by embedding activity that may be lost into the larger context of school improvement.
The focus below is on highlighting some basic frameworks that can help guide such an approach. First,
however, we reiterate the rationale for why schools invest in student support programs.*

A. Why Schools Invest in Student Support Activity

In too many schools, the educational mission is thwarted because of many factors that
interfere with youngsters’ learning and performance (see Figure 3). It is for this reason that
schools invest in education support programs and services. Given that the investment is
substantial, it is somewhat surprising how little attention educational policymakers and
reformers give to rethinking this arena of school activity.

If schools are to ensure that all students succeed, designs for school improvement must reflect
the full implications of all. Clearly, all includes more than students who are motivationally
ready and able to profit from “high standards” demands and expectations. It must also include
the many who aren’t benefitting from instructional improvements because of a host of external
and internal barriers interfering with their development and learning.

How many are affected? Figures vary. An estimate from the Center for Demographic Policy
suggests that 40% of young people are in bad educational shape and therefore will fail to
fulfill their promise. The reality for many large urban schools is that well-over 50% of their
students manifest significant learning, behavior, and emotional problems. For a large
proportion of these youngsters, the problems are rooted in the restricted opportunities and
difficult living conditions associated with poverty.

B. Barriers to Learning

Most learning, behavior, and emotional problems seen in schools are rooted in failure to
address external barriers and learner differences in a comprehensive manner (see Appendix
). And, the problems are exacerbated as youngsters internalize the frustrations of confronting
barriers and experience the debilitating effects of performing poorly at school.

The litany of barriers to learning is all too familiar to anyone who lives or works in
communities where families struggle with low income. In such neighborhoods, school and
community resources often are insufficient to the task of providing the type of basic (never
mind enrichment) opportunities found in higher income communities. The resources also are
inadequate for dealing with such threats to well-being and learning as health problems,
difficult family circumstances, gangs, violence, and drugs. Inadequate attention to language
and cultural considerations and to high rates of student mobility creates additional barriers not
only to student learning but to efforts to involve families in youngsters' schooling. Such
conditions are breeding grounds for frustration, apathy, alienation, and hopelessness.

It would be a mistake, however, to think only in terms of poverty. As recent widely-reported
incidents underscore, violence is a specter hanging over all schools. And, while guns and
killings capture media attention, other forms of violence affect and debilitate youngsters at
every school. Even though there isn't good data, those who study the many faces of violence tell
us that large numbers of students are caught up in cycles where they are the recipient or
perpetrator (and sometimes both) of physical and sexual harassment ranging from excessive
teasing and bullying to mayhem and major criminal acts.

*The material in this section is excerpted from various documents that have been developed over the years
by the Center for Mental Health in Schools at UCLA.
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Figure 3. Barriersto L earning*

Range of Learners
(categorized in terms of their
response to academic instruction)

Motivationally

ready & able™]
No barriers I nstructional
» | Component

Not very (a) Classroom Desired
motivated/ Teaching - Outcomes
lacking +
prerequisite Barriers (b) Enrichment
knowledge > to Activity
& skills/ Learning
different
learning rates
& styles/ Examples of barriers:
minor * negative attitudes toward schooling

vulnerabilities

Avoidant/
very deficient
in current
capabilities/
has a disability
major health —
problems

« deficiencies in necessary prerequisite skills
* disabilities

« school and community deficiencies
* lack of home involvement

* lack of peer support

* peers who are negative influences

« lack of recreational opportunities

* lack of community involvement

* inadequate school support services
* inadequate social support services
* inadequate health support services

*Although a few youngster start out with internal problems and many others
internalize negative experiences, there can be little doubt that external factors are
primarily responsible for the majority of learning, behavior, and emotional
problems encountered in schools.

Adapted from: H.S. Adelman & L. Taylor (1994). On understanding intervention in psychology and
education. Westport, CT: Prager.
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C. What Do
Schools Do to
Address Barriers
to Learning?

School-Owned
Programs
and Services

. . . few schools
come close to
being able

to do the job
that is needed

School policy makers have a long-history of trying to assist teachers
in dealing with problems that interfere with school learning. This
includes providing a variety of school-owned counseling,
psychological, and social service programs. It also includes
enhancing school linkages with community service agencies and
other neighborhood resources. Paralleling these efforts is a natural
interest in promoting healthy development. Despite all this, it
remains the case that too little is being done, and prevailing
approaches are poorly conceived.

Almost all schools flirt with some forms of preventive and
corrective activity focused on specific types of concerns, such as
learning problems, substance abuse, violence, teen pregnancy,
school dropouts, delinquency, and so forth. Some programs are
provided throughout a school district, others are carried out at or
linked to targeted schools. The interventions may be designed to
benefit all students in a school, those in specified grades, and/or
those identified as having special needs. The activities may be
implemented in regular or special education classrooms and may be
geared to an entire class, groups, or individuals; or they may be
designed as "pull out" programs for designated students. They
encompass ecological, curricular, and clinically oriented activities.

Most school-owned programs and services are offered by pupil
services personnel. Federal and state mandates and special projects
tend to determine how many pupil services professionals are
employed. Governance of their daily practices usually is centralized
at the school district level. In large districts, counselors,
psychologists, social workers, and other specialists may be
organized into separate units. Such units straddle regular, special,
and compensatory education.

On paper, it looks like a lot. It iscommon knowledge, however, that
few schools come close to having enough. Most offer only bare
essentials. Too many schools can't even meet basic needs. Primary
prevention really is only a dream. Analyses of the situation find that
programs are planned, implemented, and evaluated in a piecemeal
manner (see Figure 4). Not only are they carried on in relative
isolation of each other, a great deal of the work is oriented to
discrete problems and overrelies on specialized services for
individuals and small groups. In some schools, a student identified
as at risk for grade retention, dropout, and substance abuse may be
assigned to three counseling programs operating independently of
each other. Such fragmentation not only is costly, it works against
good results.
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Figure 4. Talk about Fragmented!
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Adapted from: Health is Academic: A guide to Coordinated School Health Pragrams | 1993),
Ldited by L. Marx & 5.F. Wooley with D. Nonthrop. New York: Teachiers College Press
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School-Community
Collaborations

. .thetrendisto
co-locate services at a
school rather
than integrating
them with the ongoing
efforts of

In recent years, renewed interest in school-community collaborations has
included a focus on enhancing health, mental health, and social services for
students and their families. State-wide initiatives are being tested across the
country. The work has fostered such concepts as school linked services,
coordinated and integrated services, wrap-around services, one-stop
shopping, full service schools, and community schools. Where initiatives
have incorporated a wellness model, youth development concepts such as
promoting protective factors, asset-building, and empowerment also are in
vogue.

Not surprisingly, early findings primarily indicate how hard it is to
establish collaborations. Still, a reasonable inference from available data
is that school-community partnerships can be successful and cost effective
over the long-run. By placing staff at schools, community agencies make
access easier for students and families -- especially those who usually are
underserved and hard to reach. Such efforts not only provide services, they
seem to encourage schools to open their doors in ways that enhance
recreational, enrichment, and remedial opportunities and greater family
involvement. Analyses of these programs suggest better outcomes are
associated with empowering children and families, as well as with having
the capability to address diverse constituencies and contexts. Many families
using school-based centers become interested in contributing to school and
community. They provide social support networks for new students and
families, teach each other coping skills, participate in school governance,
and help create a psychological sense of community. At the same time, the
problem of fragmentation is compounded in many locales as community
services are brought to school campuses. This happens because the

school staff prevailing approach is to coordinate community services and link them to

schools in ways that co-locate rather than integrate them with the ongoing
efforts of school staff.

And Everything is Marginalized!

Policymakers have come to appreciate the relationship between limited intervention efficacy and
the widespread tendency for complementary programs to operate in isolation. Limited efficacy
does seem inevitable as long as interventions are carried out in a piecemeal fashion. The call for
"integrated" services clearly is motivated by a desire to reduce redundancy, waste, and
ineffectiveness resulting from fragmentation.

Unfortunately, the focus on fragmentation ignores the overriding problem, namely that all efforts
to address barriers to learning and promote healthy development are marginalized in policy and
practice. Clearly, the majority of school counseling, psychological, and social service programs
are viewed as supplementary -- often referred to as support or auxiliary services.

The degree to which marginalization is the case is seen in the lack of attention given such
activity in school improvement plans and certification reviews. School policy makers deal with
such programs on an ad hoc basis and continue to ignore the need for reform and restructuring
in this arena. Community involvement also is a marginal concern at most schools.

In short, policies shaping current agendas for school and community reforms are seriously
flawed. Although fragmentation is a significant problem, marginalization is the more
fundamental concern. Yet concern about marginalization is not even on the radar screen of most
policy makers.
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D. Expanding
School Reform

. . short shrift is
given to student
support programs

... comprehensive,
multifaceted
approaches are
needed to enable
all students to
benefit from high
standards and
improved teaching

While higher standards and accountability are necessary ingredients in the
final recipe for school reform, they are insufficient for turning around most
schools that are in trouble. At such schools, overreliance on raising the bar
and demands for rapid test score increases may even be counterproductive
because they force attention away from addressing the multitude of
overlapping factors that interfere with effective learning and teaching.

The present situation is one where, despite awareness of the many barriers
to learning, education reformers continue to concentrate mainly on
improving instruction (efforts to directly facilitate learning) and the
management and governance of schools. Then, in the naive belief that a
few health and social services will suffice in addressing barriers to
learning, they talk of "integrated health and social services." And, in doing
S0, more attention has been given to linking sparse community services to
school sites than to restructuring school programs and services designed to
support and enable learning. The short shrift given to "support” programs
and services by school reformers continues to marginalize activity that is
essential to improving student achievement.

Ultimately, addressing barriers to development and learning must be
approached from a societal perspective and with fundamental systemic
reforms. The reforms must lead to development of a comprehensive,
integrated continuum of programs. Such a continuum must be multifaceted
and woven into three overlapping school-community systems: systems of
positive development, prevention, early intervention to address problems
as soon after onset as feasible, and systems of care for those with chronic
and severe problems (see Figures 5 and 6). All of this encompasses an
array of programmatic activity that must effectively (a) enhance regular
classroom strategies to improve instruction for students with mild-to-
moderate behavior and learning problems, (b) assist students and families
asthey negotiate the many school-related transitions, (c) increase home and
community involvement with schools, (d) respond to and prevents crises,
and (e) facilitate student and family access to specialized services when
necessary. While schools can't do everything needed, they must play a
much greater role in developing the programs and systems that are essential
if all students are to benefit from higher standards and improved
instruction.

Establishment of a comprehensive, integrated approach to address barriers
to development and learning effectively requires cohesive policy that
facilitates the blending of resources. In schools, this includes restructuring
to combine parallel efforts supported by general funds, compensatory and
special education entitlements, safe and drug free school grants, and
specially funded projects. In communities, the need is for better ways of
connecting agency and other resources to each other and to schools. The
aim is cohesive and potent school-community partnerships. With proper
policy support, a comprehensive approach can be woven into the fabric of
every school, and neighboring schools can be linked to share limited
resources and achieve economies of scale.
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Figure 5. A comprehensive, multifaceted continuum of inter connected systems
for meeting the needs of all students.

School Resources
(facilities, stakeholders,
programs, services)

Examples:

» General health education

« Drug and alcohol education
» Enrichment programs

» Support for transitions

» Conflict resolution

» Home involvement

» Drug counseling
» Pregnancy prevention
* Violence prevention

Systems for Promoting
Healthy Development &
Preventing Problems
primary prevention — includes

universal interventions
(low end need/low cost
per individual programs)

Systems of Early Intervention

early-after-onset — includes
selective & indicated interventions

Community Resources
(facilities, stakeholders,
programs, services)

Examples:

« Public health & safety
programs

Prenatal care

Immunizations

Pre-school programs

Recreation & enrichment

 Child abuse education

. o =

Early identification to treat
health problems

+ Dropout prevention + Monitoring health problems
« Suicide prevention (moderate need, moderate +  Short-term counseling
+ Learning/behavior cost per individual) +  Foster placement/group homes
accommodations and + Family support
response to intervention » Shelter, food, clothing
» Work programs » Job programs
Systems of Care
. . treatment/indicated
*  Special education for interventions for severe and * Emergency/crisis treatment
learning disabilities, chranic broblems « Family preservation
emotional disturbance, . " P th? « Long-term therapy
and other health (High end need/high cost » Probation/incarceration
impairments per individual programs « Disabilities programs
» Hospitalization
L]

Drug treatment

Systemic collaboration* is essential to establish interprogram connections on a daily basis and over time to
ensure seamless intervention within each system and among systems of prevention, systems of early

intervention, and systems of care.

*Such collaboration involves horizontal and vertical restructuring of programs and services

(a) within jurisdictions, school districts, and community agencies (e.g., among departments, divisions,
units, schools, clusters of schools)

(b) between jurisdictions, school and community agencies, public and private sectors;

among schools; among community agencies

Note: In addressing problems, it is fundamental to build on strengths and assets and to use the least intervention
needed (i.e., to intervene only to the degree necessary, but to do all that is needed).

Note: Systemic collaboration is essential for establishing interprogram connections on adaily basis and to ensure
seamless intervention within and among each system over time.
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Figure6. From primary prevention to treatment of serious problems: A continuum of community-
school programsto address barriersto learning and enhance healthy development

I ntervention
Continuum

Systems for
Health Promotion &
Primary prevention

Systems for
Early-after-problem onset
intervention

Systems for

Examples of Focus and Types of I ntervention
(Programs and services aimed at system changes and individual needs)

1. Public health protection, promotion, and maintenance to foster opportunities,
positive development, and wellness

« economic enhancement of those living in poverty (e.g., work/welfare programs)

« safety (e.g., instruction, regulations, lead abatement programs)

« physical and mental health (incl. healthy start initiatives, immunizations, dental
care, substance abuse prevention, violence prevention, health/mental health
education, sex education and family planning, recreation, social services to
access basic living resources, and so forth)

2. Preschool-age support & assistance to enhance health & psychosocial development

« systems' enhancement through multidisciplinary team work, consultation, and
staff development

« education and social support for parents of preschoolers

« quality day care

« quality early education

« appropriate screening and amelioration of physical and mental health and
psychosocial problems

3. Early-schooling targeted interventions

« orientations, welcoming and transition support into school and community life for
students and their families (especially immigrants)

« support and guidance to ameliorate school adjustment problems

« personalized instruction in the primary grades

« additional support to address specific learning problems

« parent involvement in problem solving

« comprehensive and accessible psychosocial and physical and mental health
programs (incl. a focus on community and home violence and other problems
identified through community needs assessment)

4. Improvement and augmentation of ongoing regular support

« enhance systems through multidisciplinary team work, consultation, and staff
development

« preparation and support for school and life transitions

« teaching "basics" of support and remediation to regular teachers (incl. use of
available resource personnel, peer and volunteer support)

« parent involvement in problem solving

« resource support for parents-in-need (incl. assistance in finding work, legal aid,
ESL and citizenship classes, and so forth)

« comprehensive and accessible psychosocial and physical and mental health
interventions (incl. health and physical education, recreation, violence reduction
programs, and so forth)

« Academic guidance and assistance

» Emergency and crisis prevention and response mechanisms

5. Other interventions prior to referral for intensive, ongoing targeted treatments
« enhance systems through multidisciplinary team work, consultation, and staff
development
« short-term specialized interventions (including resource teacher instruction
and family mobilization; programs for suicide prevention, pregnant minors,
substance abusers, gang members, and other potential dropouts)

Treatment for 6. Intensive treatments

severe/chronic
problems

« referral, triage, placement guidance and assistance, case management, and
resource coordination

« family preservation programs and services

« special education and rehabilitation

« dropout recovery and follow-up support

« services for severe-chronic psychosocial/mental/physical health problems
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Restructuring Support Services is Key to
Enhancing Educational Results

Policy makers have yet to come to grips with the realities of addressing barriers to
learning and teaching. Current initiatives must be rethought, and elevated in policy
status so they are on a par with the emphasis on reforming the instructional and
management components of schooling. Concentrating on matters such as curriculum
and pedagogical reform, standard setting, decentralization, professionalization of
teaching, shared decision making, and parent partnerships clearly is necessary but
certainly is not sufficient given the nature and scope of barriers that interfere with
school learning and performance among a large segment of students. As long as the
movement to restructure education primarily emphasizes the instructional and
management components, too many students in too many schools will not benefit from
the reforms. Thus, the demand for significant improvements in achievement scores
will remain unfulfilled.

Clearly, there is a policy void surrounding the topic of restructuring school-operated
interventions that address barriers to teaching and learning. Current policy focuses
primarily on linking community services to schools and downplays a new role for
existing school resources. This perpetuates an orientation that over-emphasizes
individually prescribed services and results in fragmented community-school linkages.
All this is incompatible with efforts to develop a truly comprehensive, integrated
approach to ameliorating problems and enhancing educational results.

It is time for reform advocates to expand their emphasis on improving
Instruction and school management to include a comprehensive component for
addressing barriers to learning (see Figure 7). And in doing so, they must
pursue this third component with the same level of priority they devote to the
other two. That is, such an enabling (or learner support) component must be
aprimary and essential facet of school reform. This will require shifting policy
to push school reform beyond the current tendency to concentrate mainly on
instruction and management. School reformers like to say their aim is to
ensure all children succeed. We think that this third component is the key to
making all more than the rhetoric of reform.
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Figure 7. Moving from a two to a three component model for reform and restructuring

Instructional

Component
(To directly

facilitate learning)
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Missing

Student
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~~

Management
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(for governance
and resource
management

Instructional
Component

(To directly
facilitate learning) /A

Enabling
Component*

(to address barrier:
to learning)

Student

~—

Management

Component
(for governance
and resource
management)

*The third component (an enabling component) is established
in policy and practice as primary and essential and is developed

into acomprehensive approach by weaving together school and
community resources.
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Exhibit 2

What Are the Benefits of Enhancing the Focus on

The most
fundamental
benefits to be
accrued from
increasing the
focus on these
concerns are
enhanced
educational
results

... and there
are other

benefits
as well

Addressing Batrriers to Learning?

As with all school reform, the first and foremost concern is
improving student academic performance and achievement. The
reality is that the best instructional reforms cannot produce the
desired results for a large number of students as long as schools
do not have comprehensive approaches for addressing external
and internal barriers to learning and teaching. And, it is evident
that schools are not developing such approaches because current
policy marginalizes and fragments the emphasis on these
matters.

Those who already have begun restructuring support services
stress that the reforms contribute to

« formulation of a major policy framework and specific
recommendations for ways to improve district efforts to address
barriers to student learning and enhance healthy development

* ongoing monitoring of and pressure for progress related to
district reforms for addressing barriers (e.g., early intervention
as a key aspect for dealing with the problems of social
promotion, expulsion, dropout, and growing numbers referred
for special education)

* provision of a morale-boosting open forum for line staff and
community to hear about proposed changes, offer ideas, and
raise concerns

* connecting community agency resources to the district and
sensitizing agency staff to district concerns in ways that
contribute to improved networking among all concerned

* regular access by board members and district staff, without
fees, to an array of invaluable expertise from the community to
explore how the district should handle complex problems
arising from health and welfare reforms and the ways schools
should provide learning supports

 expanding the informed cadre of influential advocates
supporting district reforms
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E. New Directions
for Student Support

Several reform initiatives already are exploring the power of moving
from a two to a three component framework to ensure barriers to
development and learning are addressed appropriately. Such an
expanded approach is seen in the exciting work underway in places
described in a Center report on Where it’s Happening: New Directions
for Student Support. These initiatives are creating blueprints for and
contributing lessons learned about how schools and communities can
collaborate in developing a comprehensive, multifaceted component
to address barriers to learning and promote healthy development.
Much of the work reflects the ideas illustrated in Figure 8.

Such pioneering and trailblazing efforts offer new hope to students,
parents, and teachers. They can play a major role for society by
creating caring and supportive learning environments that maximize
achievement and well-being for all youngsters. They can also help
strengthen neighborhoods and communities. There can be little doubt
that prevailing approaches to school reform are insufficient. The next
step must be a total restructuring of all education support programs and
services—including counseling, psychological, social services, special
and compensatory education programs, safe and drug free school
programs, student assistance programs, transition programs, some
health education efforts, and more. To do any less is to maintain a very
unsatisfactory status quo.

Toward this end, a Summits Initiative: New Directions for Student
Support is underway. In response to widespread interest in mounting
such a nationwide initiative, our Center convened (in October 2002) a
national summit on Moving Forward in New Directions. (See the
Center’s wesbite for Summit Reports, the Executive Summary from the
National Summit, accompanying resource aids, and other information
about upcoming regional and state summits. On the homepage, click on
the green button labeled Summits for New Directions) .
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Figure 8. An enabling component to addressbarriersto learning and enhance healthy
development at a school site.

Range of Learners
(categorized in terms of their

response to academic instruction)
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lacking
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& styles/
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vulnerabilities

Avoidant/

very deficient
in current
capabilities/
has a disability/

major health  —
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Adapted from:
H.S. Adelman & L Taylor
(1994). On understanding
intervention in psychology
and education. Westport, CT:
Praeger
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to Activity
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The Enabling Component:
A Comprehensive, Multifaceted Approach for
Addressing Barriersto Learning

Such an approach weaves six clusters of enabling
activity (i.e., an enabling component curriculum) into
the fabric of the school to address barriers to learning
and promote healthy development for all students.

Classroom-
Focused
Enabling
Crisis/ Student
Emergency & Family
Assistance & Infrastructure Assistance
Prevention . >leadership
>resource
coordination & Community
Support for enhancement Outreach/
Transitions Volunteers

Home Involvement
in Schooling

Emergent impact = Enhanced school climate/culture/sense of community.

75



Section 2. Enhancing Policy and Infrastructure

A. Enhancing Policy for Comprehensive,
Multifaceted Approaches

B. Enhancing Infrastructure
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Most demonstration projects and initiatives have the potential to be a catalyst
for systemic change. Moreover, it is usually the case that such projects must
produce systemic changes or much of what they have developed is unlikely to
be sustained. Federally-funded programs, such as the Safe Schools/Healthy
Students projects, are excellent examples of an initiative that starts with a focus
on one major problem (e.g., violence prevention) and offers the opportunity to
build into school-community systems a comprehensive, multifaceted approach
to addressing multiple problems and promoting healthy development.

As indicated in this document’s preface, sustainability should be pursued from
the onset of a project. In this section, we explore three areas where projects can
play a catalytic role with the intent of stimulating systemic changes to maintain
Important innovations. The specific focus here is on: (a) enhancing policy for
comprehensive, multifaceted approaches (b) enhancing infrastructure, and (c)
developing standards and expanding the accountability framework.

A. Enhancing Policy for Comprehensive, Multifaceted Approaches

As project staff usually are aware, their work usually is only one facet of
addressing acomplex array of factors that interfere with learning, development,
parenting, and teaching. The need for more extensive systemic changes is
widely acknowledged. For too many youngsters, limited intervention efficacy
seems inevitable as long as a full continuum of necessary programs is
unavailable; and limited cost effectiveness seems inevitable as long as related
interventions are carried out in isolation of each other. The implications of this
for policy and practice are that major breakthroughs in addressing the problems
of children and youth, their families, their schools, and society as a whole are
unlikely in the absence of comprehensive, multifaceted, and integrated
approaches.

At the same time, it is evident that the desire to establish such approaches is
frustrated by inadequate funding, by the way interventions are conceived and
organized, and by the way professionals usually understand their roles and
functions.

For many reasons, policy makers currently assign a low priority to
underwriting efforts for addressing complex problems with comprehensive,
multifaceted solutions. Organizationally and functionally, policy makers
mandate, and planners and developers focus on, specific programs and services.

In addition, a recent trend has been to pursue school-linked services as a
promising way to enhance service delivery. However, even where school-
linked services are feasible, the tendency is for agencies simply to co-locate
staff on a few school campuses. In doing so, they provide a few clients better
access to services. Access clearly is a prerequisite to effective intervention.

77



Access, of course, is no guarantee of effectiveness. Moreover, co-location is no
guarantee of intervention cohesiveness. Indeed, in linking with schools,
community agencies often simply operate in parallel to the intervention efforts
of school personnel, ignoring school staff who perform similar or
complementary functions and leading to another form of fragmentation.

Even more of a problem is the reality that there simply are not enough
community agency resources for all services to link with all schools. Thus, the
situation becomes either a matter of limiting linkages to the first schools that
express an interest or spreading limited resources (until they are exhausted) as
more schools reach out. Furthermore, by approaching school-linked services
as a co-location model, outside agencies are creating a fear of job loss among
personnel who staff school-owned support services. This sense of threat is
growing as school policy makers in various locales explore the possibility of
contracting out services. The atmosphere created by such approaches certainly
Is not conducive to collaboration and further interferes with cohesiveness.

The above deficiencies in policy and practice provide ample opportunity for
project staff to pursue their work in ways that can catalyze systemic changes
rather than becoming just another supplementary set of activities that operates
in parallel to related activities. For this to happen, project directors must think
in terms of transforming the nature and scope of intervention efforts so that
comprehensive, multifaceted, and integrated approaches are developed. To
these ends, they must take steps to:

 show that their work is part of a broad framework and fits under a
unifying concept (see Part Il Section 1 of this document)

* help to create an infrastructure that works cohesively with all who
are encompassed by the unifying concept (discussed in the next
section)

» combine capacity building resources and activities to promote
appropriate implementation of comprehensive, multifaceted, and
integrated approaches

» show how their work, combined with that of others, can be
implemented on a large-scale to enhance intervention effectiveness
for the many — not just a few.
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B. Enhancing Infrastructure

With respect to local systemic changes, well-designed infrastructure
mechanisms ensure local ownership, a critical mass of committed stakeholders,
effective capacity building, processes to overcome barriers to stakeholders
working together effectively, and strategies that mobilize and maintain
proactive effort so that changes are implemented and renewed over time.
Institutionalizing comprehensive, multifaceted, and integrated approaches
requires redesigning mechanisms for governance, capacity building, planning,
implementation, coordination, daily leadership, communication, information
management, and so forth. In reforming mechanisms, new collaborative
arrangements must be established, and authority/power must be redistributed.
All this obviously requires that those who operate the mechanisms are
adequately supported and provided with essential resources, such as time,
space, materials, and equipment — not just initially but over time. And, there
must be appropriate incentives and safeguards for those undertaking the risks
involved in making major changes.

Obviously, no single project can transform existing school and community
mechanisms. At the same time, any project can be a catalyst for changing
organizational and operational infrastructures. The first step is to avoid setting
up a separate infrastructure for the project. The next steps involve proposing
ways to integrate the project with related activity, defining functions in ways
that stress commonalities, and then, determining whether the existing
infrastructure can effectively pursue the functions or how it should be modified
to do so.

The discussion on the following pages highlights ways to think about designing
infrastructure to support development of comprehensive, multifaceted
approaches that weave together school and community resources. (This
material is from several other Center documents.)
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Conceiving school- From the onset, sustainability needs to be thought about in terms
: : of both maintaining and scaling-up. With both these matters in
community par tner ships mind, the first focus is on mechanisms at the school-neighborhood

from localities outward level. Then, based on analyses of what is needed to facilitate and
enhance efforts at a locality, mechanisms are conceived that

The focus is first enable several school-neighborhood collaborations to work

on what is needed together to increase efficiency and effectiveness and achieve

at the school- economies of scale. Then, system-wide mechanisms can be

neighborhood level ... ((jre)d;esigned to provide support for what each locality is trying to
evelop.

... then on ways . o ]
several school- At each level, an infrastructure of organizational and operational

neighborhood mechanisms are required for oversight, leadership, resource and
partners can work program development, and ongoing support. Such mechanisms
together and, (e.g., key personnel, teams) provide ways to (a) arrive at decisions
finally, on what about priorities and resource allocation, (b) maximize systematic
system-wide and integrated planning, implementation, maintenance, and
resources can do evaluation of interventions, (c) create formal working relation-
to support local ships between school and community resources, and (d) upgrade
collaborations and modernize in ways that reflect the best intervention thinking
and use of technology. At each level, these tasks require that staff
adopt some new roles and functions and that parents, students, and
other representatives from the school and community enhance
their involvement. They also call for redeployment of existing

resources.

A brief discussion of each level follows.
|

Note: Structure Follows Function

As more and more emphasis is placed on committees, teams, collaborative bodies, and other groups
that come together, there has been increasing concern about just going to meetings and not making
any progress. One problem is that a fundamental organizational principle often is neglected. That
principle states simply: structure follows function.

We are unlikely to create a potent infrastructure if we are not clear
about the functions we want to accomplish.

Efforts to effectively provide learning supports at a school involve both intervention-oriented
functions and resource-oriented functions. Moving in new directions adds functions specifically
related to systemic change.

For example:

* in responding to the needs of individual students and families, the emphasis is on such
intervention functions as determining who needs what and how soon (triage), referrals to
appropriate interventions, coordinating and managing interventions, monitoring progress and
reassessing needs, and related activity;

 resource-oriented functions include mapping and analyzing how resources are being used
and establishing priorities for how to deploy and redeploy resources to improve interventions
and their outcomes;

 systemic change functions include how to create readiness for change, how to build

stakeholder capacity for change, how to phase in major changes, and how to sustain valued
changes.

I ——™—™_—"
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School-neighbor hood
level mechanisms

Policymakers and
administrators must
ensure the necessary
infrastructure is put
in place for

* weaving existing
activity together

 evolving programs

 reaching out to
enhance resources

Mechanisms include:

e aresource-
oriented team

* local program
teams

An effective infrastructure must coalesce at the local level.
Thus, a school and its surrounding community are a
reasonable focal point around which to build a multi-level
organizational plan. Moreover, primary emphasis on this level
meshes nicely with contemporary restructuring views that
stress increased school-based and neighborhood control.

If the essential programs are to play out effectively at a
locality, policy makers and administrators must ensure that the
necessary infrastructure is in place. From a local perspective,
there are three overlapping challenges to moving from piece-
meal approaches to a cohesive approach. One is weaving
existing activity together. A second entails evolving programs
so they are more effective. The third challenge is to reach out
to other resources in ways that expand the partnership. Such
outreach encompasses forming collaborations with other
schools, establishing formal linkages with community
resources, and reaching out to more volunteers, professionals-
in-training, and community resources.

Meeting the above challenges requires development of well-
conceived mechanisms that are appropriately sanctioned and
endowed by governance bodies. Based on lessons learned, one
good starting place is to establish a resource-oriented team
(e.g., a Learning Supports Resource Team) at a specific
school. Properly constituted, a resource team leads and steers
efforts to maintain and improve a multifaceted and integrated
approach. This includes developing local partnerships. Such
ateam helps reduce fragmentation and enhances cost-efficacy
by analyzing, planning, coordinating, integrating, monitoring,
evaluating, and strengthening ongoing efforts. (See the
Center’s documents on resource-oriented mechanisms.)

To ensure daily programmatic activity is well-planned,
implemented, evaluated, maintained, and evolved, the
resource/steering team, in turn, helps establish and coordinate
local program teams. In forming such teams, identifying and
deploying enough committed and able personnel may be
difficult. Initially, a couple of motivated and competent
individuals can lead the way in a particular program area —
with others recruited over time as necessary and/or interested.
Some "teams" might even consist of one individual. In some
instances, one team can address more than one programmatic
area. Many localities, of course, are unable to simultaneously
develop many new program areas. Such localities must
establish priorities and plans for how to develop and phase in
new programs. The initial emphasis should be on meeting the
locality's most pressing needs, such as enhancing assistance,
responding to crises, and pursuing ways to prevent garden
variety learning, behavior, and emotional problems.
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« administrative
leads

« staff leads

Most schools and agencies do not have an administrator
whose job definition includes the leadership role and functions
necessary to accomplish the above objectives. This is not a
role for which most principals or agency heads have time. The
need, then, is to establish a policy and restructure jobs to
ensure there are site administrative leads whose job
encompasses this responsibility. Such persons must sit on the
resource team and then represent and advocate the team’s
recommendations whenever governance and administrative
bodies meet — especially at meetings when decisions are made
regarding programs and operations (e.g., use of space, time,
budget, and personnel).

Finally, staff leads can be identified from the cadre of line
staff who have interest and expertise with respect to school-
community partnerships. If a locality has a center facility (e.g.,
Family or Parent Resource Center or a Health Center), the
center’s coordinator would be one logical choice for this role.
Staff leads also must sit on the resource team and be ready to
advocate at key times for the team’s recommendations at
meetings with administrative and governance bodies.

Besides facilitating the development of a potent approach for
developing school-community partnerships, administrative
and staff leads play key roles in daily implementation,
monitoring, and problem solving related to such efforts.

Local

: Program
Learning Teams
Supports
Resource

Team
Governance || Administrative
Bodies & Staff Leads

As will be evident on the following pages, conceptualization of the necessary
local level infrastructure helps clarify what supportive mechanisms should be
developed to enable several school-neighborhood collaborations to work together
and what is needed at system-wide levels to support localities
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A School Resource-
Oriented Mechanism for
a L earning Support
(Enabling) Component

Beyond the
School

Our focus here is on a key resource-oriented mechanism for school
sites. By starting with a designated group that is responsible for
resources, aschool can develop a flexible and fluid infrastructure with
the capacity to carry out functions and that can be sustained over time

At schools, obviously the administrative leadership is key to ending
the marginalization of efforts to address learning, behavior, and
emotional problems. The other key is establishment of a mechanism
that focuses specifically on how resources are used at the school to
address barriers to learning.

In some schools as much as 30 percent of the budget may be going to
problem prevention and correction. Every school is expending
resources to enable learning; few have a mechanism to ensure
appropriate use of existing resources and enhance current efforts.
Such a mechanism contributes to cost-efficacy of learner support
activity by ensuring all such activity is planned, implemented, and
evaluated in a coordinated and increasingly integrated manner. It also
provides another means for reducing marginalization.

Creating resource-oriented mechanisms is essential for braiding
together school and community resources and encouraging
intervention activity to function in an increasingly cohesive way.
When such mechanisms are created in the form of a "team," they also
are a vehicle for building working relationships and can play arole in
solving turf and operational problems.

One primary and essential function undertaken by a resource-oriented
mechanism is identifying existing school and community programs
and services that provide supports for students, families, and staff.
This early stage of resource mapping provides a basis for a "gap”
assessment. (Given surveys of the unmet needs of and desired
outcomes for students, their families, and school staff, what’s
missing?). Analyses of what is available, effective, and needed
provide an essential basis for formulating priorities. Clear priorities
allow for strategic development of strategies for filling critical gaps
and enhancing cost-effectiveness (e.g., by enhanced use of existing
resources through linkages with other schools and district sites and
with the community).

In a similar fashion, a resource-oriented team for a complex or
family of schools (e.g., a high school and its feeder schools) and
a team at the district level provide mechanisms for analyses on
a larger scale. This can lead to strategies for cross-school,
community-wide, and district-wide cooperation and integration
to enhance intervention effectiveness and garner economies of
scale.
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A School-Site
L earning Supports
Resource Team

For those concerned with school reform, resource-
oriented mechanisms are a key facet of efforts to
transform and restructure school support programs
and services.

We call the school level resource-oriented mechanism a
Learning Supports Resource Team (previously called a
Resource Coordinating Team. Such teams were initially piloted
in the Los Angeles Unified School District and now the concept
is being introduced in many schools across the country.

Properly constituted, such a team provides on-site leadership for
efforts to address barriers comprehensively and ensures the
maintenance and improvement of a multifaceted and integrated
approach.

Creation of a school-site Learning Supports Resource Team
provides a starting point in efforts to reform and restructure
education support programs. Such a team not only can begin the
process of transforming what already is available, it can help
reach out to District and community resources to enhance
education support activity. As discussed below, such aresource-
oriented team differs from case-oriented teams. The focus of this
team is not on individual students. Rather, it is oriented to
clarifying resources and how they are best used.

Resource-oriented teams are to help

» improve coordination and efficacy by ensuring

>pasic systems are in place and effective
(e.g., for referral, triage, case management)

>programs/services are profiled, written up, and
circulated

>resources are shared equitably
« enhance resources through staff development and by
facilitating creation of new resources via redeployment
and outreach
» evolve asite's education support activity infrastructure by

assisting in the creation of program work groups and
Family/Parent Centers as hubs for such activities.
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Contrasting
Resource- & Case-
Oriented Teams

Among its first functions, the Learning Supports Resource Team
can help clarify

(@)

(b)

()

(d)

the resources available at the school and by referral
from the school (who? what? when?) — For example,
the team can map out and then circulate to staff,
students, and parents a handout describing "Available
Special Services, Programs, and Other Resources."

how someone gains access to available resources — The
team can clarify processes for referral, triage, follow-
through, and case management, and circulate a
description of procedures to the school staff and
parents.

how resources are coordinated — To ensure systems are
in place and to enhance effectiveness, the team can
help weave together resources, make analyses,
coordinate activity, and so forth.

what other resources the school needs and what steps
should be taken to acquire them — The team can
identify additional resources that might be acquired
from the District or by establishing community
linkages.

When we mention a resource team, some school staff quickly

respond: We already have one! When we explore this with them,

we usually find what they have is a case-oriented team — that is,
a team that focuses on individual students who are having
problems. Such a team may be called a student study team,
student success team, student assistance team, teacher assistance
team, and so forth.

To help clarify the difference between resource and case-
oriented teams, we contrast the functions of each as described on
the following pages:
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A Case-Oriented Team

Focuses on specific individuals
and discrete services to address
barriers to learning

Sometimes called:

* Child Study Team

* Student Study Team
 Student Success Team
 Student Assistance Team
» Teacher Assistance Team
e |[EP Team

EXAMPLES OF FUNCTIONS:

>triage

>referral

>case monitoring/management
>case progress review

>case reassessment

A Resource-Oriented Team

Focuses on all students and the resources,
programs, and systems to address barriers to
learning & promote healthy development

Possibly called:

* Learning Supports Resource Team
 Resource Coordinating Team

» Resource Coordinating Council

* School Support Team

* Learning Support Team

EXAMPLES OF FUNCTIONS:

>aggregating data across students & from
teachers to analyze school needs

>mapping resources

>analyzing resources

>enhancing resources

>program and system planning/
development — including emphasis on
establishing a full continuum of
intervention

>redeploying resources

>coordinating-integrating resources

>social "marketing”

Two parables help differentiate the two types of mechanisms and the importance of both sets of

functions.

A case-orientation fits the starfish parable.

The day after a great storm had washed up all sorts of sea life far up onto the
beach, a youngster set out to throw back as many of the still-living starfish as he
could. After watching him toss one after the other into the ocean, an old man
approached him and said: It’s no use your doing that, there are too many, You're

not going to make any difference.

The boy looked at him in surprise, then bent over, picked up another starfish,
threw it in, and then replied: It made a difference to that one!

This parable, of course, reflects all the important clinical efforts undertaken by staff alone and
when they meet together to work on specific cases.
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The resource-oriented focus is captured by what can be called the bridge parable.

In a small town, one weekend a group of school staff went fishing together down
at the river. Not long after they got there, a child came floating down the rapids
calling for help. One of the group on the shore quickly dived in and pulled the
child out. Minutes later another, then another, and then many more children were
coming down the river and drowning. Soon every one in the group was diving in
and dragging children to the shore, resuscitating them, and then jumping back in
to save as many as they could. But, there were too many. For every one they
saved, several others floated by. All of a sudden, in the midst of all this frenzy,
one of the group stopped jumping in and was seen walking away. Her colleagues
were amazed and irate. How could she leave when there were so many children to
save? About an hour later, to everyone’s relief, the flow of children stopped, and
the group could finally catch their breath.

At that moment, their colleague came back. They turned on her and angrily
shouted: How could you walk off when we needed everyone here to save the

children?

She replied: It occurred to me that someone ought to go upstream and find out
why so many kids were falling into the river. What | found is that the old wooden
bridge had several planks missing, and when some children tried to jump over the
gap, they couldn’t make it and fell through into the river. So I got someone to fix

the bridge.

Fixing and building better bridges is a good way to think about prevention, and it helps underscore
the importance of taking time to improve and enhance resources, programs, and systems.

Recapping:
What a
resource-
oriented
mechanism
does

A resource-oriented team exemplifies the type of mechanism needed for
overall cohesion of school support programs and systems. As indicated,
its focus is not on specific individuals, but on how resources are used.

In pursuing its functions, the team provides what often is a missing link
for managing and enhancing programs and systems in ways that integrate
and strengthen interventions. For example, such a mechanism can be used
to (a) map and analyze activity and resources to improve their use in
preventing and ameliorating problems, (b) build effective referral, case
management, and quality assurance systems, (c) enhance procedures for
management of programs and information and for communication among
school staff and with the home, and (d) explore ways to redeploy and
enhance resources — such as clarifying which activities are nonproductive
and suggesting better uses for resources, as well as reaching out to connect
with additional resources in the school district and community.

Minimally, a resource-oriented team can reduce fragmentation and
enhance cost-efficacy by assisting in ways that encourage programs to
function in a coordinated and increasingly integrated way. For example,
the team can coordinate resources, enhance communication among school
staff and with the home about available assistance and referral processes,
and monitor programs to be certain they are functioning effectively and
efficiently. More generally, this group can provide leadership in guiding
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How Many
Stakeholders

Are Needed to Form
Such a Mechanism?

Who Should
be Included?

school personnel and clientele in evolving the school’s vision for learning
support and enhancing resources.

Where creation of "another team™ is seen as a burden, existing teams, such
as student or teacher assistance teams and school crisis teams, have
demonstrated the ability to do resource-oriented functions. In adding the
resource-oriented functions to another team’s work, great care must be
taken to structure the agenda so sufficient time is devoted to the additional
tasks. For small schools, a large team often is not feasible, but a two
person team can still do the job.

It is conceivable that one person could start the process of understanding
the fundamental resource-oriented functions and delineating an
infrastructure to carry them out. It is better, however, if several
stakeholders put their heads together.

Although a resource-oriented mechanism might be created solely around
psychosocial programs, it is meant to focus on resources related to all
major learning support programs and services. Thus, it tries to bring
together representatives of all these programs and services. This might
include, for example, school counselors, psychologists, nurses, social
workers, attendance and dropout counselors, health educators, special
education staff, after school program staff, bilingual and Title | program
coordinators, health educators, safe and drug free school staff, and union
reps. It also should include representatives of any community agency that
is significantly involved with schools. Beyond these "service" providers,
such a team is well-advised to add the energies and expertise of
administrators, regular classroom teachers, non-certificated staff, parents,
and older students.

Properly constituted, trained, and supported, a resource-oriented team
complements the work of the site's governance body through providing
on-site overview, leadership, and advocacy for all activity aimed at
addressing barriers to learning and teaching. Having at least one
representative from the resource team on the school's governing and
planning bodies ensures the type of infrastructure connections that are
essential if programs and services are to be maintained, improved, and
increasingly integrated with classroom instruction. And, of course, having
an administrator on the team provides the necessary link with the school’s
administrative decision making related to allocation of budget, space, staff
development time, and other resources.

See the Exhibit on the following page for a one-page fact
sheet describing a Learning Supports Resource Team.
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Exhibit 3

WHAT IS A LEARNING SUPPORTS RESOURCE TEAM?

Every school that wants to improve its systems for
providing student support needs a mechanism that
focuses specifically on improving resource use and
enhancement. A learning Supports Resource Team
(previously called a Resource Coordinating Team) is a
vital form of such a mechanism.

Most schools have teams that focus on individual
student/family problems (e.g., a student support team, an
IEP team). These teams focus on such functions as
referral, triage, and care monitoring or management. In
contrast to this case-by-case focus, a school’s Learning
Supports Resource Team can take responsibility for
enhancing use of all resources available to the school for
addressing barriers to student learning and promoting
healthy development. This includes analyzing how
existing resources are deployed and clarifying how they
can be used to build a comprehensive, multifaceted, and
cohesive approach. It also integrally involves the
community with a view to integrating human and
financial resources from public and private sectors to
ensure that all students have an equal opportunity to
succeed at school.

What are its functions?

A Learning Supports Resource Team performs
essential functions related to the implementation and
ongoing development of a comprehensive,
multifaceted, and cohesive approach for addressing
barriers to student learning and promoting healthy
development.

Examples of key functions are:

> aggregating data across students & from teachers to
analyze school needs

> Mapping resources at school and in the community

> Analyzing resources

> Identifying the most pressing program development
needs at the school

> Coordinating and integrating school resources &
connecting with community resources

> Establishing priorities for strengthening programs
and developing new ones

> Planning and facilitating ways to strengthen and
develop new programs and systems

> Recommending how resources should be deployed
and redeployed

> Developing strategies for enhancing resources

> “Social marketing”

Related to the concept of an Enabling (Learning Support)
Component, these functions are pursued within

89

frameworks that outline six curriculum content areas and
the comprehensive continuum of interventions needed to
develop a comprehensive, multifaceted approach to
student support that is integrated fully into the fabric of
the school.

Who's on the Team?

The team might begin with only two people. Where
feasible, it should expand into an inclusive group of
informed stakeholders who are able and willing.
This would include the following:

Principal or assistant principal

School Psychologist

Counselor

School Nurse

School Social Worker

Behavioral Specialist

Special education teacher

Representatives of community agencies

involved regularly with the school

 Student representation (when appropriate and
feasible)

« Others who have a particular interest and ability

to help with the functions

It is important to integrate such a team with the
infrastructure mechanisms at the school focused on
instruction and management/governance. For example,
the school administrator on the team must represent the
team at administrative meetings; there also should be a
representative at governance meetings; and another
should represent the team at a Learning Supports
Resource Council formed for the feeder pattern of
schools.
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