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School safety requires a broad-based effort by the entire community, including educators, students, parents,
law enforcement agencies, businesses, and faith-based organizations, among others. By adopting a compre-
hensive approach to addressing school safety focusing on prevention, intervention, and response, schools
can increase the safety and security of students.

To assist schools in their safety efforts, the Northwest Regional Educational Laboratory (NWREL) has
developed a series of eight guidebooks intended to build a foundation of information that will assist schools
and school districts in developing safe learning environments. NWREL has identified several components
that, when effectively addressed, provide schools with the foundation and building blocks needed to ensure
a safe learning environment. These technical assistance guides, written in collaboration with leading national
experts, will provide loca school districts with information and resources that support comprehensive safe
school planning efforts.

One objective of the guides is to foster a sense of community and connection among schools and those
organizations and agencies that work together to enhance and sustain safe learning environments. Another
objective is to increase awareness of current themes and concerns in the area of safe schools.

Each guide provides administrators and classroom practitioners with a glimpse of how fellow educators
are addressing issues, overcoming obstacles, and attaining success in key areas of school safety. These
guidebooks will assist educators in obtaining current, reliable, and useful information on topics that should
be considered as they develop safe school strategies and posttive learning environments.

Each of the guidebooks should be viewed as one component of a school's overdl effort to create a safer
learning environment. As emphasized in Threat Assessment in Schools: A Guide to Managing Threatening Stu-
ationsand to Creating Safe School Climates, ajoint publication of the U.S. Secret Service and the U.S. Depart-
ment of Education, creating cultures and climates of safety is essential to the prevention of violence in school.
Each guidebook contains this message as a fundamenta concept.

Under No Child Left Behind, the education law signed in January 2002, violence prevention programs must
meet specified principles of effectiveness and be grounded in scientifically based research that provides
evidence that the program to be used will reduce violence and illegdl drug use. Building on the concept in
No Child Left Behind—that dl children need a safe environment in which to learn and achieve—these guides
explain the importance of selecting research-based programs and strategies. The guides aso outline a sample
of methods on how to address and solve issues schools may encounter in their efforts to create and enhance
safe learning environments.

Guide 1: Creating Schoolwide Prevention and Intervention Strategies, by Jefrey Sorague and Hill
Waker, is intended to put the issue of schoolwide violence prevention in context for educators and outline
an approach for choosing and creating effective prevention programs. The guide covers the following topics:

* Why schoolwide prevention strategies are critica

» Characteristics of a safe school

» Four sources of vulnerability to school violence

* How to plan for strategies that meet school safety needs

* Fve dfective response strategies

* Useful Web and print resources
Guide 2: School Policiesand Legal | ssues Supporting Safe Schools, by Kirk Baley, is a practica
guide to the development and implementation of school policies that support safe schools. Section 1 provides
an overview of guiding principles to keep in mind when developing policies at the district level to prevent vio-
lence. Section 2 addresses specific policy and lega components that relate to such topics as discipline and
due process, threats of violence, suspension and expulsion, zero tolerance, and dress codes. Checklists are
included to ensure that schools attend to due process when developing policies for suspensions or expulsions,
search and seizure, or general liability issues.



Guide 3: Implementing Ongoing Staff Development To Enhance Safe Schools, by Steve Kimbeling
and Cyril Wantland, discusses the role of staff development within the context of school safety. The guide
addresses how daff development should be an integral part of the educational planning process and dis-
cusses what its relationship is to safety-related outcomes and overdl student achievement.
Guide 4: Ensuring Quality School Facilities and Security Technologies, by Tod Schneider, is intended
to help educators and other members of the community understand the relationship between school safety
and school facilities, including technology. The guide covers the fallowing topics:
» Crime Prevention Through Environmental Design (CPTED)
» Planning To Address CPTED: Key Questions To Ak
» Security Technology: An Overview
« Safety Audits and Security Surveys
Guide 5: Fostering School-Law Enforcement Partnerships, by Anne Atkinson is a practical guide to the
development and implementation of partnerships between schools and lav enforcement agencies. Section 1
provides an overview of community policing and its relationship to school effectiveness. Section 2 focuses on
developing the school-law enforcement partnership from an interagency perspective. Section 3 focuses on
steps for implementing school-law enforcement partnerships in schools. Also included are descriptions of
the roles of lawv enforcement in schools with examples of many strategies used to make schools safer and
more effective.
Guide 6: I nstituting School-Based Links With Mental Health and Social Service Agencies, by
David Osher and Sandra Keenan, discusses how schools can improve their capacity to serve dl students by
linking with mental health and social service agencies. Agency daff members can contribute to individua and
schoolwide assessment, planning, implementation, and evaluation. Agency resources can enhance schools
capacity to provide universal, ealy, and intensive interventions. Links with agency resources can also dign
school and agency services.
t, by Howard Ademan and Linda
Taylor, provides an overview of the nature and scope of collaboration, explores barriers to effectively working
together, and discusses the processes of establishing and sustaining the work. It also reviews the state of the
art of collaboration around the country, the importance of data, and some issues related to sharing information.
Guide 8: Acquiring and Utilizing Resources To Enhance and Sustain a Safe Learning Environ-
ment, by Mary Grenz Jdlloh and Kathleen Schmalz, provides practical information on a spectrum of resources
that concerned individuas and organizations can use in the quest to create safe schools. It draws on pub-
lished research and also includes interviews with experts working on school safety issues a the state and
local levels. Mgor topics covered include:
*What are resources?
» Whé role do resources play in safe school planning?
* Identifying and accessing resources
* Appendix of online and print resources
—Northwest Regiond Educationa Laboratory



This guidebook is intended to provide a perspective and resources for enhancing home, community, and
school collaboration as part of comprehensive safe school planning. Schools are more effective and caring
places when they are an integral part of the community. This means enhanced academic performance, fewer
discipline problems, higher gaff morale, and improved use of resources. For communities, collaboration with
schools can strengthen the fabric of family and community life.

This guidebook provides an overview of the nature and scope of collaboration, explores barriers to effectively
working together, and discusses the processes of establishing and sustaining the work. It also reviews the
state of the art around the country, the importance of data, and some issues related to sharing information.

Included throughout are resource tools and aids drawn from avariety of sources. While steps for develop-
ment are outlined, keep in mind that establishing and sustaining a collaborative is a dynamic process that
involves mgor systemic changes. Change requires a flexible approach.

Treat this document as a growing toolkit. The material is intended to assist and guide. Apply it flexibly and
in ways that respond to the unique characteristics of settings and stakeholders. Fed free to use whatever you
find helpful and make any adaptations that will bring the content to life.

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

* Motivation for sustaining collaboration comes from the desire to achieve better outcomes for dl children

andyouth

* It comes from hope and optimism about avison for what is possible for al children and youth

* It comes from the redlization that working together is essential in accomplishing the vision

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

+ Mantaning motivation for working together comes from vauing each partner's assets and contributions

and from fedling that the efforts are producing results

* Remember, when a broad range of stakeholders are motivated to work together toward a shared vision,

they come up with more innovative and effective strategies than any guidebook or toolkit can contain



WHAT IS
COLLABORATION?



If you want your school to be a good and safe place, you must enhance family and community involvement with
the school. A key strategy in al this is collaboration.

Collaboratives are sprouting in communities across the country. Properly done, collaboration anong schools,
families, and communities should improve schools, strengthen families and neighborhoods, and lead to a
marked reduction in young people's problems. Poorly implemented collaborations, however, can end up
being another reform effort that promised a lot, did little good, and even did some harm.

Advocates for family, community, and school connections have cautioned that some so-called collaborations
amount to little more than groups of people sitting around engaging in "collabo-habble.”

An optima approach involves formally blending together resources of a |east one school and sometimes a
group of schools or an entire school district with local family and community resources. The intent is to sustain
connections over time. The range of entities in acommunity are not limited to agencies and organization; they
encompass people, businesses, community-based organizations, postsecondary institutions, religious and
dvic groups, programs at parks and libraries, and any other facilities that can be used for recreation, learning,
enrichment, and support.

While it is relatively smple to make informd links, establishing mgor long-term collaborations is complicated.
Doing so requires vision, cohesive palicy, and basic systemwide reforms. The complications are readily seen
in any effort to develop a comprehensive, multifaceted, and integrated approach to promoting healthful
development and addressing barriers to development and learning. Such an approach involves much more
than linking a few services, recreation, and enrichment activities to schools (see Appendix A). System
changes are required to develop forma and institutionalized sharing of a wide spectrum of responsibilities
and resources.

Collahoratives can weave together a critical mass of resources and strategies to enhance caring communi-
ties that support al youth and their families and enable success at school and beyond. Strong family-school-
community connections are critical in impoverished communities where schools often are the largest piece
of public real estate and also may be the single largest employer.

Comprehensive collaboration represents a promising direction for efforts to generate essential interven-
tions to address barriers to learning, enhance healthy development, and strengthen families and neighbor-
hoods. Building such collaboration requires stakeholder readiness, an enlightened vision, creative leadership,
and new and multifaceted roles for professionals who work in schools and communities, as well as for family
and other community members who are willing to assume leadership.

As noted, interest in connecting families, schools, and communities is growing at an exponentia rate. For
schools, such links are seen as awey to provide more support for schools, students, and families. For agen-
cies, connection with schools is seen as providing better access to families and youth and thus as providing
an opportunity to reach and have an impact on hard-to-reach clients. The interest in collaboration is bol-
stered by the renewed concern about widespread fragmentation of school and community interventions. The
hope is that integrated resources will have a greater impact on "at risk" factors and on promoting healthful
development.



In fostering collaboration, do not limit your thinking to coordinating community services and arranging
some together on school sites. Such an approach downplays the need to also restructure the various educa
tion support programs and services that schools own and operate. And, it has led some policymakers to the
mistaken impression that community resources can effectively meet the needs of schools in addressing bar-
riers to learning. In turn, this has led some legislators to view the linking of community services to schools as
away to free up the dollars that underwrite school-owned services. The redlity is that even when one adds
together community and school assets, the total set of services in disadvantaged locales is woefully inadequate.
In situation after situation, it has become evident that as soon as the first few sites demonstrating school -
community collaboration are in place, local agencies find they have stretched their resources to the limit.
Increasing access to services is only one facet of any effort to establish a comprehensive, cohesive approach
for strengthening families and neighborhoods.

Collahoratives often are established because of the desire to address aloca problem or in the wake of a
crisis. In the long-run, however, family-community-school collaboratives must be driven by a comprehensive
vison about strengthening youngsters, families, schools, and neighborhoods. This encompasses a focus on
safe schools and neighborhoods; positive development and learning; personal, family, and economic well-
being; and more.

Collaboratives are about building potent, synergistic, working relationships, not smply establishing posi-
tive personal connections. Collaboratives built mainly on personal connections are vulnerable to the mobility
that characterizes many such groups. The point is to establish stable and sustainable working relationships.
This requires clear roles, responsibilities, and an ingtitutionalized infrastructure, including well-designed
mechanisms for performing tasks, solving problems, and mediating conflict.

A collaborative needs financid support. The core operationa budget can be direct funding and in-kind
contributions such as providing space for the collaborative. A school or community entity or both might be
asked to contribute the necessary space. As specific functions and initiatives are undertaken that reflect
overlapping areas of concern for schools and community agencies such as safe schools and neighborhoods,
some portion of their respective funding streams can be braided together. Fndly, there will be opportunities
to supplement the budget with extramural grants. It is important not to pursue funding for projects that will
distract the collaborative from vigoroudy pursuing its vison in a cohesive (nonfragmented) manner (see
Appendix B).

The governance of the collaborative must be designed to equalize power so that decisionmaking appropri-
aely reflects dl stakeholder groups and so that dl are equally accountable. The leadership must include rep-
resentatives from al groups, and al participants must share in the workload—pursuing clear roles and
functions. And, collaboratives must be open to dl who are willing to contribute their talents.

Obvioudy, true collaboration involves more than meeting and talking. The point is to work together in ways
that produce the type of actions that result in important results. For this to happen, steps must be taken to
ensure that collaboratives are formed in ways that ensure they can be effective. This includes providing them
with the training, time, support, and authority to carry out their roles and functions. It is when such matters
are ignored that groups find themselves meeting and meeting, but going nowhere.
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Schools are located in communities, but often are islands with no bridges to the mainland. Families live in
neighborhoods, often with little connection to each other or to the schools their children attend. Neverthe-
less, dl these entities affect each other, for good or ill. Because of this and because they share goals related
to education and socidization of the young, schools, homes, and communities must collaborate with each
other if they are to minimize problems and maximize results.

Deding with multiple, interrel ated problems such as poverty, child development, education, violence, crime,
safety, housing, and employment requires multiple and interrelated solutions. Interrelated solutions require
collaboration.

Promoting well-being, resiliency, and protective factors and empowering families, communities, and schools
aso requires the concerted effort of dl stakeholders.

Collaboration can improve service access and provision; increase support and assistance for learning and
for addressing barriers to learning; enhance opportunities for learning and development; and generate new
approaches to strengthen family, school, and community. Thus, appropriate and effective collaboration and
teaming are keys to promoting well-being and addressing barriers to development, learning, family well-being,
and community self-sufficiency.

Schools are more effective and caring places when they are an integral and positive part of the community.
This means enhanced academic performance, fewer discipline problems, higher staff morale, and improved
use of resources. Reciprocdly, families and other community entities can enhance parenting and socidization,
address psychosocia problems, and strengthen the fabric of family and community life by working in partner-
ship with schools.

Concern about violence at schools provides opportunities for enhancing connections with families and other
neighborhood resources. However, in too many cases, those responsible for school safety act as if violence
on the campus has little to do with home and community. Children and adolescents do not experience such
a separation. For many of them, violence is a fact of life.

The problem goes well beyond the widely reported incidents that capture media attention. For children,
the most common forms of violence are physica, sexual, and emotiona abuse experienced at school, a home,
and in the neighborhood. There are no good data on how many youngsters are affected by dl the forms of vio-
lence or how many are debilitated by such experiences. But no one who works to prevent violence would deny
that the numbers are large. Far too many youngsters are caught up in cycles where they are the recipient or
perpetrator (and sometimes both) of harassment ranging from excessive teasing, bullying, and intimidation
to mayhem and major crimina acts.

Clearly, the problem is widespread and is linked with other problems that are significant barriers to devel-
opment, learning, parenting, teaching, and socidization. As a consequence, single-factor solutions will not work.
This is why guides to safe school planning emphasize such elements as schoolwide prevention, intervention,
and emergency response strategies, positive school climate, partnerships with law enforcement, mental
health and social services, and family and community involvement. The need is for a full continuum of inter-
ventions—ranging from primary prevention through early interventions to treatment of individuals with severe,
pervasive, and chronic problems. School and community policymakers must quickly move to embrace com-
prehensive, multifaceted schoolwide and communitywide approaches. And, they must do so in away that fully
integrates such approaches with school reform at every school site.
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Collaboration involves more than smply working together. It is more than a process to enhance cooperation
and coordination. Thus, professionals who work as a multidisciplinary team to coordinate treatment are not a
collaborative; they are atreatment team. Interagency teams established to enhance coordination and commu-
nication across agencies are not collaboratives; they are a coordinating team.

The halmark of collaboration is a formd agreement among participants to establish an autonomous struc-
ture to accomplish goals that would be difficult to achieve by any of the participants alone. While participants
may have a primary dfiliation elsewhere, they commit to working together under specified conditions to pursue
ashared vison and common set of goals. A collabortive structure requires shared governance (power, authority,
decisionmaking, accountability) and weaving together of a set of resources for use in pursuit of the shared
vision and goals. It also requires building well-defined working relationships to connect and mohilize resources,
such as financid and socid capita, and to use these resources in planned and mutualy beneficial ways.

Growing appreciation of socid capital has resulted in collaboratives expanding to include awide range of
stakeholders (people, groups, forma and informa organizations). The political realities of loca control have
further expanded collaborative bodies to encompass loca policymakers, representatives of families, nonpro-
fessionals, and volunteers.

Families have dways provided a direct connection between school and community. In addition, advocates
for students with special needs have lobbied to increase parent and youth participation on teams making
decisions about interventions. Many who were silent partners in the past are now finding their way to the
collaborative table and becoming key players.

Ary effort to connect home, community, and school resources must embrace awide spectrum of stake-
holders. In this context, collaboration becomes both a desired process and an outcome. That is, the intent
Is to work together to establish strong working relationships that are enduring. However, family, community,
and school collaboration is not an end in itself. It is aturning point meant to enable participants to pursue
increasingly potent strategies for strengthening families, schools, and communities.

True collaboratives are attempting to weave together the responsibilities and resources of participating
stakeholders to create a unified entity. For our purposes, any group designed to connect a school, families,
and other groups from the surrounding neighborhood is referred to as a "school-community" collaborative.
Such groups can encompass awide range of stakeholders. For example, collaboratives may include agencies
and organizations focused on providing programs for education, literacy, youth development, and the arts;
health and human services; juvenile justice; vocationa education; and economic development. They aso may
include various sources of social and financid capital, including youth, families, religious groups, community-
based organizations, dvic groups, and businesses.

Operationaly, a collaborative is defined by its functions. Family, community, and school connections may
be made to pursue a variety of functions. These include enhancing how existing resources are used, generating
New resources, improving communication, coordination, planning, networking, and mutual support, building a
sense of community, and much more.

Such functions encompass a host of specific tasks such as mapping and andyzing resources; exploring ways
to share facilities, equipment, and other resources; expanding opportunities for community service, intern-
ships, jobs, recreation, and enrichment; developing pools of nonprofessional volunteers and professiona pro
bono assistance; making recommendations about priorities for use of resources; raising funds and pursuing
grants; advocating for appropriate decisionmaking; and much more.

Organizationdly, a collaborative must develop an infrastructure (e.g., steering and work groups) that enables
accomplishment of its functions and related tasks. Because the functions pursued by a collaborative almost
dways overlap with work being carried out by others, a collaborative needs to establish connections with
other bodies.
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Various levels and forms of family, community, and school collaboration are being tested, including statewide
initiatives across the country. Some cataloguing has begun, but there is no complete picture of the scope of
adivity. It is clear that the trend among mgjor demonstration projects is to incorporate health, mental health,
and socid services into centers (including health centers, family centers, parent centers). These centers are
established at or near a school and use terms such as school-linked or school-based services, coordinated
servicesi wraparound services, one-stop shopping, full service schools, systems of care, and community
schools.

The ams are to improve coordination and eventualy integrate many programs and enhance their links to
school sites. There are projects to (1) improve access to health services (such as immunizations, substance
abuse programs, asthma care, pregnancy prevention) and access to socia service programs (such as foster
care, family preservation, child care); (2) expand after-school academic, recreation, and enrichment, such as
tutoring, youth sports and clubs, art, music, and museum programs; (3) build systems of care, such as case
management and specialized assistance; (4) reduce delinquency (preventing truancy, conflict mediation, vio-
lence reduction); (5) enhance transitions to work, career, and postsecondary education (mentoring, intern-
ships, career academies, job placement); and (6) improve schools and the community through adopt-a-school
programs, use of volunteers and peer supports, and neighborhood coalitions.

Such "experiments" have been prompted by diverse initiatives. some are driven by school reform; some
are connected to efforts to reform community health and socia service agencies, some stem from the youth
development movement; and a few arise from community development initiatives.

Currently, only a few initiatives are driven by school reform. Mogt stem from efforts to reform community
health and socid services with the aim of reducing redundancy and increasing access and effectiveness. While
the mgority of effort focuses narrowly on "services," some initiatives link schools and communities as ways
to enhance school-to-career opportunities, encourage the community to come to school as volunteers and
mentors, and expand programs for after-school recreation and enrichment with the god of reducing delin-
quency and violence.

The youth development movement encompasses a range of concepts and practices amed at promoting
protective factors, assets, wellness, and empowerment in young people. Included are efforts to establish full-
fledged community schools, programs for mobilizing community and social capital, and initiatives to build com-
munity policies and structures to enhance youth support, safety, recreation, work, service, and enrichment.

This focus on community embraces awide range of partners, including families and community-based and
linked organizations such as public and private health and human service agencies, schools, businesses, youth
and faith organizations, and so forth. In some cases, institutions for postsecondary learning also are involved,
but the nature and scope of their participation varies greetly, as does the motivation for the involvement.

1 In practice, the terms school-linked and school-based encompass two separate dimensions: (a) where programs/services are located,

and (b) who owns them. Taken literally, school-based should indicate activity carried out on acampus, and school-linked should refer to off-
campus activity with formal connections to a school site. In either case, services may be owned by schools or a community-based organize-
tion or in some cases may be co-owned. As commonly used, the term school-linked refers to community owned on- and off-campus services
and is grongly associated with the notion of coordinated services.



Youth development initiatives clearly expand intervention efforts beyond services and programs. They
encourage aview of schools not only as community centers where families can access services, but as hubs
for communitywide learning and activity. Increased federal funding for after-school programs at school sites
enhances this view by expanding opportunities for recreation, enrichment, academic supports, and child care.
Adult education and training at neighborhood schools also are changing the old view that schools close when
the youngsters leave. The concept of a "second shift" at a school Site to respond to community needs is
beginning to spread.

School-community linkages are meant to benefit a wide range of young people and their families, and
some of the best-articulated collaborations are those being established for special education students with
emotiona disturbance. This population is served by classrooms, counseling, day care, and residential and
hospital programs. The need for dl involved to work together in providing services and facilitating the transi-
tions to and from services is widely acknowledged. To address the needs for monitoring and maintaining care,
considerable investment has been made in establishing what are called wraparound services and systems of
care. Initid evaluations of systems of care underscore both the difficulty of studying collaboratives, and the
policy issues that arise regarding appropriate outcomes and cost effectiveness.

Family-school-community collaborations can be successful and cost effective in the long run. They not
only improve access to and coordination of interventions, but they encourage schools to open their doors
and enhance opportunities for community and family involvement.

For various reasons, many collaboratives around the country consist mainly of professionals. Family and other
citizen involvement may be limited to a few representatives of powerful organizations or to "token" participants
who are needed and expected to "sign off" on decisions.

Genuine involvement of awide range of representative families and citizens requires a deep commitment
of collaborative organizers to recruiting and building the capacity of such stakeholders so that they can com-
petently participate as enfranchised and informed decisionmakers.

Collaboratives that work actively to ensure that a broad range of stakeholders are participating effectively
can establish an essential democratic base for their work and help ensure there is a critical mass of committed
participants to buffer against inevitable mohility. Such an approach not only enhances family and community
involvement, it maybe an essential facet of sustaining collaborative efforts in the long run.
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Collaboratives differ in terms of purposes and functions. They also differ in terms of a range of other dimen-
sions: their degree of formdity, time commitment, breadth of connections, or the amount of system change
required to carry out their functions and achieve their purposes.

Because family, community, and school collaboration can differ in so many ways, it is helpful to think in
terms of categories of key factors relevant to such arrangements (see below).

A. School-led
. Community-driven

o

A. Forma

+ Memorandum of understanding

+ Contract

*  Organizational/operational mechanisms
. Informd

« Vebd agreements

+ Ad hoc arrangements

o

A. Improvement of program and service provision
* For enhancing case management
« For enhancing use of resources
. Mgor system reform
+ To enhance coordination
+ For organizationa restructuring
 For transforming system structure/function

o

A. Number of programs and services involved (from a few to a comprehensive, multifaceted continuum)
. Horizonta collaboration
« Within a school/agency
* Among schools/agencies
C. Veticd collaboration
« Within a catchment area (e.g., school and community agency, family of schools, two or more
agencies)
« Among different levels of jurisdictions (e.g., community/city/county/state/federal)

o

A. Narrow-band—a smdl proportion of youth and families can access what they need
B. Broad-band—all in need can access what they need

A. Owned and governed by school

B. Owned and governed by community

C. Shared ownership and governance

D. Public-private venture—shared ownership and governance

A. Community-based, school-linked
B. School-based
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A. Unconnected
B. Communicating
C. Cooperating
D. Coordinated
E. Integrated

A. Systems for promoting healthful development

B. Systems for prevention of problems

C. Systems for soon-after-onset of problems

D. Systems of care for treatment of severe, pervasive, and/or chronic problems
E. Rl continuum including dl levels

A. Hedth (physicad and mental)
B. Education

C. Socid services

D. Work/career

E. Enrichment/recreation

F. Juvenile justice

G. Neighborhood/community improvement

Teble 2 highlights the wealth of community resources that should be considered in establishing family,
community, and school connections.



(e.g., departments of health, mental health; children and family services;
public socid services; probation; sheriff; office of education; fire; service planning area councils,
recreation and parks; library; courts; housing)

(e.g., parks and recreation, library, police, fire, courts, cvic event units)
(e.g., hospitals,
clinics, guidance centers, Planned Parenthood, Aid to Victims, MADD, "friends of" groups, family crisis
and support centers, help lines, hot lines, shelters, mediation and dispute resolution centers)
(e.g., for amost every problem and many other activities)

(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)

(eg., PTAPTSA, United Way, clothing and food pantry, Visiting Nurses Association, Cancer
Society, Catholic Charities, Red Cross, Sdvation Amy, volunteer agencies, legd aid society)

(eg., Lions Club, Rotary Club, Optimists, Assistance
League, men's and women's clubs, League of Women Voters, veterans' groups, foundations)

(e.g., Boys and Girls Clubs, YMCAYWCAS scouts, 4-H, Woodcraft Rangers)
(e.g., sports teams, athletic leagues, local gyms, conservation
associations, Audubon Society)

(e.g., neighborhood and homeowners' associations, Neighborhood
Watch, block clubs, housing project associations, economic development groups, Givic associations)

(e.g., congregations and subgroups, clergy associations, Interfaith Hunger
Codition)
(eg., Public Counsel, schools of law)
(e.g., Committee for Armenian Students in Public Schools; Korean Youth Center;
United Cambodian Community; African-American, Laino, Asan-Pecific, Native American organizations)
(eg., Future Scientists and Engineers of America, pet owner
and other animal-oriented groups)

(e.g., museums, art galleries, zoos, theater groups, motion picture
studios, TV and radio stations, writers' organizations, instrumental/choral, drawing/painting, technology-
based arts, literary clubs, collectors' groups)

(e.g., neighborhood business associations, chambers of commerce,
locdl shops, restaurants, banks, AAA, Teamsters, school employee unions)

(eg., newspapers, TV and radio, local access cable)
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Barriers to collaboration arise from avariety of ingtitutional and personal factors. A fundamental institutional
barrier to family-community-school collaboration is the degree to which efforts to establish such connections
are marginalized in policy and practice. The extent to which this is the case can be seen in how few resources
most schools deploy to build effective collaboratives.

Even when a collaboration is initiated, the matters addressed usualy are marginalized. For example, many
groups spend a great deal of effort on strategies for increasing client access to programs and services and
reducing the fragmentation associated with piecemeal, categoricaly funded programs (e.g., programs to
reduce learning and behavior problems, substance abuse, violence, school dropouts, delinquency, and teen
pregnancy). However, problems of access and fragmentation stem from marginaization, and this barrier
remains a mgor deterrent to successful collaboration.

Ingtitutional barriers are seen when existing palicy, accountability, leadership, budget, space, time sched-
ules, and capacity-building agendas do not support efforts to use collaborative arrangements effectively and
efficiently to accomplish desired results. Lack of support may smply take the form of neglect. More often, it
stems from a lack of understanding, commitment, and/or capability related to establishing and maintaining a
potent infrastructure for working together and sharing resources. Occasondly, lack of support takes the ugly
form of forces a work trying to actively undermine collaboration.

Examples of ingtitutional barriers include:

» Policies that mandate collaboration but do not enable the process by reconciling divergent accountability

pressures that interfere with using resources optimaly

» Policies for collaboration that do not provide adequate resources and time for leadership and stakehol der

training and for overcoming barriers to collaboration

* Leadership that does not establish an effective infrastructure (including mechanisms such as a steering

group and work/task groups)

» Differences in the conditions and incentives associated with participation (including the fact that meet-

ings usudly are set during the work day, and community agency and school participants' salaries are
usudly in effect while they attend, while family members are expected to volunteer their time)

On apersona level, barriers mostly stem from practical deterrents, negative attitudes, and deficiencies of
knowledge and skill. These vary for different stakeholders but often include problems related to work sched-
ules, transportation, child care, communication skills, understanding of differences in organizationa culture,
accommodations for language and cultural differences, and so forth.

Other barriers arise because of inadequate attention to factors associated with system change. How well
an innovation such as a collaborative is implemented depends to a significant degree on the personnel doing
the implementing and the motivation and capabilities of participants. There must be sufficient resources and
time so participants can learn and carry out new functions effectively. And, when newcomers join, well-designed
procedures must be in place to bring them up to speed.

In bringing schools and community agencies to the same table, it is clear that there will be problems
related to the differences in organizational mission, functions, cultures, bureaucracies, and accountability.
Considerable effort will be required to teach dl participants about these matters. When families are at the
table, power differentials are common, especially when low-income families are involved and are confronted
with credentialed and titled professionals. Working collaboratively requires overcoming these barriers. This
IS easier to do when dl stakeholders are committed to learning how to do so. It means moving beyond naming
problems to careful analysis of why the problem has arisen and then moving on to creative problem solving.
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When collaboratives are not well conceived and carefully developed, they generate additiona barriers to their
success. In too many instances, so-called collaborations have amounted to little more than bringing together
community agency saff on school campuses. Services continue to function in relative isolation from each
other, focusing on discrete problems and specialized services for individuas and small groups. Too little
thought has been given to the importance of meshing (as opposed to smply linking) community services and
programs with existing school-owned and operated activity. The result is that a small number of youngsters
are provided services that they might not otherwise have received, but little connection is made with families
and school gaff and programs. Because of this, a new form of fragmentation is emerging as community and
school professionals engage in a form of "paralel play" a school sites. Moreover, when "outside” profession-
as are brought into schools, district personnel may view the move as discounting their skills and threatening
their jobs. On the other side, the "outsiders" often fed unappreciated. Conflicts arise over "turf," use of
space, confidentidity, and liability. School professionals tend not to understand the culture of community
agencies, agency Saf are rather naive about the culture of schools.

Participants in a collaborative must be sensitive to avariety of human and ingtitutional differences and learn
strategies for dedling with them. These include differences in:

» Sociocultural and economic background and current lifestyle

* Primary language spoken

* Skin color

+Sex

* Motivation

In addition, there are differences related to power, status, and orientation. For many, the culture of schools
and community agencies and organizations will differ greatly from other settings where they have lived and
worked. Although workshops and presentations maybe offered in an effort to increase cultural awareness,
what can be learned in this way is limited, especialy when oneisin a community of many cultures. There also
Is adanger in prejudgments based on apparent cultural awareness. It is desirable to have the needed language
kills and cultural awareness; it is also essential not to rush to judgment.

As part of aworking relationship, differences can be complementary and helpful—as when g&ff from dif-
ferent disciplines work with and learn from each other. Differences become a barrier to establishing effective
working relationships when negative attitudes are alowed to prevail. Interpersonally the result generaly is
conflict and poor communication. For example, differences in status, skin color, power, orientation, and so
forth can cause one or more persons to enter the situation with negative (including competitive) feelings.
And such feelings often motivate conflict.

Many individuals who have been treated unfairly, discriminated against, or deprived of opportunity and sta-
tus at school, on the job, and in society use whatever means they can to seek redress and sometimes to strike
back. Such an individual may promote conflict in hopes of correcting power imbalances or at least to cal
atention to a problem.

Often, power differentials are so ingtitutionalized that individua action has little impact. It is hard and
frustrating to fight an institution. It is much easier and immediately satisfying to fight with other individuas
one sees as representing that institution. However, when this occurs where individuals are supposed to work
together, those with negative feelings may act and say things in ways that produce sgnificant barriers to
establishing aworking relationship. Often, the underlying message is "you don't understand,” or worse yet,
"you probably don't want to understand,” or, even worse, "you are my enemy."



It is unfortunate when such barriers arise among those we are trying to help; it is a travesty when such
barriers interfere with helpers working together effectively. Conflicts among collaborative members detract
from accomplishing goals and contribute in a mgor way to burnout.

There are no easy solutions to overcoming deeply embedded negative attitudes. Certainly, a first step is to
understand that the nature of the problem is not differences per se but negative perceptions stemming from
the politics and psychology of the situation. It is these perceptions that lead to (1) prejudgments that a person
Is bad because of an observed difference, and (2) the view that there is little to be gained from working with
that person. Thus, a minimum, the task of overcoming negative attitudes interfering with a particular working
relationship involves finding ways to counter negative prejudgments (e.g., to establish the credibility of those
who have been prejudged) and demonstrate there is something of vaue to be gained from working together.

To be effective in working with others, you need to build a positive working relationship around the tasks
a hand. Necessary ingredients are:

* Minimizing negative prejudgments about those with whom you will be working

» Taking time to make connections

* |dentifying what will be gained from the collaboration in terms of mutualy desired outcomes—to daify

the vaue of working together

« Enhancing expectations that the working relationship will be productive—it is important here to establish

credibility with each other

« Establishing a structure that provides support and guidance to ad the task focus

* Periodic reminders of the postive outcomes that have resulted from working together

With respect to building relationships and effective communication, there are three things one can do:
+ Convey empathy and warmth (e.g., understand and appreciate what the individua is thinking and fedling
and transmit a sense of liking)
« Convey genuine regard and respect (e.g., transmit real interest and interact in away that enables the
individua to maintain a fegling of integrity and personal control)
« Tdk with, not a, others—active listening and diadogue (e.g., be agood listener, do not be judgmental,
do not pry, share your experiences as appropriate and needed)

Findly, watch out for ego-oriented behavior (yours and theirs)—it tends to get in the way of accomplishing
the task at hand.



BUILDING AND
MAINTAINING
EFFECTIVE
COLLABORATIVES




From a policy perspective, efforts must be made to guide and support the building of collaborative bridges
connecting school, family, and community. For schools not to margindize such efforts, the initiative must be
fully integrated with school improvement plans. There must be policy and authentic agreements. Although
formulation of policy and related agreements takes considerable time and other resources, their importance
cannot be overemphasized. Failure to establish and successfully maintain effective collaboratives probably is
atributable in great measure to proceeding without the type of clear, high-level, and long-term policy support
that ends the marginalization of initiatives to connect families-communities-schools.

Given that dl involved parties are committed to building an effective collaboration, the key to doing so is
an appreciation that the process involves significant systemic changes. Such an appreciation encompasses
both a vison for change and an understanding of how to effect and ingtitutionaize the type of systemic changes
needed to build an effective collaborative infrastructure. The process requires changes related to governance,
leadership, planning and implementation, and accountability. For example:

« Exigting governance must be modified over time. The am is shared decisionmaking involving school and

community agency saff members, families, students, and other community representatives.

* High-level leadership assignments must be designated to facilitate essential system changes and build

and maintain family-community-school connections.

* Mechanisms must be established and institutionalized for andyzing, planning, coordinating, integrating,

monitoring, evauating, and strengthening collaborative efforts.

Evidence of appropriate policy support is seen in the adequacy of funding for capacity building to (1) accom-
plish desired system changes, and (2) ensure the collaborative operates effectively over time. Accomplishing
system changes requires establishing temporary facilitative mechanisms and providing incentives, support,
and training to enhance commitment to and capacity for essential changes. Ensuring effective collaboration
requires institutionalized mechanisms, long-term capacity building, and ongoing support.

Successful efforts to establish an effective collaborative depends on stakeholders' motivation and capability.
Substantive change is most likely when high levels of positive energy can be mobilized and appropriately
directed for extended periods of time. Among the most fundamenta errors related to system change is the
tendency to set actions into motion without taking sufficient time to lay the foundation. 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. This calls for strategies that establish and maintain an effective match with the motivation and
capabilities of involved parties.

The initid 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 sub-
groups of stakeholders (e.g., must be "enticing," emphasize that costs are reasonable, and engage them in
processes that build consensus and commitment). Sufficient time must be spent creating the motivational
readiness of key stakeholders and building their capacity and skills.
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All changes require constant care. Those who steer the process must be motivated and competent, not just
initidly but over time. The complexity of system change requires close monitoring of mechanisms and imme-
diate 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
avalable for increasing ability and generating a sense of renewed mission. Personnel turnover must be
addressed by welcoming and orienting new members.

In marketing new ideas, it is tempting to accentuate their promising attributes and minimize complications.
For instance, in negotiating agreements for school connections, school policymakers frequently are asked
samply to Sgn a memorandum of understanding, rather than invalving them in processes that led to a com-
prehensive, informed commitment. Sometimes they agree manly to obtain extra resources; sometimes they
are motivated by a desire to be seen by constituents as doing something to improve the school. This can lead
to premature implementation, resulting in the form rather than the substance of change.

In developing an effective collaborative, an infrastructure of organizational and operational mechanisms & dl
relevant levels are required for oversight, leadership, capacity building, and ongoing support (e.g., see Figure
1). Such mechanisms are used to (1) make decisions about priorities and resource alocation; (2) maximize
systematic planning, implementation, maintenance, and evauation; (3) enhance and redeploy existing
resources and pursue new ones; and (4) nurture the collaborative. At each level, such tasks require

pursuing an assertive agenda.

An effective family-community-school collaboration must coalesce at the locd level. Thus, a school and
its surrounding community are a reasonable point around which to build an infrastructure. Primary emphasis
on this level meshes nicely with contemporary restructuring views that stress increased school-based and
neighborhood contral.



Who should be at the table? steering group

o families’
« schools®

. T
communities collab. body

ad hoc work
groups

collab. of county-

wide & al school
districts in county

multilocality
collab.

citywide & school
district collah.

local collab.

2 Collaborations can be organized by any group of stakeholders. Connecting the resources of families and the community through collabora-
tion with schools is essential for developing comprehensive, multifaceted programs and services. At the multilocdlity level, efficiencies and
economies of scale are achieved by connecting acomplex (or “family") of schools (such as a high school and its feeder schools). In asmal
community, such acomplex often is the school district. Conceptually, it is best to think in terms of building from the locd outward, but in
practice, the process of establishing the initid collaboration may begin at any level.

3 Families. It is important to ensure that dl who live in an areaare represented—including, but not limited to, representatives of organized
family advocacy groups. The am is to mohilize al the human and socid capita represented by family members and other home caretakers
of the young.

4 Schools. This encompasses al ingtitutional entities that are responsible for forma education (eg., pre-K, elementary, secondary, higher
education). The am is to draw on the resources of these ingtitutions.

5 Communities. This encompasses al the other resources (public and private money, facilities, human and socia capital) that can be brought
to the table a each level (eg., hedth and socid service agencies, businesses and unions, recreation, cultural, and youth development groups,
libraries, juvenile justice and law enforcement, faith-based community ingtitutions, service clubs, media). As the collaborative develops,
additional steps must be taken to reach out to disenfranchised groups.
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Family-school-community collaborations require development of awell-conceived infrastructure of mecha:
nisms that are appropriately sanctioned and endorsed by governing bodies. Besides basic resources, key facets
of the infrastructure are designated leaders (e.g., administrative, staff) and work group mechanisms (e.g.,
resource- and program-oriented teams).

At the most basic level, the focus is on connecting families and community resources with one school. At
the next level, collaborative connections may encompass a cluster of schools (e.g., a high school and its feeder
schools) and/or may coalesce several collaboratives to increase efficiency and effectiveness and achieve
economies of scale. Andly, "systemwide" (e.g., district, aty, county) mechanisms can be designed to provide
support for what each locdity is trying to develop.

All collaboratives need a core team who agree to steer the process. These must be competent individuas
who are highly motivated—not just initialy but over time. The complexity of collaboration requires providing
continuous, personalized guidance and support to enhance knowledge and skills and counter anxiety, frustra-
tion, and other stressors. This entails close monitoring and immediate follow-up to address problems.

Locd collaborative bodies should be oriented to enhancing and expanding resources. This includes such
functions as reducing fragmentation, enhancing cost-efficacy by andyzing, planning, and redeploying resources,
and then coordinating, integrating, monitoring, evaluating, and strengthening ongoing system organization and
operations. Properly constituted with school, home, and community representatives, such agroup develops
an infrastructure of work teams to pursue collaborative functions. To these ends, there must be (1) adequate
resources (time, space, materials, equipment) to support the infrastructure; (2) opportunities to increase
ability and generate a sense of renewed mission; and (3) ways to address personnel turnover quickly so new
daff members are brought up to speed. Because work or task groups usualy are the mechanism of choice,
particular attention must be paid to increasing levels of competence and enhancing motivation of dl stake-
holders for working together. More generally, stakeholder development spans four stages:. orientation, foun-
dation building, capacity building, and continuing education.

Because adjoining locdities have common concerns, they may have programmatic activities that can use
the same resources. May natura connections exist in areas serving a high school and its feeder schools. For
example, the same family often has children attending al levels of schooling at the same time. In addition,
some school districts and agencies aready pull together several geographically-related clusters to combine
and integrate personnel and programs. Through coordination and sharing at this level, redundancy can be
minimized and resources can be deployed equitably and pooled to reduce costs.

Toward these ends, a multilocality collaborative can help (1) coordinate and integrate programs serving
multiple schools and neighborhoods; (2) identify and meet common needs for stakeholder development; and
(3) create links and enhance collaboration anong schools and agencies. Such agroup can provide a broader-
focused mechanism for leadership, communication, maintenance, quaity improvement, and ongoing develop-
ment of a comprehensive continuum of programs and services. Multilocdlity collaboratives are especialy
dtractive to community agencies that often don't have the time or personnel to link with individua schools.

One natural starting point for loca and multilocality collaboratives is the sharing of needs assessments,
resource mapping, analyses, and recommendations for addressing community-school violence and developing
prevention programs and safe school and neighborhood plans.

At the systemwide level, the need is for policy, guidance, leadership, and assistance to ensure localities
can establish and maintain collaboration and steer the work toward successful accomplishment of desired
goals. Development of systemwide mechanisms should reflect a clear conception of how each supports local
adivity. Key a this level is systemwide |eadership with responsibility and accountability for maintaining the
vision, developing strategic plans, supporting capacity building, and ensuring coordination and integration of
activity anong localities and the entire system. Other functions at this level include evaluation, encompassing
determination of the equity in program delivery, quality improvement reviews of al mechanisms and proce-
dures, and review of results.



Teble 3 demongtrates some firg steps. Appendix C provides some related tools.

Collaborative leadership builds consensus that the aim of those involved is to hep weave together
community and school resources to deveop a comprehensive, multifaceted, and integrated continuum
of interventions o that no child is left behind.

Collaborative establishes awriting team to prepare a "white paper,” executive Summary, and set
of "tdking points' daifying the vison by ddinesting the rationde and frameworks that will guide
development of a comprehensve, multifaceted, and integrated gpproach.

Callaborative identifies and empowers a representative subgroup that will be responsible and account-
able for enquring that the big picture is not lost and the momentum of the initiative is maintained through
establishing and monitoring ad hoc work groups that are asked to pursue specific tasks.

Steering committee establishes awark group to prepare a campaign geared to key local and state school
and agency policymekers that focuses on (a) establishing a pdlicy framework for the development of a
comprehensve, multifaceted, and integrated gpproach; and (b) ensuring such palicy has a high enough
levd of priority to end the current margindized status such efforts have at schools and in communities,

Steering committee establishes awork group to draft a fiveyear strategic plan that delineates (a) the
development of a comprehensve, multifaceted, and integrated approach; and (b) the steps to be taken
to accomplish the required changes. (The strategic plan will cover such matters as formulation of
essential agreements about policy, resources, and practices; assgnment of committed leadership;
change agents to fadilitate sysem changes; infrastructure redesign; enhancement of infrastructure
mechanisms; resource mgpping, anayss, and redeployment; capacity building; standards, evaluation,
qudity improvement, and accountability; "socid marketing.")

Steering committee circulates dreft of plan (8) to dicit suggested revisons from key stakeholders,
and (b) as part of aprocess for building consensus and devdoping readiness for proceeding with its
implementation.

» Wak group mekes relevant revisons based on suggestions.

Steering committee ensures that key stakeholders findize and goprove Strategic plan.

Steering committee submits plan on behdf of key stakeholders to school and agency decisonmakers to
formulate formd agreements (e.g., memoranda of understanding, contracts) for Sart-up, initia imple-
mentation, and ongoing revisons that can ensure inditutiondization and periodic renewd of acompre-
hensve, multifaceted, and integrated approach.

Steering committee establishes work group to deveop action plan for start-up and initid implementation.
(The action plan will identify generd functions and key tasks to be accomplished, necessary system
changes, and how to get from here to there in terms of who carries out spedific tasks, how, by when,
who monitors, and so forth.)



GETTING FROM
HERE TO THERE



Because building and maintaining effective collaboratives requires system changes, the process of getting from
here to there is complex. The process often requires knowledge and skills not currently part of the profes-
siond preparation of those caled on to act as change agents. For example, few school or agency professionals
assigned to make mgjor reforms have been taught how to create the necessary motivationa readiness among
acritical mass of stakeholders, nor how to develop and institutionalize the type of mechanisms required for
effective collaboration.

Substantive change requires paying considerable attention to enhancing both stakeholder motivation and
capability and ensuring there are appropriate supports during each phase of the change process. It is essen-
tid to account for the fullness of the processes required to build authentic agreements and commitments.
These involve strategies that ensure there is a common vision and valuing of proposed innovations and atten-
tion to relationship building, clarification of mutual expectations and benefits, provision for rapid renegotia-
tion of initid agreements, and much more. Authentic agreements require ongoing modifications that account
for the intricacies and unanticipated problems that characterize efforts to introduce mgor innovations into
complex systems. Informed commitment is strengthened through negotiating and renegotiating formal
agreements among various stakeholders. Policy statements articulate the commitment to the innovation's
essence. Memoranda of understanding and contracts specify agreements about such matters as funding
sources, resource appropriations, personnel functions, incentives and safeguards for risk taking, stakeholder
development, immediate and long-term commitments and timelines, accountability procedures, and so forth.

Change in the various organizational and familid cultures represented in a collaborative evolve dowly in
transaction with specific organizational and programmatic changes. Early in the process the emphasis needs
to be on creating an officid and psychologica climate for change, including overcoming ingtitutionalized
resistance, negative attitudes, and barriers to change. New attitudes, new working relationships, and new
ills dl must be engendered, and negative reactions and dynamics related to change must be addressed.
Creating this readiness involves tasks designed to produce fundamental changes in the culture that charac-
terizes schools and community agencies, while accommodating cultural differences among families.

Substantive change is most likely when high levels of positive energy among stakeholders can be mobilized
and appropriately directed over extended periods of time. 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.

This cdls for proceeding in ways that establish and maintain an effective match with the motivation and
capabilities of involved parties. The literature clarifies the value of (1) ahigh level of policy and leadership
commitment that is translated into an inspiring vision and appropriate resources (leadership, space, budget,
time); (2) incentives for change, such as intringically valued outcomes, expectations for success, recognition,
rewards; (3) procedural options that reflect stakeholder strengths and from which those expected to imple-
ment change can select options they see as workable; (4) awillingness to establish an infrastructure and
processes that facilitate efforts to change, such as a governance mechanism that adopts strategies for improv-
ing organizationa hedth; (5) use of change agents who are perceived as pragmatic (e.g., a mantaining
ideals while embracing practical solutions); (6) accomplishing change in stages and with realistic timelines;
(7) providing feedback on progress; and (8) taking steps to ingtitutionalize support mechanisms that maintain
and evolve changes and generate periodic renewal. An understanding of concepts espoused by community
psychologists such as empowering settings and enhancing a sense of community also can make a critical df-
ference. Such concepts stress the value of open, welcoming, inclusive, democratic, and supportive processes.
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It helps to think in terms of four key temporary system change mechanisms. These are: (1) a site-based
steering mechanism to guide and support change activity; (2) a change agent who works with the change team
and has full-time responsibility for the daily tasks involved in creating readiness and the initid implementation
of desired changes; (3) achange team (consisting of key stakeholders) that has responsibility for codition
building, implementing the strategic plan, and maintaining daily oversight (including problem solving, conflict
resolution, and so forth); and (4) mentors and coaches who model and teach specific elements of new
approaches. Once system changes have been accomplished effectively, dl temporary mechanisms are
phased out—with any essential new roles and functions assimilated into regular structural mechanisms,

When it comes to connecting with schools, system change requires shifts in policy and practice a severd levels
(e.g., aschool, a"family" of schools, a school district). Community resources also may require changes a
severd levels. Eachjurisdictional level needs to be involved in one or more steering mechanisms, which can
be a designated individua or a smal committee or team. The functions of such mechanisms include oversight,
guidance, and support of the change process to ensure success. If adecision is made to have separate steering
mechanisms at different jurisdictional levels, an interactive interface is needed among them. And, of course,
aregular, interactive interface is essential between steering and organizationa governance mechanisms. The
steering mechanism is the guardian of the "big picture” vision.

Building on what is known about organizational change, it iswell to designate and properly train a change
agent to facilitate the process of getting from here to there. During initia implementation of a collaborative
infrastructure, tasks and concerns must be addressed expeditiously To this end, an agent for change plays a
critica role. One of the first functions is to help form and train a change team. Such a team (which includes
various work groups) consists of personnel representing specific programs, administrators, union represen-
tatives, and saff and other stakeholders skilled in facilitating problem solving and mediating conflicts. This
composition provides a blending of agents for change who are responsible and able to address daly concerns.

During initid implementation, the need for mentors and coaches is acute. Inevitably new ideas, roles, and
functions require avariety of stakeholder development activities, including demonstrations of new infrastruc-
ture mechanisms and program elements. The designated change agent is anong the first providing mentor-
ship. The change team must also help identify mentors who have relevant expertise. A regularly accessible
cadre of mentors and coaches is an indispensable resource in responding to stakeholders' daily cdls for
help. (Ultimately, every stakeholder is apotential mentor or coach for somebody.) In most cases, the pool
will need to be augmented periodicaly with specialy contracted coaches.

Regardless of the nature and scope of the work, a change agent's core functions require an individua whose
background and training have prepared him or her to understand:
» The specific system changes (content and processes) to be accomplished (In this respect, a change
agent must have an understanding of the fundamental concerns underlying the need for change)
* How to work with a site's stakeholders as they restructure their programs



As can be seen in Teble 4, the main work revolves around planning and facilitating:
* Infrastructure development, maintenance, action, mechanism liaison and interface, and priority setting
» Stakeholder development (coaching—with an emphasis on creating readiness both in terms of motiva:
tion and skills; team building; providing technical assistance; organizing basic "cross disciplinary training'”)
 Communication (vishility), resource mapping, analyses, coordination, and integration
» Formative evauation and rapid problem solving
+ Ongoing support

With the change agent initidly taking the lead, members of the change team (and its work groups) are cataysts
and managers of change. As such, they must ensure the hig picture is implemented in ways that are true to
the vison and compatible with the loca culture. Team members help develop linkages anong resources,
facilitate redesign of regular structural mechanisms, and establish other temporary mechanisms. They dso
are problem solvers—not only responding as problems arise but designing strategies to counter anticipated
barriers to change, such as negative reactions and dynamics, common factors interfering with working rela-
tionships, and system deficiencies. They do dl this in ways that enhance empowerment, a sense of community,
and general readiness and commitment to new approaches. After the initia implementation stage, they focus
on ensuring that institutionalized mechanisms take on functions essentia to maintenance and renewal. All
this requires team members who are committed each day to ensuring effective replication and who have
enough time and ability to attend to details.

A. Works with governing agents to further clarify and negotiate agreements about:
* Policy changes
* Paticipating personnel (including administrators authorized to take the lead for system changes)
+ Time, space, and budget commitments

B. Identifies severa representatives of stakeholder groups who agree to lead the change team

C. Helps leaders to identify members for change, program, and work teams and prepare them to carry
out functions

A. Provides genera orientations for governing agents

B. Provides |leadership coaching for site leaders responsible for system change

C. Coaches team members (e.g., about purposes, processes)
For example, at ateam's first meeting, the change agent offers to provide a brief orientation (a pres-
entation with guiding handouts) and any immediate coaching and specific task assistance team facili-
tators or members may need. During the next few meetings, the change agent and/or coaches might
help with mapping and andyzing resources. Teams may also need help establishing processes for
daly interaction and periodic meetings.

D. Works with leaders to ensure presentations and written information about infrastructure and activity
changes are provided to dl stakeholders

A. Determines if information on new directions (including leadership and team functions and member-
ship) has been written up and circulated. If not, the change agent determines why and helps address
system breakdowns; if necessary, effective processes are modeled.

B. Determines if leaders and team members are effectively handling priority tasks. If not, the change
agent determines why and helps address system breakdowns; if necessary, effective processes are
modeled.

C. Determines if change, program, and work teams are being effective (and if not, takes appropriate
steps).
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For example, determines if resources have been:
* mapped
+ andyzed to determine
> how well resources are meeting desired functions
> how well programs and services are coordinated/integrated (with special emphasis on maximizing
cost-effectiveness and minimizing redundancy)
> what activities need to be improved (or eliminated)
> what is missing, its level of priority, and how and when to develop it

D. Determines the adequacy of efforts made to enhance communication to and among stakeholders
and, if more is needed, facilitates improvements (e.g., ensures that resource mapping, analyses, and
recommendations are written up and circulated).

E. Determines if systems are in place to identify problems related to functioning of the infrastructure
and communication systems. If there are problems, determines why and helps address any system
breakdowns.

F. Checks on vighility of reforms and if the efforts are not visible, determines why and helps rectify.

A. Works with |leaders and team members to develop procedures for formative evauation and
processes that ensure rapid problem solving.

B. Checks regularly to be certain there is rapid problem solving. If not, helps address system breakdowns,
If necessary, models processes.

A. Offers ongoing coaching on an "on-call" basis
For example, informs team members about ideas developed by others or provides expertise related
to a specific topic they plan to discuss.

B. At appropriate times, asks for part of a meeting to see how things are going and (if necessary) to
explore ways to improve the process.

C. At appropriate times, asks whether participants have dealt with longer-range planning, and if they
haven't, determines what help they need.

D. Helps participants identify sources for continuing capacity building.

Without careful planning, implementation, and capacity building, collaborative efforts will rarely live up to the
initid hope. For example, forma arrangements for working together often take the form of committees and
meetings. To be effective, such sessions require thoughtful and skillful facilitation. Even when they begin with
great enthusiasm, poorly facilitated working sessions quickly degenerate into another meeting, more talk but
little action, another burden, and awaste of time. This is particularly likely to happen when the emphasis is
mainly on the unfocused mandate to "collaborate," rather than on moving an important vison and mission
forward through effective working rel ationships.

Most of us know how hard it is to work effectively with a group. Staff members can point to the many com-
mittees and teams that drained their time and energy to little avail. Obvioudy, true collaboration involves more
than meeting and talking. The point is to work in ways that produce the type of actions that result in effective
programs. For this to happen, steps must be taken to ensure that committees, councils, and teams are formed
in ways that maximize their effectiveness. This includes providing them with the training, time, support, and
authority to carry out their role and functions. It is when such matters are ignored that groups find themselves
meeting but going nowhere. Table 5 offers some guidelines for planning and facilitating effective meetings.



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

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

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

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

» Designate processes (1) for sending members information before a meeting regarding what is to be
accomplished, specific agenda items, and individua assignments; and (2) for maintaining and circulating
arecord of decisions and planned actions (what, who, when).

* Be certain there isawritten agenda and that it clearly states the purpose of the meeting, specific topics,
and desired outcomes for the session.

* Begin the meeting by reviewing purpose, topics, desired outcomes, and so forth. Until the group is func-
tioning well, it maybe necessary to review meeting ground rules.

« Facilitate the involvement of al members, and do so in ways that encourage them to focus specificaly
on the task. The facilitator remains neutral in discussion of issues.

« Try to maintain a comfortable pace (neither too rushed, nor too dow; try to start on time and end on
time but don't be a dave to the clock).

* Periodicaly review what has been accomplished and move on the next item.

* Leave time to sum up and celebrate accomplishment of outcomes and end by enumerating specific fol-
low-up activity (what, who, when). End with aplan 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.

» Hidden Agendas—All members should agree to help keep hidden agendas in check and, when such
items cannot be avoided, facilitate the rapid presentation of a point and indicate where the concern
needs to be redirected.

* A Need for Vaidation—When members make the same point over and over, it usudly means they feel
an important point is not being validated. To counter such disruptive repetition, account for the item in
avishle way so members fed their contributions have been acknowledged. When the item warrants
discussion at a later time, assign it to a future agenda.

» Members Are a an Impasse—Two mgor reasons groups get stuck are: (1) some new ideas are needed
to "get out of abox," and (2) differences in perspective need to be aired and resolved. The former
problem usudly can be dealt with through brainstorming or by bringing in someone with new ideas to
offer; to deal with conflicts that arise about process, content, and power relationships employ problem
solving and conflict management strategies (e.g., accommodation, negotiation, mediation).

* Interpersona Conflict and Inappropriate Competition—These problems maybe corrected by repeatedly
bringing the focus back to the goal, improving outcomes for students/families; when this doesn't work;
restructuring group membership maybe necessary.

* Aint It Awful'—Dally frustrations experienced by daff members often lead them to turn meetings into
gripe sessions. Outside team members (parents, agency daff, business and/or university partners) can
influence school d&ff to exhibit their best behavior.
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A good meeting is task focused and ensures that task are accomplished in ways that:

* Are eficient and effective

* Reflect common concerns and priorities

* Are implemented in an open, noncritical, nonthreatening manner

* Tun complaints into problems that are andyzed in ways that lead to plans for practical solutions
* Fed productive (produces a sense of accomplishment and of appreciation)

» Convey empathy and warmth (work to understand and appreciate what others are thinking and fedling
and transmit a sense of liking them).

« Convey genuine regard and respect (transmit real interest and interact in ways that enable others to
maintain a feding of integrity and persona control).

» Tdk with, not at, others—active listening and dialogue (be agood listener, not judgmental, not prying,
and be willing to share experiences as appropriate).



FAMILY-COMMUNITY-
SCHOOL
COLLABORATION:
STATE OF THE ART



No complete catalog of school-community-family initiatives exists. Examples and analyses suggesting trends
can be found in works referenced a the end of this guide. Using the available research base, the state of the
art related to family-community-school collaboration is summarized below.

Concern about the fragmented way community health and human services are planned and implemented
has led to renewal of the 1960s human service integration movement. The hope of this movement is to better
meet the needs of those served and use existing resources to serve greater numbers. To these ends, there
Is considerable interest in developing strong relationships between school sites and public and private com-
munity agencies. As would be anticipated, most initid efforts focus on developing informa relationships and
beginning to coordinate services. A nationwide survey of school board members indicates widespread presence
of school-linked programs and services in school districts (Hardiman, Curcio, & Fortune, 1998). For purposes
of the survey, school-linked services were defined as "the coordinated linking of school and community
resources to support the needs of school-aged children and their families." The researchers conclude: "The
range of services provided and the variety of approaches to school-linked services are broad, reflecting the
diversity of needs and resources in each community.” They are used to varying degrees to address various
educational, psychologicd, health, and socid concerns, including substance abuse, job training, teen pregnancy,
juvenile probation, child and family welfare, and housing. For example, and not surprisingly, the mgjority of
schools report using school-linked resources as part of their efforts to deal with substance abuse; far fewer
report such involvement with respect to family welfare and housing. Mogt of this activity reflects collaboration
with agencies at local and state levels. Respondents indicate that these collaborations operate under avariety
of arrangements: "legidative mandates, state-level task forces and commissions, forma agreements with other
state agencies, forma and informal agreements with local government agencies, in-kind (nonmonetary) sup-
port of loca government and nongovernment agencies, forma and informal referral network, and the school
administrator's prerogative." About hdf the respondents note that their districts have no policies governing
school-linked services.

Schorr (1997) approaches community-school-family initiatives from the perspective of strengthening families
and neighborhoods and describes avariety of promising partnerships. Her analysis concludes that a synthesis
IS emerging that "rejects addressing poverty, welfare, employment, education, child development, housing,
and crime one at atime. It endorses the idea that the multiple and interrelated problems... require multiple
and interrelated solutions.”
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After surveying avariety of school-community initiatives, Meaville and Blank (1998) conclude that the
number of school-community initiatives is skyrocketing; the diversity across initiatives in terms of design,
management, and funding arrangements is dizzying and daunting. Their analysis suggests (1) the initiatives
are moving toward blended and integrated purposes and activity; and (2) the activities are predominantly
school-hased, the education sector plays "a sgnificant role in the creation and, particularly, management of
these initiatives," and there is a clear trend "toward much greater community involvement in dl aspects” of
such initiatives—especialy in decisonmaking at both the community and site levels. They also stress that
"the ability of school-community initiatives to strengthen school functioning develops incrementally,” with
the first impact seen in improved school climate. Their findings support the need for stable leadership and
long-term financing. Findly, they note:

Findings from the work of the Center for Mental Health in Schools (e.g., 1997; 1999) are in considerable
agreement with other reports. However, this work also stresses that the majority of school and community
programs and services function in relative isolation of each other. Most school and community interventions
continue to focus on discrete problems and specialized services for individuas and small groups. Moreover,
because the primary emphasis is on restructuring community programs and co-locating some services on
school sites, a new form of fragmentation is emerging as community and school professionals engage in a
form of "parallel play" a school sites.

Ironically, while initiatives to integrate health and human services are meant to reduce fragmentation (so
as to enhance outcomes), in many cases fragmentation is compounded because these initiatives focus mostly
on linking community services to schools.” It appears that too little thought has been given to the importance
of connecting community programs with existing support programs operated by the school. As a result, when
community agencies bring together personnel at schools, such personnel tend to operate in relative isolation
of existing school programs and services. Little attention is paid to developing effective mechanisms for
coordinating complementary activity or integrating parallel efforts. Consequently, ayoungster identified as
a risk for bullying, dropout, and substance abuse maybe involved in three counseling programs operating
independently of each other.

6 As the notion of school-community collaboration spreads, the terms services and programs are used interchangesbly and the adjective
comprehensive often is appended. The tendency to refer to dl interventions as services is aproblem. Addressing a ful range of factors
dfecting young people's development and learning requires going beyond services to use an extensive continuum of programmatic interven-
tions. Services themselves should be differentiated to distinguish between narrow-band, personal/clinical services and broad-band, public
health and socid services. Furthermore, dthough services can be provided as part of aprogram, not dl are. For example, counseling to
ameliorate amental health problem can be offered on an ad hoc basis or may be one element of a multifaceted program to facilitete healthy
socid and emotiona development. Pervasive and severe psychosocial problems, such as gang violence, delinguency, substance abuse, teen
pregnancy, and physicad and sexua abuse require multifaceted, programmatic interventions. Besides providing services to correct existing
problems, such interventions encompass primary prevention (such as public health programs that target groups seen as a risk) and abroad
range of open enrollment didactic, enrichment, and recreation programs. Differentiating services and programs and taking greater care when
using the term comprehensive can help mediate againgt tendencies to limit the range of interventions and underscores the breadth of activ-
ity requiring coordination and integration.



Relatedly there is rising tension between school district service personnel and their counterparts in com-
munity-based organizations. When "outside" professionals are brought in, school specialists often view it as
discounting their skills and threatening their jobs. The outsiders often fed unappreciated and maybe nave
about the culture of schools. Conflicts arise over turf, use of space, confidentidity, and ligbility.

The fragmentation is worsened by the failure of policymakers at al levels to recognize the need to reform
and restructure the work of school and community professionals who are in positions to address barriers and
facilitate development and learning. For example, the prevailing approach among school reformers is to con-
centrate almost exclusively on improving instruction and management of schools. When they talk about safety
and various other barriers to learning, they mainly focus on security, curricular approaches to prevention, and
"school-linked services."

The redlity is that prevailing approaches to reform continue to margindize dl efforts to address the wide
range of overlapping factors that are barriers to development and learning. As aresult, little is known about
effective processes and mechanisms for building family-school-community connections to prevent and ame-
liorate youngsters' learning, behavior, emotional, and health problems. The situation is unlikely to improve as
long as o little attention is paid to restructuring what schools and communities already do to deal with psy-
chosocial and hedlth problems and promote healthful development. And a key facet of dl this is the need to
develop models to guide development of productive family, school, and community partnerships.

The Community Codlition for Violence Prevention, a grassroots organization, created Stand Againgt a Violent
Environment (SAVE) in 199. The coalition was created with the idea that violence (nonverbal, verba, and
physical) can be eliminated through education and communication. Since its beginnings, coalition members
have met regularly and sponsored community events to promote violence prevention.

The SAVE movement creates a dialogue on violence prevention and a grassroots resource for community-
wide participation. All residents (of Rapid City, North Dakota) can be members. The codlition aims at promoting
strong community involvement, and making violence reduction and prevention the responsibility of al com-
munity members. Community and business participation is an integral element. Because of SAVE, the Repid
City School District has many partners in its efforts to prevent violence.

SAVE began with a community codlition that used study circles to prompt a dialogue about
violence in Rapid City and ways to prevent and reduce it. The new group determined the level of community
concern about violence. A community survey showed that while 80 percent of respondents felt safe, most
|[recognized that violence was an increasing problem. Respondents suggested it was important to teach values
and respect, provide drug and acohol prevention programs, and establish neighborhood watch programs. A
majority also indicated that they felt strongly enough about the issue to become involved in the prevention
effort. One of SAVES early contributions was its definition of violence within the school, community, and
workplace. "Violence is any mean word, look, sign, or act that hurts a person's body, feelings, or things." SAVE
identified a continuum of violent acts, ranging from eye rolling, gesturing, and gossiping to hitting/kicking,
flashing aweapon, or shooting someone. They reasoned that violence dways has a starting point, such as a
look or gesture, and if it can be interrupted, a potentially violent situation can be prevented. For school g,
law enforcement personnel, and community members to work together to interrupt this process, dl partners
needed a common language and understanding of violence.



52

The main god during the first year was to educate parents, students, and community members about vio-
lence and how to reduce and prevent it. This effort quickly showed that everyone could participate in violence
prevention and reduction. SAVE sponsored activities to build communitywide awareness of steps to prevent
violence and to empower the community to overcome it. Violence prevention facilitators were trained and sent
out to work with SAVE-inspired neighborhood groups and private businesses to build a broad awareness about
violence prevention and reduction. During its second year, SAVE shifted its focus from defining violence and
specifying violent behaviors to discovering the positive actions and positive socia behaviors they wanted to
promote. In 1997, SAVE articulated a specific vision (working together to promote a spirit of community) and
sx goals, which included: (1) reestablishing and supporting values in the community, (2) increasing youth
participation in SAVE, (3) encouraging and promoting a safe environment free from fear, (4) increasing
community participation, (5) focusing on resiliency and asset building, and (6) promoting unity.

During its second year, the focus shifted from defining violence and specifying violent behaviors to
discovering the positive actions and positive socia behaviors they wanted to promote. In 1997, SAVE articu-
lated a specific vision (working together to promote a spirit of community) and six goals, which included:

(1) reestablishing and supporting values in the community, (2) increasing youth participation in SAVE,
(3) encouraging and promoting a safe environment free from fear, (4) increasing community participation,
(5) focusing on resiliency and asset building, and (6) promoting unity.

A citywide codlition composed of representatives from different neighborhood
groups meets monthly to support the various neighborhood groups that have been developed as an integral
part of SAVE During these meetings, individuals share ideas and information on prospective activities. Neigh-
borhood groups are encouraged to connect with one another. SAVE provides facilitators to train new neigh-
borhood groups and businesses about violence prevention and reduction. It aso continues to sponsor
neighborhood study circles about violence. A local advertising agency produced avideo which explained
SAVESs vison and goals; this video is used to help educate community and business groups. A weeklong com-
munity celebration called "Voices Together SAVE' was held. Each day was designated as a call for action to
different segments of the community: health and human services; family and religion; workplace; youth; avic
organizations; and community and neighborhoods. The week ended with a multicultural celebration.

St report that the SAVE initiative has reduced violence and disruption, increased
parental and community support of the schools, promoted a culture of involvement, increased perception
of unity between the district and local law enforcement, and has created more choices about what to do to
prevent violence.
[Source: Kubinski, E. (1999, Spring). Promising practices: SAVE—stand against a violent environment. School
Safety, 4(1). Retrieved January 16,2003, fromwww.wcer.wisc.edu/cevi/pubs/publication/archive/newsletter/
Spring 1999 SchSaf ety/Save.html |

In 1989, the governor of Maryland issued an executive order creating the Subcabinet for Children, Youth, and
Families. In 1990, a statute was enacted requiring each locd jurisdiction to establish local governing entities
now known as Locd Management Boards (LMBs). (811, Article 49D, Annotated Code of Maryland). By 1997,
Locd Management Boards were operating in dl 24 jurisdictions.

LMBs are the core entity established in each jurisdiction to stimulate joint action by state and loca gov-
ernment, public and private providers, business and industry, and community residents to build an effective
system of services, supports, and opportunities that improve outcomes for children, youth, and families. An
example of this process for connecting families, communities, and schools is the partnership established in
Anne Arundel County, created by county government in December 1993,



The Anne Arundel LMB describes itself as a collaborative board responsible for interagency planning, god
setting, resource alocation, and developing, implementing, and monitoring interagency services to children
and their families. Their mission is to enhance the well-being of dl children and their families in Anne Arundel
County. All their work focuses on affecting the result of "children safe in their families and communities' with
goals and priorities established by the board members through a community needs process completed in
October 1997. The consortium consists of representatives of public and private agencies appointed by the
Anne Arundel County executive who serve children, families, and private citizens. Members include county
public schools, the departments of socia services, juvenile justice, and health/mental health, County Mental
Hedth Agency, Inc. (Core Service Agency), county recreation and parks, county government, and private citizens
(e.g., private providers, advocacy groups, parents, and other consumers). Private citizens can comprise up to
49 percent of the membership. Board members are appointed by the county executive for aterm of four years.

In pursuing their mission, they (1) foster collaboration among al public and private partners; (2) plan a
wide array of services; (3) coordinate and pool resources; (4) monitor and evaluate the effectiveness of pro-
grams, and (5) provide a forum for communication and advocacy. For instance, the LMB develops community
plans for providing comprehensive interagency services with guidelines established by the Subcabinet for
Children, Youth, and Families. Examples of program initiatives include:

« Pogstive parenting programs

« Kinship Care support groups

« Mom and tots support groups

« Police "teen opportunity programs’

« Safehaven Runaway Shelter

* Juvenile intervention programs

» After-school middle school programs for at-risk youth

« Youth and family services

* Digruptive youth program

* Mohile crisis team

« Second Step curriculum

* Success by 6

« School-community centers program

For more info, see www.aacounty.org/lmb/default.ntm
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All collaboratives need data to enhance the quaity of their efforts and to monitor their outcomes in ways that
promote appropriate accountability. While new collaboratives may not have the resources for extensive data
gathering, sound planning and implementation requires that some information be amassed and analyzed. And,
in the process, data can be collected that will provide abase for a subsequent evauation of impact. All deci-
sions about which data are needed should reflect clarity about how the data will be used.

Whatever a collaborative's stated vison (e.g., violence prevention), the initid data to guide planning are
those required for meking a"gap" anaysis. Of concern here is the gap between what is envisioned for the
future and what exists currently. Daing a gap analys's requires understanding:

» The nature of the problem(s) to be addressed (e.g., a needs assessment and anaysis, including incidence

reports from schools, community agencies, demographic statistics)

« Avalable resources/assets (e.g., asset mapping and analysis; school and community profiles, finances,

policies, programs, facilities, socia capital)

» Challenges and barriers to achieving the collaborative's vision

The data for doing a gap andlysis may aready have been gathered and accessible in existing documents and
records (eg., previous needs assessments, resource directories, budget information, census data, school,
police, hospital, and other organization's reports, grant proposals). Where additional dataare needed, they may
be gathered using procedures such as checklists, surveys, semistructured interviews, focus group discussions,
and observations.

Appendices C, D, and E contain tools and references to other resources for doing agap andysis, establish-
ing priorities and objectives, and developing strategic and action plans.

In connection with planning and implementation, it is important to establish a set of benchmarks and
related monitoring procedures. An example of such a set of benchmarks is offered a the end of this section.

As soon as feasible, the collaborative should gather data on its impact and factors that need to be addressed
to enhance impact. The focus should be on dl areas of impact—students, families, schools, and neighborhoods
(people, programs, systems). The first emphasis should be on direct indicators related to the collaborative's
goals and objectives. For example, if the primary focus is on violence reduction, then violence indicators are
of greatest interest (e.g., incidence reports from schools, police, emergency rooms). The needs assessment
data gathered initialy provide a base level for comparison. In addition, if any positive changes in the schools,
neighborhood, and homes have contributed to a reduction in violence, data should be gathered on these and
on the role of the collaborative in bringing about the changes (see Table 6).

In planning the evaluation, it is essential to darify what information is most relevant. This involves specify-
ing intended and possible unintended outcomes. It aso involves plans for assessing how well processes have
been implemented and where improvements are needed.

Obvioudy, awell-designed information management system can be amgor ad for storing and providing
data on identified needs and current status of individuals and resources. As schools and agencies in the com-
munity enhance their systems, the collaborative should participate in the discussions so that helpful data are
included and properly safeguarded. In this respect, advanced technology can play amgor role (such as acom-
puterized and appropriately networked information management system). Moreover, such systems should be
designed to ensure data can be disaggregated during analysis to dlow for appropriate baseline and subgroup
comparisons (e.g., to make differentiations with respect to demographics; initia levels of motivation and
development; and type, severity, and pervasiveness of problems).
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Increased knowledge, skills, and attitudes to enhance:
» Acceptance of responsibility (including attending, following directions, and agreed-upon rules/laws)

Self-esteem and integrity

Socid and working relationships
Sdf-evaluation and self-direction/regulation
Physcd functioning

Hedlth maintenance

Sde behavior

Reduced barriers to school attendance and functioning by addressing problems related to:
Hedth
Lack of adequate clothing

Dysfunctiond families

Lack of home support for student improvement
Physica/sexud abuse

Substance abuse

Gang involvement

Pregnant/parenting minors

Dropouts

Need for compensatory

Learning strategies

Increased socia and emotiona support for families

Increased family access to special assistance

Increased family ability to reduce child risk factors that can be barriers to learning
Increased hilingua ability and literacy of parents

Increased family ability to support schooling

Increased posttive attitudes about schooling

Increased home (family/parent) participation at school

Enhance positive attitudes toward school and community

Increased community participation in school activities

Increased perception of the school as a hub of community activities

Increased partnerships designed to enhance education and service avallability in community
Enhanced coordination and collaboration between community agencies and school programs and services
Enhanced focus on agency outreach to meet family needs

Increased psychological sense of community

Enhanced processes by which saff and families learn about available programs and services

and how to access those they need

Increased coordination among services and programs

Increases in the degree to which staff work collaboratively and programmatically

Increased services/programs at school site

Increased amounts of school and community collaboration

Increases in quality of services and programs because of improved systems for requesting, accessing,
and managing assistance for students and families (including overcoming inappropriate barriers to
confidentidity)

Establishment of a long-term financid base



Socid marketing is an important tool for fostering a critical mass of stakeholder support for efforts to change
programs and systems. Particularly important to effective marketing of change is the inclusion of the evidence
base for moving in new directions. All data on the collaborative's positive impact needs to be packaged and
widely shared as soon as it is available. Socid marketing draws on concepts developed for commercia mar-
keting. But in the context of school and community change, we are not talking about selling products. We are
trying to build a consensus for ideas and new approaches that can strengthen youngsters, families, and neigh-
borhoods. Thus, we need to reframe the concept to fit our am, which is to influence action by key stakeholders.
* To achieve this am, essential information must be communicated to key stakeholders and strategies
must be used to help them understand that the benefits of change will outweigh the costs and are more
worthwhile than 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)

From ateaching and |earning perspective, the initiad phases of socid marketing are concerned with creating
readiness for change. Substantive change is most likely when high levels of positive energy among stakeholders
can be mobilized and appropriately directed over extended periods of time. That is, one of the first concerns
related to system change is how to mobilize and direct the energy of a critical mass of participants to ensure
readiness and commitment. This cals for proceeding in ways that establish and maintain an effective maich
with the motivation and capabilities of involved parties.

Because stakeholders and systems are continuously changing, social marketing is an ongoing process.
One caution: Beware of thinking of sociadl marketing asjust an event. It is tempting to plan a"big day" to
bring people together to inform, share, involve, and celebrate. This can be a good thing if it is planned as one
facet of a carefully thought out strategic plan. It can be counterproductive if it is a one-shot activity that drains

resources and energy and leads to a belief that "We did our socid marketing."
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Dae Started | Date Completed | Current Status

A. Steering committee established

B. Orienting stakeholders

1. Bagc ideas and relevant research base are
introduced to key stakeholders using "socid
marketing" strategies.

School administrators

School daff

Families in the community

Business stakeholders

2. Opportunities for interchange are provided and
additiona indepth presentations are made to build
acritical mass of consensus for system changes

3. Ongoing evauation of interest is conducted until a
critical mass of stakeholders indicates readiness to
pursue a policy commitment

4. Rdification and sponsorship are elicited from a
critical mass of stakeholders

C. Egtablishing policy commitment and framework

1. Establishment of a high-level policy and assurance
of leadership commitment

2. Pdlicy is translated into an inspiring vision, a frame-
work, and a strategic plan that phases in changes
using arealistic timeline

3. Policy is translated into appropriate resource
dlocations (leadership, daff, space, budget, time)

4. Establishment of incentives for change (e.g.,
intringcally valued outcomes, expectations for
success, recognition, rewards)

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

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

7. Establishment of a change agent position




Date Started

Date Completed

Current Status

8. Establishment of temporary infrastructure
mechanisms for making system changes

9. Initid capacity-building—developing essential skills
among stakeholders to begin implementation

10. Benchmarks are used to provide feedback on progress

and to make necessary improvements in the process
for creating readiness

A. Change team members identified

B. Leadership training for al who will be taking alead in
developing the collaborative

C. Development of aphase-in plan

D.Preparation for doing gap anaysis

* Problem ("needs") assessment and anaysis
 Mapping and analysis of resources and assets
* |dentification of challenges and barriers

E.Gap andysis, recommendations, and priority setting

E Strategic planning

GAction planning

H.Establishment of ad hoc work groups

[. Establishment of mechanisms for

«  Communication
+ Problem solving
+ Socid marketing

J. Outreach to other potential participants

A. Ratification by policymakers of long-range strategic plan
of operation

B. Establishment of regular budget support

C. Leadersnip positions and infrastructure mechanisms
incorporated into operational manuals

D.Formation of procedural plans for ongoing renewa
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Confidentidity is amgor concern in collaboratives involving various community agencies and schools. It is both
an ethical and alegd concern. All stakeholders must vaue privacy concerns and be aware of legd requirements
to protect privacy. (See "A Guide to the Family Educational Rights and Privecy Act" in Appendix F) At the same
time, certain professionals have the lega responsibility to report endangering and illegal acts. Such reporting
requirements naturally raise concerns about confidentiality and privacy protections.

Clearly, there is a dilemma. On the one hand, care must be taken to avoid undermining privacy (e.g., confi-
dentidity and privileged communication); on the other hand, appropriate information should be available to
enable schools and agencies and other collaborative members to work together effectively. It is tempting to
resolve the dilemma by asserting that adl information should be confidential and privileged. Such a position,
however, ignores the fact that failure to share germane information can seriously hamper efforts to help. For
this reason, concerns about privacy must be balanced with a focus on how to facilitate appropriate sharing of
information.

In trying to combat encroachments on privileged communication, interveners' recognize that the assurance
of confidentiality and lega privilege are meant to protect privacy and help establish an atmosphere of safety
and trust. At the same time, it is important to remember that such assurances are not meant to encourage
anyone to avoid sharing important information with significant others. Such sharing often is essential to help-
ing and to personal growth. (It is by learning how to communicate with others about private and personal
matters that those being helped can increase their sense of competence, personal control, and interpersonal
relatedness, as well as their motivation and ability to solve problems.)

In working with minors and their families it is important to establish the type or working relationship where
they learn to take the lead in sharing information when appropriate. This involves enhancing their motivation
for sharing and empowering them to share information when it can help solve problems. In addition, steps
are taken to minimize the negative consequences of divulging confidences.

In working as a collaborative, it is essential for agencies and schools to share information: See the example
of an authorization form on the following page.
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Longfellow Elementary School

3610 Eucalyptus Ave

Riverside, CA 92507

Interagency Project SVART Program

We have many services here a Longfellow to help you and your family. To receive this help and to make sure
that you get dl the help you and your family need we may need to share information. I,
hereby authorize release of dl records, documents, and information on my son, my daughter, and/or my family
which is or may come on file with the agencies here a Longfellow Elementary School/Project SVART.

The following agencies may or will provide the services:

* The youth service center + State evaluator

* Menta health counselor * GAIN worker

* Public health nurses + AFDC digihility technician
* Public health van * Medi-Cd technician

« Socid worker * Day care

* Psychologist * The family advocate

» School personnel

| understand that the fallowing information may be released to the above stated providers.
1. The full name and other identifying information regarding my child and our family.
2. Recommendations to other providers for further assistance.
3. Diagnostic and assessment information including psychological and psychiatric evaluations, and medical,
educational, and socia histories. These evaluations may include some or al family members.

The purpose of this disclosure shal be to facilitate service delivery to my child(ren) and my family. | further
understand that the information generated or obtained by the project can be shared with the agencies or
providers that are a part of this project.

| also understand that this Authorization for Release of Information will be in effect for the duration of
services provided to my child(ren) and my family and will expire upon the termination of the services. |
understand | can revoke this consent at any time and this consent shall be reviewed annually.

| certify that | have read and understood the consent of this form.

_ Yes lagreetosign.__No, | do not agree to consent.

Please list al children attending Longfellow Elementary School.

Parent or Guardian Name (please print) Parent or Guardian Signature
Student's Name Room # Authorized Project SART St
Student's Name Room # Dae

Student's Name Room#t Date



Effective family-community-school collaboration requires a cohesive set of policies. Cohesive policy will
only emerge if current policies are revisited to reduce redundancy and redeploy school and community
resources that are used ineffectively. Policy must:

* Move existing governance toward shared decisionmaking and appropriate degrees of local control and
private sector involvement—a key facet of this is guaranteeing roles and providing incentives, supports,
and training for effective involvement of line s&ff, families, students, and other community members

» Create change teams and change agents to carry out the daily activities of system change related to
building essential support and redesigning processes to initiate, establish, and maintain changes over
time

* Delineate high-level leadership assignments and underwrite essential leadership/management training
such asvison for change, how to effect such changes, how to ingtitutionalize the changes, and generate
ongoing renewal

« Edtablish institutionalized mechanisms to manage and enhance resources for family-school-community
connections and related systems (focusing on andyzing, planning, coordinating, integrating, monitoring,
evauating, and strengthening ongoing efforts)

* Provide adequate funds for capacity building related to both accomplishing desired system changes and
enhancing intervention quality over time—akey facet of this is a mgor investment in gaff recruitment
and development using well-designed and technologically sophisticated strategies for dedling with the
problems of frequent turnover and diffusng information updates; another facet is an investment in
technical assistance at dl levels and for dl aspects and stages of the work

» Use a sophisticated approach to accountability that initidly emphasizes data that can help develop
effective approaches for collaboration in providing interventions and a results-oriented focus on short-
term benchmarks and that evolves into evauation of long-range indicators of impact (As soon &s feasible,
move to technologicaly sophisticated and integrated management information systems)

Such a strengthened policy focus dlows stakeholders to build the continuum of interventions needed to make
a ggnificant impact in addressing the safety, health, learning, and general well-being of dl youngsters through
strengthening youngsters, families, schools, and neighborhoods.

Clearly, mgor system changes are not easily accomplished. The many steps and tasks described throughout
thiswork cal for ahigh degree of commitment and relentlessness of effort.

We have produced this guide to increase the likelihood of achieving desired results. At the same time,
awareness of the myriad political and bureaucratic difficulties involved in making mgjor institutional changes,
especialy with sparse financid resources, leads to the caution that the type of approach described here is not
a straightforward sequential process. Rather, the work of establishing effective collaboratives emerges in
overlapping and spiraling ways.
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The success of collaborations in enhancing school, family, and community connections is first and foremost
in the hands of policymakers. If increased connections are to be more than another desired but underachieved
am of reformers, policymakers must understand the nature and scope of what is involved. They must deal
with the problems of marginalization and fragmentation of policy and practice. They must support development
of appropriately comprehensive and multifaceted school-community collaborations. They must revise policy
related to school-linked services because such initiatives are a grossly inadequate response to the many com-
plex factors that interfere with development, learning, and teaching. By focusing primarily on linking commu-
nity services to schools and downplaying the role of existing school and other community and family resources,
these initiatives help perpetuate an orientation that overemphasizes individualy prescribed services, results
in fragmented interventions, and undervalues the human and socia capital indigenous to every neighborhood.
This is incompatible with developing the type of comprehensive approaches that are needed to make state-
ments such as We want all children to succeed and No child left behind to be more than rhetoric.
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Appendix A

As families strive to enhance their well-being, as schools pursue their mission to educate, and as communities
aim to improve the quality of life of their residents, mgor initiatives have been introduced and progress is
being made. At the same time, it is evident that there remains considerable fragmentation and significant
gaps in policy and practice. Mgor reforms and restructuring are needed.

The following frameworks are designed to daify the type of comprehensive, multifaceted, and cohesive
approaches that are necessary for strengthening youngsters, families, schools, and neighborhoods.

The firgt framework deals with the current marginalization of initiatives to address problems. It stresses the
need to conceptualize efforts to address problems as a primary, essential, and unified initiative component in
both policy and practice. As illustrated below, such an "enabling” component complements efforts to directly
facilitate learning and devel opment by addressing factors interfering with productive learning and healthy
development. Such factors include both external and internal "barriers."

Component for directly fecilitating

Component to address barriers to

learning and development ~._ School . learning and development
(Ingtructional/ T (Enabling component)
developmental Student \
component)  Y~ee--t N ~Family

s
Community ~~

Component for manage-
ment and governance
(Management
component)

For individua youngsters, the intent of an enabling component is to prevent and minimize as many problems
as possible and to do so in ways that maximize engagement in productive learning. For the school and com-
munity as awhole, the intent is to produce a safe, healthful, nurturing environment/culture characterized by
respect for differences, trust, caring, support, and high expectations.
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Because of the many factors that can cause problems, families, schools, and communities must be prepared
to use awide range of responses. Moreover, attention should be given not only to responding to problems,
but to preventing them. This means that a component to address barriers to development and learning must
be comprehensive and multifaceted. To be effective, it must be implemented in an integrated and systematic
manner.

A widely advocated framework for understanding the range of interventions needed outlines a continuum
consisting of:

« Systems for preventing problems and promoting healthful development

« Systems for intervening to address problems as soon after onset as possible

* Systems for assisting those with chronic and severe problems (see Figure 3).

This continuum encompasses approaches for enabling academic, socia, emotional, and physical development
and addressing learning, behavior, and emotiona problems. Most schools and communities have some pro-
grams and services that fit dong the entire continuum.

The third framework helps to further organize thinking about these programs and services. The framework
uses Sx arenas of activity to categorize and capture the essence of the multifaceted ways schools working
with communities need to address barriers to development and learning (see Figure 3).* The Six categories
encompass efforts to effectively:
» Enhance regular classroom strategies to improve ingtruction for students with mild to moderate behavior
and learning problems
* Assist students and families as they negotiate the many school-related transitions to increase home
involvement with schools
* Respond to and, when feasible, prevent crises
* Increase community involvement and support (including enhanced use of volunteers)
* Facilitate student and family access to specialized services when necessary

Collaboratives need to understand the essence of the above frameworks. Development of such comprehen-
sive, multifaceted, and cohesive approaches requires strong and forma connections among dl stakeholders.
Accomplishing such connections is not easy, but the payoffs can be immense.

*This framework was developed as part of research on education support programs. The Sx programmatic arenas are conceived as the cur-
riculum of acomponent to address barriers to learning. It also should be noted that there is agrowing research base that supports an array
of activities for addressing behavior, learning, and emotional problems. This research base is reviewed in several documents prepared by
the Center for Mental Hedlth in Schools a UCLA. These includeA Sampling of Outcome Findings From Interventions Relevant To Addressing
Barriersto Learning and Addressing Barriersto Sudent Learning and Promoting Heal thy Development: A Usable Research Base. These docu-
ments can be downloaded from the center's Web site: http://smhp.psych.ucla.edu



Examples.

General health education
* Drug and acohol education
* Support for transitions

+ Conflict resolution

* Parent involvement

* Drug Counsdling

* Pregnancy prevention

* Violence prevention

« Dropout prevention

* Learning/behavior
accommodations

 Work programs

Specid education for learning

disabilities, emotiona
disturbance, and other
hedlth impairments

Primary prevention
(low end need/low cost per
individual programs)

Early after onset
(moderate need, moderate
cost per individual )

Treatment of severe and
chronic problems
(High end need/high cost
per individual programs)

Examples.

Public health and safety
programs

Prenatal care
Immunizations

Recreation and enrichment
Child abuse education

Early identification to treat
hedlth problems

Monitoring health problems
Short-term counseling

Foster placement/group homes
Family support

Shelter, food, clothing

« Job programs

Emergency/crisis treatment
Family preservation
Long-term therapy
Probation/incarceration
Disahilities programs
Hospitaization

Drug treatment

Systemwide collaboration* is essential to establish interprogram connections on a daly basis and 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

(1) within jurisdictions, school districts, and community agencies (e.g., anong departments, divisions, units, schools, clusters of schools)
(2) among jurisdictions, school and community agencies, public and private sectors; among schools, among community agencies
Adapted from various public domain documents authored by H.S. Adedman and L Taylor and circulated through the Center for Mental Hedlth

in Schools & UCLA.
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ready and able
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killg/different
learning rates
and styles/minor
vulnerabilities
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Instructional component
+ Classroom teaching
+

* Enrichment activity

Such an gpproach weaves gx clusters of enabling activity (i.e., an enabling component curriculum) into the fabric of the school
to address barriers to learning and promote hedthful development for all students.
Emergent impact = Enhanced school climate/culture/sense of community

Classroom-based approaches

I Crisis/emergency assis- ! to enable learning
" tance and Prevention ¢

Infrastructure

oL eadership

] Support for transitions

*Resource coordination
and enhancement

Home involvement in schools

I Student and family

* assistance

I' Community outreach/

" volunteers

Adapted from Adelman, H.S, & Taylor, L (1994). On understanding intervention in psychology and education. Westport, CT: Praeger.



Appendix B

The central principle of al good financid planning:
A program's rationale should drive the search for financing. Financing may be the engine, but it should not
be the driver.
Thus.
« Financid strategies should be designed to support the best strategies for achieving improved outcomes.
* Financid strategies that cannot be adapted to program ends should not be used.

It is unlikely that a single financing approach will serve to support an agenda for mgor system changes.
Thus.
* Draw from the widest array of resources.
« Brad and blend funds.

Remember: Financing is an art, not a science.

What are mgor financing strategies to address barriers to learning?
* Integrating: Making functions a part of existing activity—no new funds needed
* Redeploying: Teking existing funds away from less valued activity
* Leveraging: Claifying how current investments can be used to attract additional funds
» Budgeting: Rethinking or enhancing current budget allocations

Where to look for financing sources/initiatives?
Look at:
* All levels—|ocal/state/federal
« Public and private grantsinitiatives
« Education categorical programs (Safe and Drug Free Schools, Title |, Specia Education)
* Hedth/Medicaid funding (including early periodic screening, diagnosis, and treatment)

A basic funding principle is that no single source of or approach to financing is sufficient to underwrite maor
system changes.

* Reforms that enable redeployment of existing funds away from redundant and/or ineffective programs

* Reforms that alow flexible use of categorica funds (e.g., waivers, pooling of funds)

* Hedth and human service reforms (e.g., related to Medicaid, TANF, SCHIP) that open the door to
leveraging new sources of mental health funding

» Accessing tobacco settlement revenue initiatives

» Collaborating to combine resources in ways that enhance efficiency without a loss (and possibly with an
increase) in effectiveness (eg., interagency collaboration, public-private partnerships, blended funding)

« Policies that dlow for capturing and reinvesting funds saved through programs that appropriately
reduce costs (e.g., as the result of fewer referrals for costly services)

» Targeting gaps and leveraging collaboration (perhaps using a broker) to increase extramural support
while avoiding pernicious funding
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+ Developing mechanisms to enhance resources through use of trainees, work-study programs, and
volunteers (including professionals offering pro bono assistance)

The Internet provides ready access to info on funding and financing.

Regarding funding, see:

» School Hedth Program Finance Project Database—www2.cdc.gov/needphp/shpfp/index.asp

« School Hedth Finance Project of the Nationa Conference of State Legislators—nhttp://ncsl.org/
programs/heal th/pp/schifund.htm

* Snapshot from SAMHSA—www.samhsagov

* The Cadog of Federa Domestic Assstance—www.gsa.gov

* The Federal Register—www.access.gpo.gov/GPOAccess

* GrantsWeb—www.research.sunysb.edu/research/kirby.html

* The Foundation Center—http://fdncenter.org

« Surfin' for Funds—nhttp://smhp.psych.ucla.edu (See "Search & Quick Find")

Regarding financing issues and strategies, see:

* The Finance Project—www.financeproject.org

« Center for Study of Socid Policy—www.cssp.org

« Center on Budget and Policy Priorities—www.cbpp.org

+ Fiscd Policy Studies Institute—www.resultsaccountability.com

To foster service coordination, there are several ways to use existing dollars provided to a district by the fed-
eral government. One example has been Title XI of the Improving America's Schools Act of 1994 administered
by the U.S. Department of Education, which was intended to foster service coordination for students and
families. Some districts use Title | funds for this purpose. A smilar provision exists in the 1997 reauthorization
of the Individuals with Disabilities Education Act. Other possible sources are community mental health ser-
vices block grant, funds related to after-school programs, state-funded initiatives for school-linked services,
and so forth.



Appendix C

Below and on the following pages are examples of tools for use in a process designed to accomplish the
following:
« Inform families, schools, and community stakeholders about the initiatives and broad collaborative 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
« Claify concerns
* Provide stakeholders with information that alows them to plan meetings



Survey

Connecting the resources of families, schools, and the community is essential to enhancing communitywide
safe and hedthful development strategies. To move forward, we need your ideas:

1. We plan to have a series of meetings with various groups to share current activities and discuss ways
these activities can be enhanced and expanded. Wha groups and what key individuas do you think should
be included in these meetings? (e.g., school board, chamber of commerce, superintendent and district
administrators, mayor and city officids, school supervisors of support services, community agency directors,
providers of services, law enforcement providers, other collaboratives working on smilar concerns, others)

2. These meetings are intended to strengthen integrated school-community plans for safe and healthful

development for dl 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?

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, fdl?)

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 E-mall Fax
Address

Please return this to

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

We will et you know the plans for the next steps. Thanks for your help.



Note to participants. We have invited you to this session to help us better understand the loca vision, current
policy, mgor agenda priorities, and so forth. and the current status of the loca agenda for the future of chil-
dren, families, schools, and the neighborhood. Based on what is shared here, we will write up aworking draft
as aquide for future discussions and planning. If you like, we can take the first part of the meeting for making
a few notes as individuas or in pairs before the discussion. After the discussion, we will outline the consensus
of the group with respect to each question.

The three questions we want to explore are:

1. What is the current vison for strengthening youngsters, families, schools, and the neighborhood?

2. Wha are current agenda priorities for accomplishing this?

3. How does current vision/mission/policy address barriers to youngsters' learning and development?

Note: Be certain to (&) provide a clear introduction to the group about the purpose of the task; (b) ensure
good facilitation (e.g., acknowledging and vaidating ideas, recording ideas); and (c) develop a specific plan
for follow-up.

Aid



Tool
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Appendix D

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

Such agap andysis 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.

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, s&ff, capacity building mechanisms and resources, etc.
Process (if done by group):
* Firgtjot down your own answers
« Group members can then share their respective responses
* Discuss similarities and differences
* To the degree feasible, arrive at aworking consensus

1. What is the current situation in terms of policy and practice for addressing barriers to student learning?

2. What is the nature and scope of the gap between the vison and the current state of affairs?



School Staff (induding district saff)

(eg., Whet talents, strengths, opportunities, etc. (eg., Whet barriers mey arise related to mohilizing
of the schoal g4t can hep with collaboration?) school g4t to hdp?)

Community Stakeholders (induding family members and students)

(eg., What talents, trengths, opportunities, etc., (eg., Whd barriers mey arise related to mahilizing
of the community stakeholders can hep?) community stakeholders to help?)

Work Sheet
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1. What do group members think must be done in order to "get from here to there?'
(i.e., general steps and timetable; eg., long-range perspective—What actions must be taken?
Who should take them? What must be done so that the necessary steps are taken? etc.)
Process:
First brainstorm;
Then, arrive at consensus.

2. Planning specific objectives and strategies
(eg., 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

C. Who will carry out the strategies

D. Timeline for accomplishing each strategy and plans for monitoring progress and making revisions

E. Factors that should be anticipated as possible problems and how they will be dealt with



(What immediate
tasks need to

be accomplished
to promote
collaboration?)

(What are the
specific ways each
objective can be
achieved?)

(Who are willing and
able to carry out the
strategies?)

(When will each
objective be
accomplished?
How and when
will progress be
monitored?)

(How will anticipated
problems be averted
or minimized?)
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Appendix E

A basic function of any collaborative is to map and andyze activities and resources as abasis for understanding
what exists and what doesn't and then formulating recommendations about priorities and resource (re)allo-
cation. Such understanding contributes to abig picture perspective of assets and provides a basis for making
decisions about next steps. Such mapping is done over time and in stages. This appendix contains tools to
begin the process. Included here are the following surveys (designed as self-study guides) and other tools:
| Family-Community-School Collaboration: Sdf-Study Surveys
A. Oveview of Areas for Collaboration
B. Overview of System Status for Enhancing Collaboration
C. Collaboration To Strengthen the School
D. Collaboration To Strengthen the Neighborhood
Il. WhoandWhatAreataSchool
1. Survey of System Status & the School
IV. Analysis of Mechanisms for Connecting Resources

The surveys are not evaluation tools. They afford a stimulus for discussion, analysis, reflection, and planning.

Collaboratives can use them to identify specific areas for working together to enhance benefits for al stake-
holders.



Forma efforts to create collaboratives to strengthen youngsters, families, schools, and neighborhoods involve
building forma relationships to connect resources involved in preK-12 schooling and resources in the com-
munity (including formal and informa organizations such as the family/home, agencies invalved in providing
health and human services, religion, police, justice, economic development; fostering youth development,
recreation, and enrichment; businesses, unions, governance bodies, and institutions of higher education).

Asyou work toward enhancing such collaborations, it helps to darify what you have in place as abasis for
determining what needs to be done. You will want to pay specia attention to:

« Claifying what resources aready are available

* How the resources are organized to work together

« What procedures are in place for enhancing resource usefulness

The following is designed as a self-study instrument. Stakeholders use such surveys to map and andyze the
current status of their efforts.

This type of self-study is best done by teams. For example, agroup of stakeholders could use the items to
discuss how well specific processes and programs are functioning and what's not being done. Members of the
team initialy might work separately in filling out the items, but the real payoff comes from discussing them
as agroup. Such instruments also can be used as a form of program quality review.

In andyzing the status of their collaboration, the group may decide that some existing activity is not a high
priority and that the resources should be redeployed to help establish more important programs. Another
activity may be seen as needing to be embellished so that it is effective. Findly, decisions may be made regard-
ing new desired activities, and since not everything can be added at once, priorities and timelines can be
established.






