


TEAM-BUILDING ROLES

In an effectively functioning team, members consistently per-
form certain roles that contribute not only to reaching the

Current objectives set by the group but also to the ongoing

improvement in the team’s long-term operation. Some of the
most common and helpful team-building roles include sup-

. porting, confronting, gatekeeping, mediating, harmonizing,

summarizing, and process observing. This chapter looks at
each role in detail.

- SUPPORTING

Supporting another member of the team goes beyond reinforc-
ing the other’s point of view when you agree with it. That’s
immensely desirable, but even more important is providing
support and encouragement for a team member when you may

" not agree with him or her. In the latter function, your support

says, “I know that your idea or opinion is something you take
seriously, and I accept that seriousness even though I may not
have the same view.” But over the long-term life of the group,
you realize that your support and encouragement of another
member result in more and better contributions from him or
her, if only because that member realizes that his or her
comments will be accepted and considered, and not put down

.- or discounted.

CONFRONTING

There are times when a person’s behavior is detrimental to the

‘success of the team as it works toward its goals. .(See Chapter




TEAM-BUILDING ROLES

8.) The “offender” may try to keep others from offering their
ideas, may publicly make fun of the contributions, or may say
unkind words about another person that have nothing to do
with the inherent value of his or her contributions. In such an
instance, another team member may confront the undesirable
behavior: “Ted, it bothers me that you break in with your own
arguments without letting Sheila finish. I'd really like to hear
her out before you respond.” Or “Randy, I don’t think it’s fair
. to suggest that Jerry’s opposition to your idea is based on his

‘stubbornness,” as you describe it.”

Confronting is a constructive role -when it is confined ‘to
people’s behavior. When one member confronts another’s per-_
sonality, or presumed attitudes or motives, the result is usually
disruption of the group’s work and resentment in the person
. who is being confronted.. o -

GATEKEEPING ...

- Some members of a team are less assertive, and others far more
so. Consequently, some opinions from the somewhat retiring
people get ignored; they may not even be expressed. When the
gate seems closed to some contributors, a team member per-
forms as gatekeeper: “Hey, Jenny has been trying to make a
point for the past ten minutes, but she hasn’t gotten more than
two or three words in. I'd like for the rest of us to stop talking
long enough to hear what she has to say.” Or “I'm distressed
that we keep talking about ‘Phil’s idea,” when I distinctly
remember that Ruth made the same point two days ago.”

- There are times when certain members monopolize a discus-.
sion so completely that others can’t enter it or are intimidated
enough to keep silent. In this case, a member might say to the
monopolizers, “You folks have expressed yourselves quite
clearly. I'd like to hear what some of the others feel. For
example, Ben looks as if he has something to say.”

MEDIATING

Sometimes disputes can be so intense or prolonged that the
people involved no longer listen or respond to each other.




HOW PEQOPLE WORK EFFECTIVELY IN A

They may have become so polarized that they can’t move
toward each other’s point of view. One member who is not
involved in the debate intervenes, not to arbitrate but to -

illuminate. First, the member asks permission to interpret each

. position, then does so for each side of the argument. After

each interpretation, the mediating member asks whether that
version reflects the disputant’s argument. The arguer has a
chance to revise or correct. The intervention can clarify the real
differences and areas of agreement that neither side has heard.
It also provides a chance for others in the group to discuss the
disputed points. Groups can get quite stuck during a debate;

- mediating can break the stall and push the discussion forward.

HARMONIZING

Again, during a heavy debate-style disagreement, the dispu-
tants can become so involved in scoring points for themselves
that they fail to realize their agreement on certain points.
Perhaps they simply use different terms. An intervenor sum-
marizes the various views to show how close they actn

Then ke or she invites other members of the team to help the
debaters build on the areas of agreement that they have not
listened to during the intense discussion. )

SUMMARIZING

A group can find itself awash in details or 'varying points of
view, and the consequence is confusion. Members begin to .
ask, “Where are we?” or “What are we talking about?”
At times the members of the group. are stuck, feeling that
there are simply too many pieces of a jigsaw puzzle before
them. One member intervenes to sum up the discussion so for.

The summarizing gives the group time to breathe. And a good
summary clarifies some of the confusion. Furthermore, the
summary may restore the group’s confidence in itself by show-
ing that more progress has been made than anyone previously
thought. The summary also provides concrete points on which

further work can be based.




Teacher development must move center
stage in school improvement, Sergiovanni
argues. That means, he says
management systems, organizational
patterns, and teacher growth strategies
must: - _
Recognize individual differences -
among teachers
Encourage teachers to reflect on
their own practices
Give a high p[priority to
conversation and dialogue
among teachers

Provide for collaborative learning

among teachers

Emphasize caring communities
Call upon teachers to respond
morally to their work.

“Teaching will not become a learning
profession until the vast majority of its
members become change agents capable
of working on their own sense of purpose
through inquiry, competence building, and
collaboration (Michael Fullan)

“Sergiovanni stresses the need for a
school community to come together
around shared values and ideas
because “real schools” are
managerially loose and culturally tight.
That means, he believes, that the

change process must be norms based
rather than rules based. Such
approaches emphasize professional
socialization, shared values and ’
purposes, collegiality, and natural
interdependence.

“...New approaches are need to
connect teachers to one another
through in-school teams and cross-
school professional communities that
‘tackle problems of [practice over
time...”

“Ongoing professional development
can be incorporated into teachers’
daily work through joint planning,
research, curriculum and assessment
work, study groups and peer
coaching...”

“If we pay attention to supporting
knowledgeable teachers who work in
productive schools, American
education need suffer through no
more dead-end reforms.”
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Teamwork, goals, and the judicious.
use of data are powerful forces for
improvement, especially if combined,
says Schmoker, a research analyst
for the Amphitheater Public Schools
in Tucson, Arizona, and author of
Results: The Key to Continuous
School Improvement. '

Teamwork addresses the social
dimensions of improvement, he
argues. Goals, in turn, give teamwork
meaning and ddrive improvement.
But data is essential in helping

schools measure what they have
achieved... :

Schmoker argues that schools
improve when purpose and effort are
untied. “The kind of significant,

| sustained improvement that we need
in schools will not occur in an |
isolated, freelance culture, where no
one knows what anyone else is doing
or what each other” operative goals

|l are. That is a system in disarray," he

writes.

“After a decade of reform, we have
finally learned in hindsight what
should have been clear from the
start: Most schools and teachers
cannot produce the kind of learning
demanded by the new reforms — not
because they do not want to, but
because they do not know how, and
the systems in which they work do
not support them in doing so...

On the whole, the school reform
movement has ignored the obvious:
What teachers know and can do
makes the crucial difference in what
children learn...

Standards for students and teachers
are the key to reforming American
education. Students should have the
right to be taught by competent
teachers and teachers should have
the right to high-quality preparation,
induction, and professional
development.” (What Matters Most:
Teaching for America’s Future)




In most professions, there are at least two
sides :

To the job. You work with your patients or
clients for part of the time, and you spend
part of the time with colleagues discussing
what went wrong in your work, what's
going right how you did it, and how others
have done it or fluffed it. This exchange of
experiences, ideas, and problem-solving
approaches provides a vital kind of
professional development that most
professional people take for granted.

The work life of American teachers is very
different. They spend their days in
classrooms teaching with virtually no time
to learn from and confer with other
teachers. They work in isolation in their
classrooms and do their planning, grading, -
and thinking alone at home (Albert

Shanker) .

...(there is) a critical link between
what happens to teachers and what
happens to students. If schools and
teachers are going to be successful
in getting children to be more
curious and more actively involved
in their learning, then adults who
teach them likewise will have to be
actively engaged, he says.

“Inquiring classrooms are not likely
to flourish in schools where inquiry
among teachers is discouraged. A
commitment to problem solving is

difficult to install in students who are
‘taught by teacher for whom problem

solving is not allowed. Where there
is little discourse along teachers,
discourse among students will be
harder to promote and maintain.
And the idea of making classrooms
into learning communities for
students will remain more rhetoric
than real unless schools become
learning communities for teachers
to,” he writes. (Thomas
Sergivovanni)




“In Japan, teachers spend time
making common lesson plans
and talking about various
methods for teaching difficult
concepts,” Shaker writes.
“Then, after a lesson, teachers
discuss what worked and what
did not do that they can do a
better job next time. Teachers
here need similar time during the
| workday to focus on the
problems of teaching and
learning, to figure out how 4o

deal with specific subject matter

that is difficult for students, to
plan lessons ad examine their
effect, to engage in ongoing
experimentation aimed at
specific improvements, and to
observe and learn from one
another. (Albert Shanker)

“If the trend today is to engage students as
active participants in their own learning, to
encourage group and cooperative projects,
to foster critical thinking and problem
solving, and to improve the transfer of
learning, those same objectives should
inform professional development...”

“In good schools, professional development
is woven into the fabric of everyday life, into
the kind of community that binds its
members together. This is due in partto
such practical matters as the way time is
used and organized to allow educators to-
collaborate in joint work...Some schools
promote educator learning as a natural and
necessary aspect of daily work. Other
schools operate on the assumption that little
continued learning is needed once a teacher
walks through the door.

Such characteristics of schools profoundly
influence the prospects for professional
development, and school based change.”
(Gary Sykes) -




“In Japan, teachers spend time making
common lesson plans and talking about
various methods for teaching difficult
concepts,” Shanker writes. “Then,

.after a lesson, teachers discuss what

worked and what did not so that they
can do a better job next time. Teachers
here need similar time during the
workday to focus on the problems of
teaching and learning, to figure out how
to deal with specific subject matter that
is difficult for students, to plan lesson
and examine their effect, to engage in
ongoing experimentation aimed at
specific improvements, and to observe
and learn from one another.” (Albert
Shanker) | .

“If the trend today is to engage students
as active participants in their own
learning, to encourage group and
cooperative projects, to foster critical
thinking and problem solving, and to .
improve the transfer of learning, those
same objectives should inform
professional development...”

“In good schools, professional
development is woven into the fabric of
everyday life, into the kind of

1l community that binds its-members

together. This is due in part to such
practical matters as the way time is
used and organized to allow educators

|l to collaborate in joint work...Some

schools promote educator learning as a
natural and necessary aspect of daily .
work. Other schools operate on the
assumption that little continued learning
is needed once a teacher walks through
the door.

...Such characteristics of schools
profoundly influence the prospects for
professional development, and school
based change. (Gary Sykes)




Carol Fine and Lenaya Raack write in “Professional Development:
Changing Times”:. : |

“Professional development must be based on these assumptions:
Ongoing individual and organization development are required for
school change
Professional development must support both the inquiry into and
the study of teaching and learning.

Training, practice, feedback, individual reflection, and group
inquiry all contribute to teacher learning.

Professional development is critical to school development
Effective professional development is pr|mar|Iy school-focused
and embedded in the job.

Although district wide workshops are appropriate on occasion, most
professional development should be school-based and should involve
teachers in a variety of job-embedded learning activities. Through such
activities as case discussions, study groups, peer coaching, action
research, curriculum development, and joint problem solving, teachers
form professional learning communities that lead to instructional

| improvement. This approach to professional development contrasts

starkly with approaches in which teachers work in isolated, non-collegial
settings where traditional and outdated assumptlons are less Ilkely to be
challenged... :

‘New approaches to professional development are essential as educators
work to align curriculum, instruction, and assessment practices with
research on teaching and learning. Such a shift is possible only if school
faculties ‘can rely on professional development opportunities that help
them work as a unit, rather than as a collection of independent educators.

Before 'job—embedded professional development can flourish, teachers
must be able to count on having regularly-scheduled times to meet, study,
plan, and reflect together.” (School Team Innovator)
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ANSWERS

. c: Gatekeeping

. b/g: Confronting/
process observing

3. d: Mediating

4. a: Supporting .

5. f: Summarizing

6. e: Harmonizing

7. f: Summarizing

(SRS

9.
10.
11.
12.
13.
14

g: Process observing
b: Confronting

c: Gatckeeping

a: Supporting .

d: Mediating

e: Harmonizing

. gt Process observing







'EAM-SUBVERTING ROLES

In a group that does not operate as effectively as it can, you

often see people performing roles that apparently suit their
purposes but act against the group’s interests. The roles are
even destructive, undermining the chances that the group can

become a team. The principal obstructive functions that you'll -

see are shutting off, analyzing or labeling, dominating, yes-
butting, and naysaying. Let’s examine each in detail so that
you can recognize them and deal with them when you encoun-
- ter them among team members.

SHUTTING OFF

Jeffis talking. Suddenly, Craig says, “Hey, that reminds me of
something. Do you remember when? . . . Jeff is probably
 sitting there with his mouth open, a quizzical look.on his face.
Craig has shut him off—has silenced him. In this case, Craig
has taken off in a different conversational direction, but he
might also have started to rebut Jeff’s point before Jeff finished.

Or he might have used derisive humor: “Good old predictable -
Jeff. No discussion is .complete until Jeff talks about that bad .

appraisal experience he had a couple of years back.” Everyone
laughs, or at least smiles, and Jeff’s usefulness is destroyed for
the moment. ' ‘ :

One bizarre shutting-off method is for other members in the
discussion to ignore the speaker. For example, 2 member says,
“1 think we cught to determine the best way to spend the next
half hour talking about the project. How do we proceed? How
do we organize ourselves?” The person is ignored. It’s as if no

one heard him. He sits there feeling a bit foolish. In some .
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‘groups, ignoring one another is standard practice: Someone

asks a question or makes a suggestion, and the discussion

-continues as though nothing has been said by this member.

When some people are silenced, they get angry and break in to
complain, often startmg an argument. Others withdraw, say-
ing to themselves, “What’s the point of trying to make a
contribution?” Still others resolve to create barriers, tit for tat,

when their interrupters offer an idea or make a comment: “You
get me, I'll get you.”

' ANALYZING OR LABELING

When you put labels on a person’s bchavior, or you try to
describe his or her attitudes or motives, you're thrcatenmg a
discussion. Martha has been arguing a particular point of view,
and she has met some disagreement. She begins to talk force-
fully, dominating the conversation. Finally, Shelly says, “I
think, Martha, if you weren’t being so defensive, we could
probably approach this more constructively.” Instantly Martha
denies that she has acted out of defensiveness.

In another case, Jan returns to a subject that has been mentioned

a number of times: cutting back people in another section.
Mark reacts vigorously and negatively, whereupon Jan retorts,
“I don’t know, Mark, why you are so th:eatened by talking
about this cutback. It’s. not going to affect you.” Mark re-

- sponds with a denial that his resistance is based on feeling

threatened.
In yet a third example, Rob protests when a coworker, Priscilla,

- criticizes a third member of the group, Cal. Priscilla turns on -
. Rob with the charge “You always try to protect Cal, and I'm

getting tired of it. It’s like you don’t want people to talk about
him, that you're trying to hide something about him.”

In these three cases, someone is putting a label on behavior or
suggesting that another group member has a particular attitude

* or unworthy motive. A label or analysis can easily sidetrack a

discussion while people argue whether the label or the analysis
is justified. The give-and-take easily degenerates into I
didn’t,” “You did,” “I wasn’t,” “You were,” “I'm right,”
“You’re wrong.” Dead end. S
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TEAM-SUBVERTING ROLES

DOMINATING

The dominator likes to take over the discussion. He or she m:iy
rationalize, “I’m a person who likes to get things done, so Jet’s

cut through all this nonsense and get our act together,” or -

“We're really wasting time. I say we should vote on this and
move on.”

" The-dominator wants influence and can be very heavy-handed

in efforts to get it. The problem for the group is that the
dominator is usually less interested in the goals of the group
and far more focused on his or her personal agendas. When the
dominator takes over, other people’s participation falls off,
The group doesn’t get the full value of its resources. :

YES-BUTTING

Probably one of the most common behaviors in a group
discussion is the yes-but response. For example, “Yes, I under-
stand what you're saying, but I think youre missing ‘the
point.” Translated: “I hear yo ou’re wrong.” Some-
times people use the yes-but technique to try to soften the
blow of disagreement: “I agree that that’s an excellent idea, but
I don’t think it'll work here.” Consider that if the idea won’t
work, it’s hardly excellent. The yes-but technique displays
hypocrisy at worst, and a personal discounting of the- other
person at best. Very often, what the contributor hears is “I
know you think you've come up with 2.good idea, but it really
isn’t worth much.” =

The yes-but approach can be used so skillfully that it’s hard to

“detect. To illustrate: “I believe that Mike has shown his usual -

~ imaginative approach in coming up with this suggestion, and I
think he merits the congratulations of every member of the
- group for the quality of his thinking, which we've come to
expect. However, when you look at the plan closely, you can
see a slight flaw that is all too easy to overlook but that could
render the whole idea unworkable,”

Discussions among group members are most effective when

they communicate in clear, unambiguous messages. The yes-
‘but response seems to say-one thing when it actually says

another.
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NAYSAYING

In many groups, there is the person who declares himself or
herself the “devil’s advocate,” whose function it is to make
sure that whatever is bad about another person’s idea gets
expressed. So relentless can such naysayers be in emphasizing

what is wrong that what is nght can get buried. The dzscussxon |

becomes lopsided.
Unfortunately, no has a power that is disproportionate in many

deliberations. If the group members are exploring an option -

thit may be risky, is unpleasant, or at least carries uncertain
consequences, they may be unusually susceptible to the nay-
sayer, who provides them with a reason not to proceed further:

“I really don’t think we have enough information on this. Let’s

table this.” Or “We tried something like this a few years ago,

and it didn’t work.” Or “We need to go slowly on this, because |

if we make a misstep, we could pay through the nose.” With a
collective sigh of relief, the group abandons the discussion. For
the moment, the naysayer has opened up the escape hatch.

There are ways to neutralize or reverse the damage of behaviors
that are obstructive. The simplest is to immediately intervene
by using one or more of these countering statements:

Countering Team-Subverting -Behaviors

“I’ve heard what you have to say about the project, Eileen,

~ but I'd also like to hear what others around the table

feel. Would you please just withhold your comments
for a time, and let’s hear from others.”

- “I really am not interested in why Sam may have been
impelled psychologically to take that position. I'm sure
he has good reasons, and those are what I'd like to
hear.”

“Yes, I agree that there may be reasons why this won’t |

work, but I'm intrigued by the possibility that it will.
At the moment, I’d like to hear why it just might.”

“Okay, now that the two of you have talked at length, I'm
well-acquainted with where you stand. Here’s what I
think, and then I hope others will join in.”

“Well, maybe it-didn’t work then, but pcrhaps times have
changed. I wonder whether this idea is now facing a
different world. Could someone else comment?”

“T don’t know whether Rita is projecting or not, and I
guess I don’t care. Rita, please elaborate on your think-

ing.”

“Wait 2 minute. You ma’y think these issues are not impor-

tant, but I'd like to give Egan a chance to show us they

are. Go ahead, Egan.”
“You didn’t let Ray continue. I want to hear the rest of his

thoughts. Go ahead, Ray.”
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- ANSWERS

c: Dominating

- 2. d: Yes-butting

[=aY

. b: Analyzing
or labeling
e: Naysaying
. b: Analyzing .
oor labeling

. a: Shutting off

b: Analyzing
or labeling
e: Naysaying

. e: Naysaying
10.
11.
12.

c: Dominating
d: Yes-butting
b: Analyzing
or labeling
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APOLLO PROCESS

gz DESCRIPTION
The Apollo Process is a consensus activity. that enables group members to syn-
thesize their diverse ideas into one. All members of the group have an opportu-
nity to contribute their thoughts. As a result, support for the final product is usu-
ally unanimous. '

g APPLICATION
The Apollo Process is especially useful for developing a mission or vision state-
ment, or defining an attribute or quality such as instructional leadership or school
effectiveness. Members have an opportunity to develop their own product (def-
inition, summary, etc.) and then look for commonalities with others’.

@ TIME REQUIRED '
Ninety minutes to two hours.

B GROUP SIZE

" Tento forty participants.
& MATERIALS

Chart paper, markeérs, masking tape or pushpms Notepaper and pencil for par-

ticipants.
B PROCESS

I. Define the task. What idea, goal, or definition must the group agree upon?
Include all contingencies. Write the task on chart paper for all to see. A clear
statement of the task is critical for this process to succeed.

2. First, ask each person to write his or her own answer to the task. The indi-
vidual writing task may be done in advance. Having participants write in
advance of the workshop is a technique that can be used to save time while
also prov1d1ng participants with the opportumty to think through the task
more thoroughly.

3. Then, have each person find/choose/be asmgncd a partner. Odd—number
groups will have one group of three and the rest will be dyads. Each pair of
individuals is to produce one product by synthesizing its two definitions or
statements into one. Both individuals must support the new product. This will

take anywhere from fifteen to forty minutes, depending on the complexity of

the task. However, providing ample time will reduce the time needed later on
.in the process.
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4.

Once agreement has been reached in the dyads, combine two dyads together
and repeat the process of synthesizing the two existing definitions into one
that all four people can support. If you have an uneven number of dyads, per-
mit one to be “silent observers” of a chosen foursome. Once that foursome has
reached consensus on the task, the silent observers can interact with two
speakers from the foursome to combine the foursome product with the dyad
product. It is important to combine only two products at a time. Have each
foursome put its product on chart paper for use in the next step. ’

Once agreement has been reached in the foursomes, combine them into groups
of eight. Resort to the “odd number” procedure referred to in Step 4 should
you have an odd number of foursomes. The next task is for eight people to
combine two. products into one. At this pomt post the products that have been

" written on chart paper, and have all eight group members read both products.

The purpose of reading both products carefully is to identify areas of agree-
ment between the two products. Select a facilitator for each group of eight to
manage the flow of conversation so that all can be heard. The facilitator

~ should encourage each group of elght to identify agreement within the two

products. As agreement is identified, the facilitator writes it on a new piece of
chart paper (this is.the drafting of the new product). All aspects of the defini-
tion are worked with in this manner until the group has agreed on the new

: product

. When combining groups of elght to form groups of sixteen, first allow the

entire group to read the two definitions that have been posted for all to see.
There are several options at this point.
« Use the facilitator method to work with the group of sixteen in the manner
described in Step 5. :
« Use the “fishbow]” technique. Identify four speakers who will do the major-
ity of communicating and seat them in a small circle. Add a fifth chair to
- the circle but keep it empty. All other group members form a second circle
around the foursome. At points during the discussion members of the outer
' circle may want to contribute to the discussion and they may do so by sit-
ting in the “empty chair.” Once they have made their point and are com-
fortable with the results, they leave the inner circle and return to their outer

circle seat.
Materials adapted from Training to Increase Student Achicvement workshop, Aurora Chase, West Chicago, IL, August 1985.
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enriched curriculum.

“Maria Patterson, principal of Hollinger Elementary School in Tucson, Arizona, discusses
the importance of high teacher expectations.Filmed in 1992 for NCREL'S urban school leadership
case studies (QuickTime slide show, 537k).

High-achieving learning environments involve students in a variety of learning activities that are
challenging and aligned with learning goals, promote engaged leaming, and draw on the culture, life
experiences, and knowledge of all students. They allow students to discuss, argue, and analyze issues
and concepts. Students explore, solve problems and construct knowledge rather than just
memorizing it. Their work is authentic, engaging, and important, and it builds understanding from in-

depth investigation.

Hemv Gradillas, principal of Garfield High School in Los Angeles, California, describes

the effects of a challenging curriculum at his school. Excerpted from a presentation at NCREL's 1992
Academy for Urban School Leaders. (Audio comment, 129k)

. A new view of at-rlsk students challenges the deficit model often apphed to urban learners.
. Students have the opportumty to construct knowledgewnot ju t memorize 1t

v James Banks, professor in the School of Education, University of Washmvton—
Seattle emphasizes that culturally responsive education is as important for homogeneous,
white schools as it is for schools serving students from many cultural backgrounds. Excerpted

. Groups of stud fits vzoﬂ‘(”together on. pl‘Q] ects .that: explo-re 1deas and,;ﬁfeﬁnaﬁen“
. Instructmn ommodates studetits! leaming. stylesi- P :

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/1e400.htm 1/1 7/2000
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. Instl uouonal ‘uses of technology m-omote engaged learning; Tath
“Tow-level ingtriction om CoMpUfers. ]
‘o Elements-that-promoterhigh performarice and sticcessfiil learinginclude interactive’ 5
1nstruct10n “focus on 1n—depth understandmg, self-regulated learning, and higher-order thinking.
o Traditional tracking is replaced by a "culture of detracked" schools (Oakes & Lipton, 1992)
- that:
1. Recognize that tracking is supported by powerful norms and assumptions that should be
acknowledged and addressed as alternatives are created
2. Broaden the reform agenda so that changes in the tracking structure become part of
comprehensive changes within the school
3. Engage in inquiry and experimentation that is idiosyncratic, opportunistic, democratic,
and politically sensitive
4. Change teachers' roles and responsibilites to include new ways of working with other
adults in the school
5. Involve risk-taking leaders who guide schools toward a focus on scholarship and a
commitment to democratic values

ACTION OPTIONS:

. aEncourage‘“teacners 10 use Tex W-appio

yorid the in“celebrating cultural d1ver31ty Students Iearmng experlences must
be transformed to nurture relationships among culturally diverse students by face-to-face
contact or via technology and to build upon students' culture, language, and experiences in
reading, writing, and content area instruction. ‘

that go “bey,

23 Paul Winfield, actor and narrator of NCREL's video, Many Voices, Many Dreams
( 1995) challenges educators to move beyond the surface in celebrating cultural diversity
(QuickTime slide show, 278k).

o Promote efforts to reshape the cufriculum and encourage the development of in-depth
curricular offerings as described by the new standards being developed in several disciplines,
such as math and science.

o Explore authentic instruction and provide students with tasks that allow high levels of thinking
and engagement._ : e

Y Make hlgher ( ‘rder thmkmg, problem- solving;-and-the- construction-of lmowledge ciavailabledo zo

. Replace homogeneous grouping and tracking with heto1oszcncous grouping to serve all
students.

o Complement teacher-centered instruction with cooperative learning and small group activities.

o Replace norm-referenced assessments with authentic assessments. :

e Explore new instructional frameworks for producing high- achieving learning environments.

‘e Establish faculty teams to examine alternative ways to organize instruction, such as longer

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/le400.htm _ 1/17/2000
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H

class periods, new scheduling formats, and cross-disciplinary programs.
o Acquire funding and support for technology that is needed in the classroom to prepare students
for the demands of a predominantly service-oriented, high-technology workforce.
o Contact schools, programs, and organizations that can help your school implement culturally
responsive practices throughout the school.
e Stay up-to-date on the latest research in effective teaching practices by reviewing journals,
research—based educational materials, and so forth.
~ her-engagement(whichleads to greater student-engageinient).by. creating. &>
1legial atmosphere that.encourages 'teachers-to-work 1o gethier.in teams.

Ek AR fic

Karen Seashore Louis, associate dean for academic affairs, University of Minnesota, describes .
the effects of high levels of teacher engagement and peer pressure on teachers' motivation to
work hard, and clarifies the relationship between teacher and student engagement. Excerpted
from NCREL's Urban Education monograph, Teacher Engagement and Real Reform in Urban
Schools (NCREL, 1995, forthcoming).

o Document and evaluate the norms of experience of students in your school in order to make
informed decisions about instructional practices, programs, and policies.

o Discuss new initiatives with parents and community members when implementing new
grouping patterns and new forms of instruction and assessment.

*IMPLEMENTATION PITFALLS:

e. School districts and staff often do not have the skills and knowledge needed to implement new
forms of instruction and assessment. Program planners and staff need to consider important
issues in redesigning educational programs for educationally disadvantaged students.

« Extensive staff development may be necessary to institutionalize new instructional approaches.

o It is important to understand the compleifies-ofttisiclmnpemprocess when initiating major
improvement efforts. If school leaders do not acknowledge ‘and address the challenges of
substantive change, staff and community may resist change and retaliate against it.

. Rigid and entrenched policies of districts and schools are among the factors that inhibit the

implementation of high-achieving learning environments.

o Teacher schedules often do not include time for professional dcvclopmcnt to discuss, learn,
and plan new instructional approaches.

e There is a danger in introducing new instructional programs without buv—m and real
commitment among classroom teachers. Teachers may perceive these new programs as the

latest fad rather than making lasting changes in instruction.

|
#5 “DIFFERENT POINTS OF VIEW Some writers still believe that curriculum should

focus on the dominant Western European culture. They contend that factual knowledge should be a
core element of classroom work and that students should be organized accord_mg to ability.

The early effective schools programs and some state efforts emphasized basic skills learning. Many
of these early initiatives are being redesigned to focus on hlgher-order thinking, problem solving, and

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/1e400.htm 1/17/2000
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University of Washington at Seattle, discusses the role of the principal in creating the collective
vision of a school. (Audio comment, 255K.) Excerpted from the NCREL monograph, Raising
Expectations to Improve Student Learning (NCREL, 1994), by Jerry Bamburg.

Leading successful change and 1mprovement involves developing and managmg six critical
components of schoohng (1) a4 clear st1 on,q. and collectlvelv held educatlonal vision: and __]_nstltutlonah

NYCOUWEE S ST RTL ST

s, businesses; un1vers1t1es and other commumw or gamzatlons,ﬂand (6) a. systematlc planmng

A pﬁlemeggaﬁgn process for: 1nst1tut1ng needed “chatiges. I:ouis and Miles (1990), drawing on

several case studies of urban high schools, empha51ze the importance of planning: "Substantial
change programs do not run themselves. They need active orchestration and coordination."

e School leaders encourage and support the development of a collaborative school culture, with
clear educational missions and processes structures, and resources that allow educational
change to ﬂounsh

S ‘ yaget
Deal & Peterson

1994).
o School leaders:understand the dynamics of the change process. Sticcessful schools have leaders
i ini and the classroom who can overcome the obstacles and challenges that
develop during the change process. '
e School leaders are committed to prov1d1ng h1gh-qua11ty learmng l_fgﬂ{t,%llgstudents— initiating,

i B eI T ;i Yo mngsy:
_!nnplementl g, and 7 3

e PrOEIATS that improve. access-to engaged teachlng At e ArRIng?:
ey are concerned W1th issues of equlty and access to powerful learning,

Kent Peterson, professor of educational administration, University of Wisconsin at
Madison, discusses the challenges in demonstrating a strong commitment to providing high-
quality learning. (Audio comment, 168K.) Excerpted from a presentation at the Urban School
Leadership Mini-Conference for NCREL's Academy for Urban School Leaders (July 1993).

e School-leaders’ appreciate the importance-of working in teams and facilitate the development
- and work of teams that lead school improvement initiatives.
o School-leadersuse the Tesources and expertise of ‘parents, businesses, and. soc1a1 serviceg;and
cofimunity agencies to foster the academic, emotional, and social well—bemg of students.
o School leaders are able to urderstind and overcome resistance to charige and build tedGhGl‘S"—v
sense of efficacy. -
. Seh' "l,leaders recognize and fostei the knowledge, wﬂl and skill required for suocessfu L

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/1e500.htm | 1/17/2000
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ACTION OPTIONS:

« Before beginning the change process, become familiar with the school impr ovement cycle, the
stages of the change process, and change models associated with each. Fader vst-be-able'to F
 distinguish between-the school improvement cycle and. ‘the change process, determine where
the school is 1ocated within the change process, and identify appropriate next steps.
o Learn more about the complex1t1es of the change process by reading (see, for example, Sparks's

: -;;;\:_5;;;(1993)- hn teen- {Ips” for managm;, chanoe")f”talkmg with expert practitioners, and attending

seminars.

o Ateept thie changs process as a positive experience to° be understood.and embraced, rathef than
a negative experience to be feared and avoided. See, for example Fullan and Miles's (1992)
"seven propositions for successful change."

o When you are ready to begin the school 1mprovement process, bring in change experts and
facilitators to build the capacity-of school staff to. & ‘¢hange- efforts. Tt is important to draw
upon the expertise and skills of university faculty, central office personnel, external
consultants, professional staff developers, and others.

o Iéad discussions-about the schosl's "history of chiange!if order to understand how and why
past change efforts have succeeded or failed. :

o Fullan (1993) favors simply beglnmng the change process - without necessarily planmng every
step in advance. However, it is important to manage guide, document, and learn from the
change process.

o Learmn about-the-roles-that principals; teachers, central:

,others involved in serving “children and youtli play in the- school 1mprovement process; and;use
this knowledge to form-effective school improvenient téams. School leaders should understand
and Guiltivate their roles and the roles that others play within 1mprovement initiatives.

o To build a more collaborative school culture, mst;i;ute ._i}_{fg»r;oup_‘sfandﬂcros-sfgrgdef

department: ’Feams and provide time: for collegléfl Work.

q‘school staff and the "surroundlng commumty

o Form partnerslnps with parents, businesses, and social service and community agencies to
consolidate resources and meet.the entire range of student needs - emotional, social, and
academic - in order to improve student learning.

o Create high-achieving learning environments by selecting and integrating a variety of programs

~ to improve teaching and learning.

o Establish and follow a set of guidelines for implementing new approaches to student learning.

" Maria Patterson, principal of Hollinger Elementary School in Tucson, Arizona,
talks about being a "leader of leaders." (Audio comment, 306K) Excerpted from video footage
developed for NCREL's Urban School Leadership case studies.

o Reflect on your leadership practices using leadership style inventories, surveys, and/or
checklists.

http://Www.ﬁcr’el.org/sdrs/areas/issues/educatrs/leadrshp/leS00.htm ' 1/17/2000
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o« SUSE & Variety of methods.to celebrate. success; for example some schools have used the
following activities to celebrate success: :

1. Planning teams have meals together at the end of the year to review progress and
celebrate success. :

2. Principals send out congratulatlons and notes that celebrate success.

3. Schools hold assemblies to recognize not only the success of students but of the1r teams.

4. The principal passes out coffee cups with the school logo to recognize teachers and
teams that have been particularly successful.

1nst1tutlona11zat10n‘:(Louls & Mlles 1990) Know1ng about the challen;zes and m oblems as well

"% as the success factors associated with each stage of the ohange process can increase the
likelihood of success (Fullan, 1993).

e Initially, some members of the school community - including school staff - may be reluctant to
change. School leaders, through their actions and words, can overcome such reluctance by
rewarding risk-taking and encouraging school community members to offer new ideas and
strategies.

Linda Sienkowicz, Principal of P1ocolo Elementary School in Chicago, Illinois,
dlscusses the strategies she used to encourage risk-taking among her staff and the effects of her
leadership. (Quicktime movie, 658K.) Excerpted from video footage recorded for NCREL's
Urban School Leadership case studies.

o Ifreforms are to improve learning for all students, leaders must find and implement meaningful
curriculum and effective instructional programs for an increasingly diverse student population.
To ensure that reforms do not overlook entire groups of students,#EFa8ESmy

- geultureandieeds of diverse: studentst '

o Without a focused effort to aligh and ifitegtate school improvement.initiatives, the probable
result will be fragmented uncoordinated programs and activities that may have conflicting

obj eotlves It is up~te sch ol leadeIS"tO*create ar shared vision-and mission-for-school

¥ commiont

o Leaders of 1mp10vement efforts (nocd to addrcss the problems of resources- (timié, money, and

support), the need to train and refain knowledgeable and motivated personnel, and the
challenge posed by the shifting goals of the central office, the state, and the local community.

o Leaders should be wary of mismanaged agreement. Everyone il a group agrees to a decision -
even though no one in the group supports the decision - because they are unwilling or unable to
communicate their reservations; it also refers to a situation in which everyone in the group
agrees about a problem that must be solved, but no one actively pursues strategies or actions to
deal with the problem. Therefore, leaders must nurture teams that are able to corhmunicate and

http://www.ncrel.org/sdrs/areas/issues/ eduoatrs/leadrshn/leS 00.htm ‘ 1/17/2000
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; phl & Klrst 1992) “This view of school leodershlp sees the school m the
“much broader context of the community and asserts that children's life chances are not likely to get

better without collective action in many arenas - the schoolhouse, the local health clinic, the
neighborhood, the block, the home, and so on (Comer, 1988; Ascher, 1990).

A principal who functlons within this broader context possesses the mobilization and advocacy skills
of a community organizer, advocating for the school as a provider of child- and family- centered
educational and social services (Comer, 1988; Ascher, 1990) The pnnmpal provides leadershlp in
forging partnerships with churches, health and human service agencies, and other youth agencies
(Nettles, 1991) and sees the- school and itsprincipal as- leaders in community révitalizations

OVERVIEW: Students who are at risk often receive services and help from a variety of
agencies. Frequently, these agencies provide fragmented services with little coordination or
communication between them, even though such contact could help improve services for the student.
Agencies often do not know what other service providers are doing, what services are already being
provided, or what information is already available to help understand a student's needs.

" In many schools across the country, leaders are helping develop collaboration between schools and
other agencies and partnerships between schools and businesses. Schools are serving as core
organizations, collaborating with agencies in the community and providing a central location where
multiple agencies can come to meet students' needs. :

Several states, counties, and cities are implemeriting programs in which agencies collaborate in a
variety of ways and coordinate their services for at-risk youth. Such collaboration:

¢ Reduces the fragmentation of services .
o Builds a comprehensive support system for at-risk students and their families
o Increases the knowledge of service professionals about the needs of the students and their

| http://www.ncrel.org/sdrs/areas/issues/educotrs/leadrshp/le3 00.htm : , 1/17/2000
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families

social service agen01es commumty orgamza‘uons bus1nesses universities, educational 1nst1tut10ns
and so forth. Indeed, involving parents as leaders in the school - as tutors, program coordinators, |
volunteers, and community 11as1ons is essential to building a climate of nurtuung and engaged -
learning in the school.

' Henry Gradillas, principal of Garfield High School in Los Angeles, California, discusses .
thc role of parents in creating support systems necessary for young people to achieve. Excerpted from
a principals' panel presentation at NCREL's Academy for Urban School Leaders in July 1992. (Audio
comment, 165k)

Partnerships and collaboratives involving parents, businesses, and community agencies can:

e Share information on particular students and families
e Develop shared missions and unfragmented programs
¢ Coordinate services more completely
o Combine funds for shared purposes
e Provide multiple services in schools

To mest the goals of collaboration, social service providers need to be sensitive and responsive to the .
linguistic and cultural diversity of the clients they serve (Chang, 1993). Historical power relations,
along with differing cultural beliefs and practices, can lead to mistrust and misunderstanding between
families and social service providers. Organizations must give community members greater input and
control, hire staff members at all levels who reflect the diversity of the community, train staff to work
with people from diverse backgrounds, and modify ineffective or harmful policies and practices.

- jgla.mimg tool that will gulde you in 1dent1fy1ng needs and in momtormg the development of
partnershlps to address those needs.
urce organizations-and-agencies-for-information;-products, and services to help
i agencies.
‘ort for_collaboratlve relatlonshl}gs

piyou get started in strengthemng partnerships with

. Use:ke ' Tesearch and - la;nm

parénts and community agencies.

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/1e300.htm 1/17/2000
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o Begin communicating with agencies that serve your students or examine models for
collaboration already in use in order to develop your own model.

e Encourage school staff to collaborate with parents and community agencies in developing
programs and services for students.

dlscusscs thc rinci al's role in advocatin f01 school—hnkcd integrated services and increased
partnerships with parents. Excerpted from the NCREL monograph "Getting Ready to Provide

" School-Linked Services: What Schools Must Do" and reprinted with permission from The
Future of Children (Vol. 2, No. 1, Spring 1992), a publication of the Center for the Future of

Children, the David and Lucile Packard Foundation (Audlo comment, 204k).

o Develop a coordination committee or governance group to work with external agencies to find
ways to strengthen links with groups who serve your students.

e Review your own vision or mission statement and try to bulld a collective vision across
agencies.

Otis Johnson, executive director of the Chatham-Savannah Youth Futures
Authority in Savannah, Georgia, emphasizes the importance of building a collective vision
among participating agencies. Excerpted from NCREL's videoseries, Schools That Work: The
Research Advantage, videoconference 8, Infegrating Commumty Services (NCREL, 1992).
(Audio comment, 83k)

o [Establish-mechanisis for s ing: 1nformat10n~on'ﬁ'“’“'tﬁejs hoolis reaching. 1nd1v1dua1
cstudents and encourage: other “agencies.to.share.information with:-the-school.#
o If poss1ble develop a shared financial commitment, as some coordinated service models are
doing.
e Contact foundations and funding sources about financing your collaboration efforts.
e Place services where they are most accessible to students.
o Visit or contact other organizations and/or districts that have successfully developed school-

linked, integrated services.

IMPLEMENTATION PITFALLS:

o Some staff may resist giving up power. Help them understand the benefits of working

collaboratively.
¢ Union representation can increase the distance between teachers and other professionals (Jehl

& Kirst, 1992). _
o The rules and regulations of individual agencies sometimes make it difficult to coordinate

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/1e300.htm 1/17/2000
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«

S ‘teamwork Schools are Ausrng eams 10 accomphsh many  tasks. Teams may work on:g|
[clarre form 1mplementmg new programs or- restructurrng For teamwork to be

While successful teamwork can be rewarding in itself, f€afmwork should-focuson meeting the .
{academrc and-social fieeds of all students-in-the-school-H ust as the school vision and mission should
. focus on student learning, team building, team planning, and team developing should be directed

toward improving student outcomes.

'OVERVIEW: In many schools, teachers work in isolation, administrators try to accomplish
tasks alone, and the responsibility of implementating new ideas falls to individuals. Working together
in teams often is a more effective way to accomplish important tasks. Teams have many advantages
over individuals working in isolation. Teams tend to be better at solving problems, have a higher
level of commitment, and include more people who can help implement an idea or plan. Moreover
teams are able to generate energy and interest in new projects.

Both research and practice demonstrate the advantages that teams bring to accomplishing goals. But
effective teams do not develop by accident. Teams take time, skills, and knowledge to be successful.

b Kent Peterson, professor of educational administration, University of Wisconsin-
Madison, challences administrators to support team-building and collaboration by Drovidmg time and
resources. in order to reap the benefits effective teams can bring to schools (audio comment, 313k).
Excerpted from a presentation given at NCREL's Urban School Leadership Mini-Conference in July
1993. .

http://www.ncrel.org/sdrs/areas/issues/educatrs/leadrshp/1€200.htm ' 1/17/2000
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Transformational leadership skills can help in developing such high-performing teams. Leaders of
school transformation must be able to inspire, motivate, and support teams. Engaged and high-
performing teams thrive in a "learning organization," where colleagues support each other in learning,
risk-taking, innovation, and change (Senge, 1990). ' l

o GOALS: School leaders (including administrators, teachers, and parents) should help

nurture and build highly committed teams for accomplishing school activities and goals, which may
include school improvement planning, site-based management, budget and personnel decisions, and

implementing programs or plans.

alks a.bout how her pri
have resulted (QuickTime slide show, 487k). Excerpted i‘rom NCREL's urban school leadership case

studies (1992).

ACTION OPTIONS: -

« Obtain support, training, and information on shared decisionmaking, perhaps by contacting
organizations that work with schools in developing teams.

o Learn about the importance of teams in the success of organizations by reading about how
teams are more effective than individuals.

o Discuss how the team is functioning and learn about the functions of teams in schools by
reading about pro grams that Work (Maeroff 1993).

o Teams-can ‘become m i  Jess con:

o partlclpatmgm_ Vi ;

¢ To overcome individuals resmtance 10 worklng to gether team members should learn from
other successful teams, perhaps by viewing videotapes on effective teamwork or reading about
another team's accomplishments.

« Learn-how-cellaboratien-and-a shared culture can support teamwork:

o Tearhs alss can become Tiore ‘self-aware and successful by learning about the stages of team
development, the positive and negative roles that can exist in teams, team problem finding and
problem solving (Yukl, 1989), and methods for avoiding and resolving conflict. :

1d more successful‘decisionmaking
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