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good case has been made for greater

collaboration among professionals
at schools and between schools and com-
munity agencies (Adelman & Taylor,
1997; Adler & Gardner, 1994; Bruner,
1991; Dryfoos, 1994; Hooper-Briar &
Lawson, 1994; Lawson & Briar-Lawson,
1997; Stoner, 1995; White & Wehlage,
1995). One aim of such collaboration is to
develop efficient and effective working
relationships that can enhance efforts to
address barriers to student learning. Ulti-
mately, large-scale amelioration of school
failure requires the involvement of class-
room teachers in a variety of collabora-
tions.

Our focus is on collaborative roles and
functions of teachers in establishing per-
sonalized classroom interventions and
restructuring school resources to address
barriers to student learning. We highlight
current work related to (a) working with
others in the classroom to prevent “gar-
den-variety” learning and behavior prob-
lems and to minimize the need for special
service referrals when problems arise; (b)
teaming to manage the care of students
who must be referred; and (c) involving
teachers in a school-based team designed
to ensure their school moves toward
developing a comprehensive integrated,
programmatic approach to students’ prob-
lems.

Collaborating in the Classroom

Many learning, behavior, and emotion-
al problems can be prevented or at least
minimized by ensuring that teachers are
able to personalize classroom instruction
(Adelman & Taylor, 1993a, 1994). One
facet of this involves creating small class-
es out of big ones. As long as a teacher is
trying to work simultaneously with all
students in a large classroom or with large
subgroups, it is likely that the learning of
students who need considerable guidance
and support will suffer, and they may dis-
rupt the learning of others. Thus, it is
essential for teachers to use strategies that
allow them significant amounts of time to
work with individuais and small groups
during the school day.

Creating small classes out of big ones
requires more than scheduling times for
some students to work independently and
in small, cooperative work groups. It also
involves development of cross-age tutor-

PREVENTING SCHOOL FAILURE 55

B R L T B T R TS P R T R



ing and the recruitment and training of
community volunteers to provide in-class
academic and social support. The move to
maintain and reintegrate special educa-
tion students in regular classrooms pro-
vides an opportunity to involve resource
specialists and other special education
personnel as collaborators with regular
classroom teachers in designing and
implementing programs for all students
who need additional support and guid-
ance to facilitate their classroom learning
and functioning.

Similar collaborations can be devel-
oped with other pupil personnel profes-
sionals so that their role in helping teach-
ers goes beyond traditional consultation.
The daily tasks of such professionals
must encompass working collaboratively
with teachers in classrooms to design and
implement strategies that enable teachers
to facilitate more effective student learn-
ing and performance (Adelman, 1996;
Adelman & Taylor, 1997). For example,
with respect to what have become known
as prereferral interventions (but are better
viewed as interventions that can eliminate
the need to refer), such professionals can
play a potent role teaming with a teacher
to establish promising strategies. More-
over, new teachers and those who overre-
fer for special services need such special-
ists to work with them in the classroom as
mentors and coaches, as contrasted to
current inservice efforts that overempha-
size workshop presentations and out-of-
the-classroom consultations.

Teachers as Collaborators for
Case and Resource Management

Teachers are part of many committees
and teams at a school. In describing
school-based teams for case and resource
management, we are not suggesting that
all teachers can or should be included. We
find, however, that some teachers want to
participate and their collaborative efforts
are invaluable.

A Team to Manage Care

When a student/family is involved with
more than one intervener, case manage-
ment or management of care becomes a
concern (e.g., to ensure intervention coor-
dination, improve quality of care, and
enhance cost-efficacy). This is the situa-
tion when a student is referred for help
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over and above what a teacher can pro-
vide. As additional services are imple-
mented, the role of teachers as primary
interveners often is not capitalized upon,
especially when teachers are not collabo-
rative members of teams to manage care.

Management of care involves a variety
of activity designed to ensure that stu-
dent/family interests are well served
(Ballew & Mink, 1986; Rothman, 1992;
Weil, Karls, & Associates, 1985). At the
core of the process is enhanced monitor-
ing of care focused on the appropriate-
ness of the chosen interventions (e.g.,
adequacy of client involvement, interven-
tion planning and implementation, and
progress) which requires systems for
tracking student/family involvement in
interventions, amassing and analyzing
data on intervention planning and imple-
mentation, amassing and analyzing pro-
gress data, and recommending changes.
Effective monitoring depends on infor-
mation systems that enable those in-
volved with students/families to gather,
store, and retrieve data. In coming years,
more and more of this information will be
entered into computers to facilitate
retrieval and assist with client care.

Besides monitoring processes and out-
comes, management of care also involves
changing interventions as necessary.
Steps must be taken to improve the qual-
ity of processes, including coordination
among interveners. Intervention plans
must be revised to increase efficacy and
minimize costs—including addressing
negative side effects. Thus, management
of care involves using the findings from
ongoing monitoring to clarify if interven-
tions require alteration and to identify
appropriate changes. Then, the process
ensures that changes are implemented
with continued monitoring. Those in-
volved in managing client care may have
to advocate and broker more help and
provide the linkage among services to
ensure communication and coordination,
including contact with care givers at
home.

Who does this monitoring and man-
agement of care? Ideally, all involved par-
ties—interveners and clients—assume
these functions and become the manage-
ment team. Because teachers are critical
partners at almost every step, their partic-
ipation as team members can be essential.

One member of the team needs to take
primary responsibility for management of
care (primary manager). Schools with
sufficient resources often employ one
staff member to fill this role for all clients.
However, with the limited resources
available to schools, a more practical
model is to train many staff, including
willing and able teachers, to share such a
role. Ultimately, with proper instruction,
one or more family members also may
assume this role.

Primary managers of care must
approach the role in a way that respects
the client and conveys a sense of caring.
The process is oriented to problem solv-
ing but should not be limited to problem
treatments (e.g., in working on their prob-
lems, young people must not be cut off
from developmental and enrichment
opportunities). In most instances, a
youngster’s family will be integrally
involved and empowered as partners, as
well as recipients of care. Well-imple-
mented management of care can help
ensure that clients are helped in a com-
prehensive, integrated manner designed
to address the whole person. A positive
side effect can be enhancement of sys-
tems of care.

Management teams should meet when-
ever analysis of monitoring information
suggests a need for program changes and
at designated review periods. Between
meetings, the primary manager ensures
that care is appropriately monitored, team
meetings are called as changes are need-
ed, and changes are implemented. The
team as a whole, however, has responsi-
bility for designating necessary changes
and working to ensure that the changes
are made. A few basic tasks for primary
managers of care are the following:

» Before a team meeting, write up analy-
ses of monitoring data and any recom-
mendations to share with the manage-
ment team.

e Immediately after a team meeting,
write up and circulate changes pro-
posed by the management team and
emphasize who has agreed to do which
tasks and when.

* Setup a “tickler” system to remind the
manager when to check on whether
tasks have been accomplished.

+ Follow up with team members who
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have not accomplished agreed-upon
tasks to see what assistance they need.

A case management team is an essen-
tial part of ensuring care is provided in a
coordinated and effective manner. When
students are the focus of intervention
efforts, teachers not only are primary
interveners, but their involvement as team
members in managing care can yield sub-
stantial added value to the process.

A Team to Manage Resources

School practitioners are realizing that
they cannot work any harder, so they must
work smarter. For some, this translates
into new strategies for coordinating, inte-
grating, and redeploying resources. Such
efforts start with new processes for map-
ping and matching resources and needs
and new mechanisms for resource coor-
dination and enhancement.

An example of a mechanism designed
to reduce fragmentation and enhance
resource availability and use (with a view
to enhancing cost efficacy) is the concept
of a resource coordinating team (Adel-
man, 1993; Adelman & Taylor, 1993b;
Rosenblum, DiCecco, Taylor, & Adel-
man, 1995). This school-based team pro-
vides a vehicle for building working rela-
tionships and is a good mechanism for
starting to weave together existing school
and community resources and encourag-
ing services and programs to function in
an increasingly cohesive way. The team
also can play a role in solving turf and
operational problems, developing plans
to ensure availability of a coordinated set
of services, and generally improving the
school's focus on developing a compre-
hensive, integrated approach to address-
ing barriers to student learning.

Among the specific concerns a coordi-
nating team might focus on are ways to
deal with crises and how to resolve dilem-
mas regarding consent, confidentiality,
legal reporting requirements, and school
district policies. With respect to planning,
the team can take the lead in clarifying
and advocating for programmatic needs
and priorities from the perspective of a
school’s component to address barriers to
learning. This includes programs to (a)
enhance classroom-based efforts to
enable learning, (b) provide prescribed
student and family assistance, (c) respond
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to and prevent crises, (d) support transi-
tions, (e) increase home involvement in
schooling, and (f) develop greater com-
munity involvement and support, includ-
ing recruitment of volunteers.

A resource coordinating team differs
from teams created to review individual
students (such as a student study team, a
teacher assistance team, a case manage-
ment team). Its focus is not on specific
cases but on clarifying resources and their
best use. It provides what often is a miss-
ing mechanism for managing and enhanc-
ing systems to coordinate, integrate, and
strengthen interventions. For example,
such a team can be assigned responsibil-
ity for (a) mapping and analyzing activi-
ty and resources with a view to improv-
ing coordination, (b) ensuring that
effective systems exist for referral, case
management, and quality assurance, (c)
guaranteeing appropriate procedures for
effective management of programs and
information and for communication
among school staff and with the home,
and (d) exploring ways to redeploy and
enhance resources—such as clarifying
activities that are nonproductive and sug-
gesting better resource use, as well as
connecting with additional resources in
the school district and community.

One of the primary and essential tasks
of a resource coordinating team is map-
ping resources. The literature on resource
coordination makes it clear that a first
step in countering fragmentation involves
identifying what resources exist at a site
(e.g., enumerating programs and services
that are in place to support students, fam-
ilies, and staff; outlining referral and case
management procedures). A comprehen-
sive form of “needs assessment” is gener-
ated as resource mapping is paired with
surveys of the unmet needs of students,
their families, and school staff. Based on
analyses of what is available, effective,
and needed, strategies can be formulated
for resource enhancement. These focus
on (a) outreach to link with additional
resources at other schools, at district sites,
and in the community and (b) better ways
to use existing resources. Outreach to
community agencies is easier where pol-
icy and organization exist that support
school-community collaboration. How-
ever, actual establishment of formal con-
nections remains complex and is becom-

ing more difficult as publicly funded
community resources dwindle.

Perhaps the most valuable aspect of
mapping and analyzing resources is that
they provide a sound basis for improving
cost effectiveness. In schools and com-
munity agencies, redundancy stems from
ill-conceived policies and lack of coordi-
nation. This does not mean that there are
unneeded personnel, but simply suggests
that resources can be used in different
ways to address unmet needs. Given that
additional funding for reform is hard to
come by, such redeployment of resources
is the primary answer to the ubiquitous
question: Where will we find the funds?
In general, effective teams should pro-
duce savings in terms of time and re-
sources by appropriately designing and
integrating programs and services. In
addition, by tapping into public health
care funds, a district can underwrite the
costs of some interventions.

Although a resource coordinating team
might be created solely around psychoso-
cial programs, it is meant to bring togeth-
er representatives of all major programs
and services supporting a school’s in-
structional component (e.g., guidance
counselors, school psychologists, nurses,
social workers, attendance and dropout
counselors, health educators, special edu-
cation staff, and bilingual and Title I pro-
gram coordinators). That includes repre-
sentatives of any community agency that
is significantly involved at the school. It
also includes the energies and expertise of
one of the site’s administrators, regular
classroom teachers, noncertificated staff,
parents, and older students. The partici-
pation of regular classroom teachers is
especially important because they must
play a key role if new school-based inter-
ventions are to be adopted and imple-
mented effectively. Involvement of par-
ents and other nonschool staff adds an
impetus to maintain regularly scheduled
and task-focused meetings.

Where creation of another team is seen
as a burden, existing teams can be asked
to broaden their scope. Teams that
already have a core of relevant expertise,
such as student study teams, teacher
assistance teams, and school crisis teams,
have demonstrated the ability to extend
their functions to encompass resource
coordination. However, they must take
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great care to structure their agenda so that
sufficient time is devoted to the addition-
al tasks.

Properly constituted, trained, and sup-
ported, a resource coordinating team can
complement the work of the site’s gov-
erning body through providing on-site
overview, leadership, and advocacy for all
activity aimed at addressing barriers to
learning and enhancing healthy develop-
ment. Having at least one representative
from the resource coordinating team on
the school’s governing and planning bod-
ies helps ensure that essential programs
and services are maintained, improved,
and increasingly integrated with class-
room instruction.

Challenges in Establishing and
Maintaining Collaborative Efforts

It is relatively easy to conceive how
teachers and others should collaborate at
a school site. Unfortunately, turning ideas
into effective practice is not an easy mat-
ter in any organization and especially in
schools (e.g., see Argyris, 1993; Sarason,
1996). At each stage, anticipatable prob-
lems are more than a bit frustrating. We
highlight here a few of the problems that
we have encountered and some of the
concepts and strategies used in address-
ing them.

Every effort to enhance collaboration,
of course, must be prepared to deal with
barriers to change and the dynamics of
change. Still, the problems are often dis-
heartening. For example, on a mundane
level, we encounter constant scheduling
and priority conflicts (“I would like to
collaborate, but I can’t make the meet-
ing”; “I already have so much to do, I
don’t have time for anything more™).
School staff often function reactively
rather than proactively because compet-
ing demands and priorities make it diffi-
cult to stop doing things in the usual way
long enough to plan ways to do things
better. Problems also arise with respect to
territoriality (“That’s my job!”). Two
basic problems in forming collaborative
teams at school sites are (a) identifying
and deploying committed and able per-
sonnel and (b) establishing an organiza-
tional structure that provides sufficient
time and nurtures the competence and
commitment of team members. Figure 1
presents a checklist of guidelines that we
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Job descriptions reflect a policy for working in a coordinated and
increasingly integrated way to maximize resource use and enhance
effectiveness. (This includes allocation of time and resources so that
team members can build capacity and work effectively together to
maximize resource coordination and enhancement.)

Every staff member is encouraged to participate on some team to
improve students’ classroom functioning and can choose teams whose
work interests them.

Teams include key stakeholders (current resource staff, special project
staff, teachers, site administrators, parents, older students, others from
the community, including representatives of school-linked community
services).

The size of teams reflects current needs, interests, and factors associ-
ated with efficient and effective functioning. (The larger the group, the
harder it is to find a meeting time and the longer each meeting tends
to run. Frequency of meetings depends on the group’s functions, time
availability, and ambitions. Properly designed and trained teams can
accomplish a great deal through informal communication and short
meetings).

There is a core of team members who have or will acquire the ability
to carry out identified functions and make the mechanism work (others
are auxiliary members). All are committed to the team’s mission.
(Building team commitment and competence should be a major focus
of school management policies and programs. Because several teams
require the expertise of the same personnel, some individuals will nec-

essarily be on more than one team.)

6. ___ Each team has a dedicated leader/facilitator who is able to keep the
group task-focused and productive.

7. ___ Each team has someone who records decisions and plans and
reminds members of planned activities and products.

8. ___ Teams use advanced technology (management systems, electronic

bulletin boards and email, resource clearinghouses) to facilitate com-
munication, networking, program planning and implementation, linking
activities, and a variety of budgeting, scheduling, and other manage-

ment concerns.

FIGURE 1. Checklist for establishing school-site collaborative teams.

find useful in establishing effective
teams.

In dealing with the problems of
enhancing teacher involvement in the var-
jous forms of collaboration, the key chal-
lenges have been to overcome partici-
pants’ feelings of distrust and enhance
their motivation and skills for collabora-
tion (including their sense of empower-
ment). Qur experience supports the wide-
ly held view that trust among collabora-
tors grows only after they learn to validate
each other’s contributions. Motivation
and skills seem to develop best when the
process is structured in a way that facili-
tates communication and provides sup-
port and direction. We have found it
essential for teams to establish a clear
agenda, have regular contacts, designate a
leader, make a record of plans and assign-

ments for follow-up by individuals or
subgroups, and frequently review their
accomplishments to reassure themselves
that the team is worth the time and ener-
gy. Reviewing progress is important
because it validates a team’s efforts; spe-
cial recognition should be accorded to
each product the group generates. Good
resources are available that discuss ways
to enhance team functioning (e.g., Bril-
hart & Galanes, 1995; Rees, 1993). Fig-
ure 2 summarizes some key points about
planning and facilitating effective team
meetings.

Concluding Comments

Those who work in large school dis-
tricts may imagine that collaboration is
easier in smaller towns with fewer staff
members to get to know one another.
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Forming a working group

L

There should be a clear statement about the group’s mission.

Be certain that the members agree to pursue the stated mission and, for the
most part, share a vision.

Pick someone who the group will respect and who either already has good
facilitation skills or will commit to learning those that are needed.

Provide training for members so they understand their roie in keeping a
meeting on track and turning talk into effective action.

Designate processes (a) for sending members information before a meeting
regarding what is to be accomplished, specific agenda items, and individual
assignments and (b) for maintaining and circulating a record of decisions
and planned actions (what, who, when).

Meeting format
« Be certain there is a written agenda and that it clearly states the purpose of

L

the meeting, specific topics, and desired outcomes for the session.

Begin the meeting by reviewing purpose, topics, desired outcomes, etc. Until
the group is functioning well, it may be necessary to review meeting ground
rules.

Facilitate the involvement of all members, and do so in ways that encourage
them to focus specifically on the task. The facilitator remains neutral in dis-
cussion of issues.

Try to maintain a comfortable pace (neither too rushed nor too slow; try to
start on time and end on time—hut don't be a slave to the clock).
Periodically review what has been accomplished and move on to the next
item.

Leave time to sum up and celebrate accomplishment of outcomes and end
by enumerating specific follow-up activity (what, who, when). End with a plan
for the next meeting (date, time, tentative agenda). For a series of meetings,
set the dates well in advance so members can plan their calendars.

Some group dynamics to anticipate
e Hidden agendas—All members should agree to keep hidden agendas in

check and, when such items cannot be avoided, facilitate the rapid presenta-
tion of a point and indicate where the concern needs to be redirected.

A need for validation—When members make the same point over and over, it
usually indicates they feel an important point is not being validated. To
counter such disruptive repetition, account for the item in a visible way so
that members feel their contributions have been acknowiedged. When the
itern warrants discussion at a later time, assign it to a future agenda.
Members are at an impasse-—Two reasons groups get stuck are (a) some
new ideas are needed to “get out of a box” and (b) differences in perspective
need to be aired and resolved. The former problem usually can be dealt with
through brainstorming or by bringing in someone with new ideas to offer; to
deal with conflicts that arise over process, content and power relationships,
employ problem solving and conflict management strategies (e.g., accommo-
dation, negotiation, mediation).

Interpersonal conflict and inappropriate competition—These problems may
be corrected by repeatedly bringing the focus back to the goal—improving
outcomes for students and families; when this doesn’t work, restructuring
group membership may be necessary.

Ain't it awfull—Daily frustrations experienced by staff often lead them to turn
meetings into gripe sessions. Outside team members (parents, agency staff,
business and/or university partners) can influence school staff to exhibit their

best behavior.

FIGURE 2. Planning and facilitating effective meetings.

However, in all settings, those asked to

relative isolation from other staff.

collaborate must feel they have a lot to
gain by working together and that their
efforts will be effective. Most of us know
how hard it is to work effectively with a
group. Teachers have jobs that allow
themn to carry out their duties each day in
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Despite the various frustrations they
encounter, many teachers see little to be
gained by joining with others. In fact,
they often can point to the many com-
mittees and teams that drain their time
and energy to little avail.

The fact remains that no organization
can be truly effective if everyone works in
isolation. It is a simple truth that schools
cannot play their role in addressing barri-
ers to student learning and enhancing
healthy development if a critical mass of
stakeholders do not work together toward -
a shared vision. There are policies to
advocate, decisions to make, problems to
solve, and interventions to plan, imple-
ment, and evaluate.

Obviously, true collaboration involves
more than meeting and talking. The point
is to work together in ways that produce
the types of actions that result in effective
programs. For this to happen, steps must
be taken to ensure that comrmittees, coun-
cils, and teams are formed in ways that
ensure they can be effective. That in-
cludes providing them with appropriate
training, time, support, and authority to
carry out their roles and functions. When
such matters are ignored, groups find
themselves meeting and meeting but
going nowhere. It is a fantasy to think that
effective collaboration can be accom-
plished without investing the time and
resources to develop, maintain, and
evolve potent mechanisms.
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