Chapter 3

It Takes a Whole Village:
The SDP School

NORRIS M. HAYNES, MICHAEL BEN-AVIE,
DAVID A. SQUIRES, J. PATRICK HOWLEY,
EDNA N. NEGRON, anD JOANNE NANCY CORBIN

AXH children are at risk todayWore homes are broken, more are led by sing.le moth-
ers, more have two parents awady at work(for children to develop healthily, well-
functioning adults must be available and attentive to them at all timesNin th.e SDhP
school, the adults work creatively and enthusiastically with each other and w1th.t e
children, setting a powerful model for the children’s attitudes toward school, society,

and the future.

W74 Schools Have Taken a Mechanistic Turn

Scientific and technological advances are, in Comer’s {(1989a) words, “mcr.eazlr‘lg
the level of development needed to succeed—the highest level ever require }11n
the history of the world” (p. 127). Children need to learn how to integrate the
tremendous amount of information that is bombarding them due to the advanczes
in technology, and when to act upon the information (Come.r, 1989b, p. 1? ).
When their climate is psychologically nurglﬁngh?nd edl;cauo::llclly exemplary,
Ip prepare children to succeed in this complex world.

SCh(;(I);ilceirel:l:cigolsp have taken a mechanistic turn: “Learning ha§ become ver}f
much like the model of the computer, with its input and processing sequences:
We assume that a person has learned when he or she is able to make an.out;;uF

(Comer, 1989b, p. 125). The primary question most schools ask when s;itmg their
mission is, “What knowledge and skills do students need to understand?” The cur-

rent school structure is designed with subject matter as the dominant consideration. !
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Teachers can be replaced by others with the same certification. Students are sched-

uled according to subject matter courses. It does not matter who teaches history,

as the content and processes have been standardized according to subject area

experts. Yet schools organized around content are experiencing difficulties. As

knowledge is increasing, the schools curriculum becomes more dense, more con--
centrated cognitively and academically The knowledge explosion straps school

resources, and we are left with the paradox of an expanding curriculum that actu-

ally contracts student options.

In order to counteract the mechanistic tendency of U.S. schools, reform ini-
tiatives are looking toward the School Development Program (SDP) for insights.
Donald Cohen (1994), director of the Yale Child Study Center, captures the heart
of the process when he notes:

The Comer School Development Program has had an enormous influence
in the contemporary view of the role of schools in the lives of children and
families. The theoretical perspective of the SDP seems so natural today that
we can hardly believe how novel it is and the challenges that its founder
faced as he first presented his ideas. The profound influence of social and
emotional development in shaping academic success, the role of parents in
schools, the concept of school atmosphere as a defining factor in school
reform: these, and other concepts which are part of current theory, are all
related to the SDP contributions. (p. i)

The SDP school demonstrates three important concepts. The first concept is
based on the African proverb, “It takes a whole village to raise a child.” “It takes
a whole village” of the SDP principal, staff, parents, external change agents such
as the SDP facilitators, and community members to facilitate the highest levels of
development among the students.

The ‘second concept is that a school with a psycholo ically nurturing and edu-
cationally exemplary climate “Germits parents and staff l;o support the overall devel-
opment of students in a way thaymakes academic achievement and desirable social
behavior possible> (Haynes, 1993, p. 32). The SDP school is noted for the staff’s
steadfast efforts to sustain an academic and social climate that promotes students’
development. Dimensions of the academic climate of the school, such as staff ded-
ication to student learning, the academic focus of the school, achievement motiva-
tion among the students, and high expectations, contribute to the school’s academic
climate being classified on a range from “educationally appropriate” to “education-
ally exemplary.” The school’s social climate can be classified on a continuum fro
“psychologically adequate” to “nurturing,” The social climate has two notable char-
acteristics: (1) the frequency and quality of interactions among parents, teachers, stu-
dents, the principal, administrators, and adjunct staff; and (2) the feelings of trust ‘
and respect that exist within the school community (Emmons, 1992). d
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Faithful replication of the SDP improves essential dimensions of the climate
‘in the SDP school. As these dimensions improve, students experience significant
positive growth along the six developmental pathways and are at reduced risk for
negative outcomes while increasing their probability for positive psychosocial
behavioral and academic outcomes. A psychologically nurturing and education-
ally exemplary school is fertile ground for seeding staff professional development
and educational reform initiatives aimed at improving aspects of the educative
process, such as a math program. Grade-level teachers or the teachers of a depart-
ment that do not work well together cannot come together as a team and imple-
ment a new curricular initiative. Individual teachers by themselves are not able to
engage in global preventive actions on behalf of the students. Poor-quality rela-)
tionships between staff members and the students interfere with the educative
process. Poor interpersonal relationships among the students disrupt the staff |
intentions to promote teamwork among them.

Creating the }sychologically nurturing and educationally exemplary school
climate requires“\reinventing” community in the schogly tapping the energy of indi-
viduals within the school and in the community, and an organizational structure
that decreases the friction, the resistance, and th.g/interference to authentic learn-
ing>'his climate, conducive to learning, is promoted by the daily practice of the
three guiding principles—consensus, collaboration, and no-fault—in all aspects
of the educative process.

The third foundational SDP concept is that students’ behavior, attitude, and
achievement levels are to a large extent influenced by the school climate and a
strong instructional program rather than by the students’ socioeconomic status and
ethnic background.

YW-NK74 Children Are Reflections of Their Environments

Vygotsky argued, in Tudges words, that “in order to determine the nature and path
of development, it becomes essential to examine the social environment in which
development occurs and the type of instruction provided” (Tudge, 1990, p. 158).
We approach child development with the understanding that the child learns from
direct exposure to stimulating and challenging experiences and that the most
meaningful learning stems from adult mediation. Comer (1989d) writes:

Because of the extreme dependency on the child and the important role of the care-
taker, the attitudes, values and ways of the caretaker greatly influence those of the
young child. This allows the caretaker to mediate the child’s experiences—to give them
meaning and to establish their relative importance. (p. 353)

The child learns from the interactions that occur in the school setting, includ->
ing interactions among the adults in the building and the connections between
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~home and school. For example, the treatment of their parents by the school staff, -
‘of course, has an impact on how the students perceive the school and education

in general. The children’s learning process involves the environment in toto, includ-
ing both the intentional, purposeful interactions and the ofthand seemingly incon-
sequential remark or gesture. Children learn by observing how their peers are dis-
ciplined, by overhearing how the adults in the building interact with one another,

* through contact with written and other cultural products, and especially, through

significant adults who take an interest.

With this, we understand, as Vygotsky (1978) discerned, that the higher psy-
chological processes are internalized social relationships. Luria (1976) outlines the
higher psychological processes as “the laws of logical thought, active remember-
ing, selective attention, and acts of the will in general which form the basis for the
most complex and characteristic higher forms of human activity” (p. 5).
Internalization is the process through which the internal plane of consciousness
is formed (Wertsch, 1985). In his discussion of the relationship between learning
and development, Vygotsky underscored that “static measures assess mental func-
tioning that has already matured, fossilized” while “maturing or developing men-
tal functions must be fostered and assessed through collaborative, not indepen-
dent or isolated activities” (Moll, 1990, p. 3).

This issue of assessment is at the heart of Vygotskys theoretical construct of
the zone of proximal development: Vygotsky (1978) differentiated between the
child’s current developmental level and his or her zone of proximal development:__
“the distance between the actual development level as determined by independent
problem solving and the level of potential development as determined through
problem solving under adult guidance or in collaboration with more capable
peers” (p. 87). The basic message of the zone, according to Valsiner, is the “inter- -
dependence of the process of child development and the socially provided
resources for that development” (Valsiner, cited in Moll, 1990, p. 4). A school cli-
mate that interferes with successful teaching and learning disrupts the emergence
of student—teacher relations and the students’ interpersonal relations, which are
essential for adult mediation and student collaboration. ‘

The school has the power to facilitate the students’ attainment of the highest lev-
els of development, that is, “the attainment of the well-managed self that is engen-
dered by the strengthening of linkages among all of the developmental pathways”
(Haynes and Ben-Avie, 1994, p. iii). Comer (1994) notes that the acquisition of a
reasonably high level of cognitive skills in knowledge is most often made possible
through whole child development—physical, cognitive, psychological, language,
social, and ethical (p. 11). Content in the SDP school is, therefore, seen through the
lens of child development. This is a paradigm shift in thinking about the purpose,
function, and structure of schooling. =~

In the past, educators considered subject area content knowledge to be most
worthwhile. Through mastering disciplines such as science and social studies, we
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would unlock new knowledge, apply existing knowledge to a wider range of sit-
uations, and help ensure a better future for our children. Thus, it is not surpris-
ing that our schools were organized by subject areas. Our heavily content-oriented
school curriculum is a reflection of this belief. As being prepared for school is now
a federal goal for the year 2000, we can assume that we have not met this goal
yet, and one of the measures of the success of content-oriented education is lack-
ing. Today the content-weighted curriculum is approaching its own demise because
there is too much content.

Comers response has been to urge curriculum designers and teachers to con-
sider children’s mastery of developmental milestones in the first round of delib-
erations of what to include in the curriculum, not the last round. This call rejects
the commonplace practice of designing school curricula solely in cognitive and
academic terms and regulating developmental or social processes by discipline
codes. Staff that promote students’ development of higher psychological processes
ensure that the students will actually learn and use the curriculum’s content. The
school, in Comers view, is the one institution where children’s development can
be systematically enhanced.

Development and learning are mediated through social processes and not nec-
essarily through the competitive or individual processes that are embedded in our
existing model of school. When we focus on social processes, relationships between
students and teachers become the vehicle for instruction and are more important
than subject area content. In the SDP elementary school, students and teachers may
stay together for more than a year, in order to know each other better. As students
get older, they may stay together as a group for several “periods” of a day. When™,
development is taken as primary, then epistemologically, the strength of relationship
building will take precedence over the mechanics of teaching. Strong relationships,
build community whether that community s in the classroom or among the teacher,
parents, and students in the community of learners we call the school.

Thus, the central question for the School Planning and Management Team
(SPMT), the Parent Team (PT), and the Student and Staff Support Team (SSST)
is, “How can we build strong relationships that will encourage the development
of our children?” This is indeed different from the question with a subject area
emphasis, “What knowledge and skills do students need to understand?” The SDP
teams help ensure that a community dialogue is created around how to assist in
children’ healthy development. A theoretical analysis of the SDP process notes:

The greater the number and heterogeneity of adults endorsing mutual values, goals,
and expectancies for a child, the more likely it is that the child will internalize these
same goals as part of his or her own sense of identity. (Anson et al., 1991, p. 74)

It is in the service of child development that staff, parents, and elements of the
community such as businesses, social service agencies, and volunteer organiza-
tions become partners in SDP schools.
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WX A Reinventing Community Through Parental Involvement

I'm the principal of the K-5, with around 700 students. It is a bilingual
program. In the morning, I've asked parents to leave so that they could
leave the education of children in the hands of teachers. They want to be
there; in some instances you have to say very nicely that they’re sort of in
the way. (Warter, 1994)

The proverbial village that was once small, simple, and nurturing is now very large,
complex, and sometimes insensitive. Agencies that serve children and families are
often fragmented and unable to adequately address the psychosocial needs that
influence how much and how well children learn and perform in school.
Industrialization and urbanization have accorded enormous economic and qual-
ity-of-life benefits to some children and families, but they have also brought impov-
erishment and alienation to many. For these children and their families, rebuild-
ing the community and creating a network of services with schools at the center{
is an urgent need. In addition, Haynes and Ben-Avie (in press) note that some out-
comes of parental involvement in schools are less readily discernible:

1. Teacher outcomes: When parents are more involved in the school, teachers

learn more about the cultural and ethnic communities served by the school.

This knowledge base gives teachers greater understanding of the students

in realms ranging from speech patterns to the stresses the children

encounter in daily life outside school that have an impact on their learn-
ing. This knowledge base leads to an improved classroom climate and,
thus, teachers’ improved efficacy.

2. Parent outcomes: Parents who become involved in the schoatfearn ways to
help their children and become motivated to further their own education >
Those parents who have been alienated from mainstream culture or have
had negative school experiences can perceive the school as a bastion of
hope for their children and for themselves.

3. School outcomes: The key to sustaining educational change, when the new
initiatives are no longer “new,” is throug@ncouraging the parents to be
advocates of their children; the stake that parents have in their children’s
school success is a powerful change force when the school’s structures har-
ness this energy.

4. Community outcomes: When these two primary societal institutions—the
family and the school—team up, the school becomes a potent force in the
community. Schools can be invaluable in spearheading the community’s
economic advancement, in repairing its social fabric, and in preparing
schoolchildren to continue to improve the community in the future. With
family involvement, the school becomes a major center of community life.

e

W,
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The princi i .
develo e% b lgl(f;:f paée}r:_t lnvlclﬂvement are based on the three-level approach - ltisup to us to make some connection with people; it’s up to us to J
ped by T'and his colleagues as part of the SDP and discussed in sub- ‘ -reach out. The School Development Program gives the parents a framewor

Is:tiagitrl:l;lftilt fl}lze}:’r};frlzvi?aﬁ‘:; :r?c()is tCOaI:lert,s 1990). The levels are shown in 20 work in. Theré_afé—éfﬁétuzgs and parent training sessions. Not every

attending parent—teacher CO’nferences reIi)nfcfn' SU‘IPPOI'_t the school’s program b'y jparent is expected to do everything, so you also have to know your par-

pating in the school: il ] TCing learning at hon}tel, and partici- -ents. You start to connect with them: you start to build relationships with
g Chools social programs. At the second level, a significant number them. Those parents become a part of the school.

O.f parents are actively engaged in the daily life of the school by being present on-.

site and constructively involved in supporting the authentic learning activities. At

the third level, a group of parents that is truly representative (e. g, socioeconor'nic

A levels, race, ethnicity, gender) participates in collaborative decision making with
school staff, students, and other identified persons on the SPMT. Parents in the
SDP school serve in various capacities in different locations within and outside
the school, and of course, at home. Verdell Roberts, formerly principal at Lincoln
Bassett School in New Haven and presently on special assignment to the New
Haven Public Schools’ Central Office, described the difference between parent

programs in an SDP school and a non-SDP school:

: Parents serve in the libraries as aides; in classrooms as teacher aides; in the
ways as moritors and/or mentors; in the lunchrooms as servers or monitors;
s he main office as administrative support personnel; on the playground as men-
- monitors, and coaches; in the music room or computer room as support per-
sonmel; and in the parent centers, where they exist, as hosts and guides to new
werents, staff, and other guests. Mrs. Ennis, the mother of a former student from
few Haven school, described her involvement:

[ would sit in each classroom and see what it was all about and the teach-
ers would come to me and they would tell me what is going on in the
school and what they plan on doing, which is good. And most of the time
the parents...used to be involved. When [my older children] were going to
school, it was not like that. Before the Comer process we would only hear
from a teacher when there was a problem with the child, like when they
didn’t do their homework or something.

The parent program gave structure to what one might want to do in the
school. Ordinarily parents come to school to pick up report cards. When
parents become a part of the Comer process, they want to be involved in
the School Planning and Management Team. Oftentimes, schools say they
don't have parents. They assume parents just know what you do in school.

You should never assume that they don’t care or they don't have time,
In the community at large, parents serve as links to volunteer groups and organi- ’
zations, service agencies, businesses, and other parents. At home, parents provide
the nurturing, support, and reinforcement necessary to strengthen the bond
between home and school and to increase the chances of success for their children.
_""Parental involvement on the teams—the SPMT, SSST, and PT—are the hall-
mark of the SDP. As Charles Warner, former principal of Jackie Robinson Middle
School and Hill Central Elementary School in New Haven and now supervisor for

curriculum and instruction for the New Haven Public Schools, noted:

Level 3

1-10% of parents are
representatives, participating in

collaborative decisions vfith scghool
staff, students, and other identified
persons on the SPMT.

I think as administrators and educators we have a tendency to tell parents
what we want rather than having parents with our guidance say what they
would like to design for their schools. When you get parents to design pro-
grams around your school, plan materials that your classrooms need, and
teachers need, then it’s something that they want to do—it’s not what you
want them to do.

Level 2

10-50% of parents are actively engaged in the dail life of th
school by being present on-site an%l gonstructively¥nvol€ed i:
supporting the authentic learning activities.

Level 1 . . . .
v Parents bring an understanding of the broader community and of the social devel-

opment needs and strengths of their children. This understanding contributes to
Comprehensive School Plan development and influences the curriculum, instruc-

tion, and assessment. Jan Stocklinski, the supervisor of SDP implementation in
Prince George’s County, Maryland, stated:

50-100% of parents support the school’s program thro ttendi
parent—teacher conferences, reinforcing leamixl:g agtrhome, a: p:rt;::;g;nUng in
the school’s social programs.

Figure 3-1. Pyramid of collaboration: Levels of parent involvement in the SDP school.




50 TR

Rallying the Whole Village -

€ greatest interest in their children. |
a ' t n. In
I particular case, its been our parents and our families that have helped

turr} around how school people looked at children and our families, and
that’ pretty rquch been the history in our county. The administrator’s com
and go, superintendents come and go, sometimes staff come and 0, b )
the parents and the children are always there. &

. hers to become engaged. tuned i
on to the excitement of teaching, learning, and growinggingan ,SDP schr:),ozlmd fomed

- ez?;r;sgsl )t,};;rcc;ur?lirybwe h;}ve found that the majority of school staff and over>
e gy | g mbers o Parents are eager to increase the level and enhang
.1 quality of parental involvement in schools. Often, however, the question,
How do we do it?” “What are the strategies and the steps?,” “Arce{ there ssoz;rfe’

C i s - :
aveats?” The answer to this last question is “Yes” and we discuss these caveats as
we address the strategies and steps that follow;

Build Trust

Basic to any attem i p D
pt to reach and involve parents—especi
. Pt to rea d involve cially the least a
educated—is a climate of trust and ope e e e and

; . 4 :
aI;]St by.reachlng Out to parents in their communities through home visits (with
propriate provisions in high-risk neighh d positiv
orhoods); regular and positi
PP ! fb eig » Tegular and positive tele-
phone calls and memos; and networking through such institutions as churches

was established between pa i
tary school in Connecticut.
X Norltllls:ide Sc.:hool is' located in an isolated, low-income, drug-infested, and
ES gfsma. Yy decaying section of a midsize urban city Most of the families live in, low-
projects and are very poor; most are on public assistance. Violent crimes are
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~common and associated with a bustling illegal drug trade in the streets not far from
‘the school. The nascent SPMT at the school included only one parent, who had
- been recruited by the principal during a friendly conversation. The SPMT decided

to embark on a bold course of action to show the parents and children in the com-
munity that they really cared. They enlisted the willing and valuable support of
the parent to arrange for them to hold some SPMT meetings in the basement of
a low-rise project. After some weeks of negotiating and preparation, including
some provisions for safety, many meetings were held. Parents’ interest soared, as
did their visits to the school and volunteer activities. The school now has six par-
ents on the SPMT and has one of the best attended and most successful parent
involvement programs in the school district. In addition, student achievement has
been consistently high with only minor fluctuations. For the past 2 years, fourth-
grade students have won the national Dynamath competition, which involves
using the kind of creative, inquisitive, and self-propelled learning and problem-
solving skills that the SDP school seeks to nurture.

o i Plan Well

For parent involvement to be effective and successful it must be érefully planned
and coordinatedto avoid confusion, anxiety, and disaster. School staff must be ade-
qua?y represented on the SPMT. Their direct input is often essential, for exam-
pleSwhen a parent is paired with a teacher or assigned to work with a staff mem-
ber Staff and parents must collaborate with administration in making decisions

about which parents serve in what capacities in the school. This process of col-
laborative planning helps to reduce or obviate tension and creates a climate of
mutual respect and support.

Empower Parents

Parents in SDP schoo](participate fully, including planning and making decisions
about the academic and social agenda, through their role on the SPMT and in help-
ing develop the Comprehensive School Plan? They have a voice in deciding how
the school shapes the minds and hearts of their children. They also have the
opportunity to continually grow and develop and to reform their own habits of
mind, heart, and work.

Continually Monitor, Assess, and Modify as Necessary

School communities value informed decisions based onéngoing, careful docu-
mentation of processes and activitiesJThis is true as well for our parent involve-
ment activities. We monitor how parents are serving in our schools; we assess the
benefits and liabilities to students, staff, and parents themselves related to this
involvement; and we modify activities as necessary in response to what we discover.

Parents also benefit from being meaningfully involved. The SDP has docu-
mented cases in which parent volunteers who had dropped out of school were
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motivated and encouraged to return to school. Some obtained their GEDs and
Some continued, gaining associate, baccalaureate, and advanced degrees éome
became educators and joined the faculty at their schools. Listen to a form-er vol
unteer, now a faculty member in an SDp school on the West Coast: _

It was for me the opportunity of a lifeti i

. y of a lifetime to work with a group of people
who genumely cared enough to take the time to encourage me and givepme
the boost in my self-confidence | needed. Now, here I am trying to do for
other parents what my friends did for me.

Even parents who do not i
2 pursue more formal education speak of : -
tifiable benefits. One parent explains: peck ot b e

Every morning I wake up feeling good about being able to come here [to
the s.chool] and give something of myself, my time, and wisdom to these
precious children. Had it not been for the people here, I mean the staff
whom 1 Tespect so much, I would not be able to do this.

The SPP school demonstrates that home and school need not be worlds apart
School climate is positive and healthy, children learn and perform well, and I:‘.taff
feel supported and recognized (Haynes, Comer, and Hamilton-Lee 19é8 1989)
When parents are involved, children tend to be more on task in tl;e sch<;ol and
parents and the school then develop a true camaraderie (Emmons, 1994) ‘

Building Community Through Community involvement

Schools or parents alone, or together alone, cannot provide i
and support that children need to thrive and develcf’p well igli;iisit;:;r;fﬁsfr?g:j
plex society. The entire community of significant others and services mugsi’ work
t.ogether to strengthen and prepare our children well for their present and furure
(1(1ves. Ngncy Klein (1994), associate dean at Cleveland State University, writes
According to the African proverb, ‘It takes a whole village to raise a c{;ild ’ we,
have many outstanding participants in our village who are contributing sub;tan-
tially to the way children in SDP schools in Cleveland are being educated. Trul
the Cleveland partnership is_a village’ affair and the partners are enjoyin. thei}r,
work together” (p. 8). The Cleveland partnership consists of the Cleveland %ublic
Schools, Cleveland State University (CSU), Cleveland Child Guidanc?CTnEr,_and

the Harvard Business Schoo] Club. Klein describes the contributions of the latter:

One unique aspect of the Cleveland Partnership has been the active role played by sev-
eral members of the Harvard Business School Club (HBSC), an alummi orzaniz;,tion
Four members of the HBSC have been associated with each of the four schools anci
have worked diligently with businesses surrounding the school to foster interest in: and
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support for, the schools. One member, who is retired, has involved a second busi-
nessman in the school and is now working with a CSU faculty member on a handbook
for productive parental involvement. The specific roles of each person vary from school
to school and have included activities such as getting paint and equipment donated so
that the community, parents and teachers could paint the school (“It takes a village to
paint the school,” to paraphrase the African proverb), providing funds for principals
and faculty to attend training in New Haven, and raising money from local businesses
to provide materials for teachers. They attend SPMT meetings, steering committee
meetings and provide support and reflection to the team and principal (p. 6).

The community groups, organizations, and institutions benefit in the short run
by becoming more visible to the community. In the long run they benefit by help-
ing to produce healthy, well-educated, intelligent, creative, and productive citizens
who become members of the labor force, community leaders, business execu-
tives, and responsible heads of households. Indeed, the whole community and
entire country benefit from a coordinated and integrated approach of service and
education to children and families.

When children, families, educators, and community groups and agencies par-
ticipate as full partners in the educational enterprise, there are direct and indirect
benefits to children. The benefits to students include expanded learning oppor-
ships and apprenticeships, increased motivation to stay in school, and desire and
efforts to pursue higher education. The benefits to families include increased access
to social services and increased ability to ge_tgv_qgl(_w_dgh_g}x_ﬂg_glgyglgmnenmrts
and other parents. Educators benefit by having a network of services and support
for children’ learning, '

One illustration of this network is the Comer-Zigler (CoZi) project, a combi-
nation of the SDP school and Edward E Ziglers “School of the 21st Century”
(210). Zigler, former director of the federal Office of Child Development and cur-
rently Sterling Professor of Psychology at Yale and the director of the Yale Bush

Center, envisions 21C as:

a comprehensive set of child care and family support services based or linked to the
public school setting which include apoutreach program for parents of children ages
0-3, full day care for children ages 3-5 Jl¢fore and after school care for school age chil-
dren Jan ififormation referral service for families)nd support for family day care
providers in the school neighborhood. (Stern and Flood, 1994, p. 1)

Many 21C schools add other components based on a needs assessment such as
health, nutrition, and adult education. In 1991, a program officer at the Carnegie
Corporation of New York, a supporter of the SDP and 21C, suggested developing
a plan to integrate the SDP and 21C. The integrated project, named CoZi in honor
of its founders, “reconceptualizes the school as a base of family support; that is,
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in .addltlon to its traditional educational mission, the schoo! offers servic h

éhlldreg and families need to thrive” (Stern, 1995, p- D). In March IQQeZS tt}: .-
K \ armegie Co_rporatlon awa.lrd.ec? a grant to explore the feasibility of combininé the

wo models in Norfolk, Virginia’s Bowling Park School, an SDP school located in

a pu%lic housing cor'nmunity. In this school, more than 75% of the children are
considered to be at risk. In 1994, Barbara Stern and Lorraine Flood wrote in their

desctiption of Bowling Park School, “The school is considered a beacon of light -

$i t;ilihcommumty and.the principal and staff enjoy a very positive relationship

o ; parents’ of thelr. students” (p. 3). During the summer after the first year
owling Parks operation as a Cozi school, the Yale Bush Center conducted

process evaluation. Among the findings, Stern and Flood write: .

r1—;’erf'e1ved benefits for parents included: less stress related to child care; strongér con-
nection to the school community; increased knowledge of child development; and
Improved knowledge of services available in the community and in the school ’ 81

IIDr;rL 9‘?’2, Henlnzjln D. Clark, Jr;, principal c?f the school for 14 years, and Bowling
re acclaimed when Redbook magazine named Bowling Park one of the t
50 schools in the United States for its overall excellence. In addition. th UOSp
(DS?‘):)rtrlI;agnSt of Education recognized the school as an exemplary Chapte’r I secho'oi
expan,-d o tc,) znizhilrl ;etsep?:s; ;fgﬁi enthgsiasm of parents and staff, CoZi has
Connecticut, and to S& ,I;QP_iE’_Mif'?OW’i t((;tzltrris 1139];?;? gg).or[ and New Flaven,
wal Ec;r?gll:r:ct}): c:g;’gz(;g;:glttzn::; expan(jiir}g tlhed focus of education beyond the
. g race and include groups and organizations i
4[11;: r(1:o—r[rilrir;uiz1;yt ;},mt are willing and able to support the totzl develosment oclzrcliillr—1
e étudems and(:—{:/fe;yi Ifﬁ;e;s PC;)(r:r}llmul;uty reiources are brought into schools,
ools travel i i i
services, to learn, and to receive services. Within tilnetglg}}l’ef::rger:vlélrlll:ytl'tl: E:O"(lide
\community is. de.ﬁned on two levels. The first level includes those, comm(ljfni::r
g%qggs, or.gagggggr_l’s: institutions '(such as universities and particularly schbolz
ucation), agencies, and businesses in the immediate area. Communit
Tesources are relatively easily accessible, and children, school staft:, and familie)s’
;:Ilterazt_ with them regularly. At the sgcond level, community is defined to include
m:r: 1stant resources that have an impact on the teaching, learning, and assess-
[ha? pro?}e)sses. For e,xample, large corporations or philanthropic foundations
contribute to SDP’s work are members of this extended community. As di
tance‘ leamlgg and teleconferencing become integrated into the SDP Zilthen;'s_
learning environment, other schools and universities in the United Stat 1:1:
abroad will also become part of the extended SDP community, =

Rallying the Whole Village .

% Fiakes a Whole Village: The SDP School 55

. To support the total development of children in SDP communities, the broader
gemmunities must be continuously involved. Klein (1994) describes the involve-
ment of the Cleveland Child Guidance Center in the Cleveland partnership:

“In response to the informal survey of principals in the four SDP schools that additional
mental health resources were vital in order to fully implement the SDP program, the
Cleveland Child Guidance Center (CCGC), which provides mental health services to
children and families throughout the greater Cleveland area, was contacted. With sup-
port from local foundations, CCGC assigned a clinician to each of the four schools for
one day per week. These clinicians provide mental health consultation to teachers,
attend the mental health team meetings, and provide direct service to children and fam-
" ilies where such intervention is required. In many cases, their discussions with teach-
ers are a professional development experience as the teacher and clinician plan together
on behalf of the child. These clinicians have provided excellent services and have con-
tributed markedly to the successful implementation of the SDP in the Cleveland Public

Schools through their consultation, training and service. (p. 5)

Some organizations may be called on as needed, such as the Department of Children
and Youth Services, whereas others must be involved on a daily basis, such as uni-
versities that prepare educators to serve in SDP schools, businesses that provide mate-
rial and human resources such as mentors, and community health clinics that pro-
vide daily health services to children and families, in schools or in the community.

Y- B Assembling and Sustaining Community Through
the SDP Teams

Comer (1989c¢) writes: “We observed a direct connection between inadequate orga-
nization and management, difficult staff-parent-student relationships, and difficult
student behavior” (p. 269). The SDP teams are charged with the responsibility of
making the school child centered, which is expressed in the team meetings by:
defining the roles of each team member; creating a clear mission statement that

guides the tasks; havingach team member discuss his or her preferences for how
the team should work togethepon behalf of the children; and creating a strategy
(Tor collecting data, solving problems, brainstorming, handling conflicts, making
decisions, and assessing the work of the team)On collaborative teams, all mem-
bers are active. The members control what happens during meetings. Members con-
tribute ideas, insights, opinions, and suggestions, and give feedback about both the
tasks (the content of the meetings) and the process (how the team works together).

The SDP facilitator, the SDP change agent in the field, pays attention to the
process of the discussion: Who talks? For how long? Who is not so active? Where
there are differences or conflicts? Has each side of a conflict been heard completely?
The facilitator primarily ensures that the teamgfocuses on the childre%ather than
on the concerns of the adultﬂ‘l most school districts the facilitators have been
experienced and well-regarded employees of the school system)Payne, 1994). The
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model is flexible: In Chica
a local en

;:slcl)ﬁ;arative oé individllllals who can identify their own problems, develop their own
O1niS, and create their own process for successful prob] , i

Heynte, s o thelr problem resolution (Joyner,

: , , » P- 19). In an ethnographic study of the i

tion of the SDP Joyner, Haynes, and Comer (1994) write: ’ ¢ implementa-

The successful implementation of the SD.
p - .
D oo e el s am;i)rog'ram within a particular school depends on

f

The SDP facilitator has multiple roles:

Organizational development facilitation on the change process: A facilitator of a

:’zm Ifneetmg Meam and helps both tasks and processes to
o kve: ors./vard. The fac1hFator must listen, give feedback, clarify issues, and
7 | Sk questions well, ensuring a balance of participation and, most importa:
modeling consensus, collaboration, and no-fauls, , portatt

Y D X -
::r;zaslj ion;u]tant for team meetings: A process consultant is not part of the
ut observes the dynamics of the meeting. The focus is exclusively on

pI‘ Ces: th g ll gl € m can bettel ulldelstalld
0ocess a“d € goal Is to ve f edback SO [}le tea;

. : 1 i
Coach: A coach hielps either a team or an individual become better at a par-

} lt)l;:}lilaf skill. An SDP facilitator may coach a principal on more collaborative
o ﬁ:slf:)h coach 3 team on giving feedback, and coach a teacher on how to
ee s or her students more in terms of theirdevelopme
o oher shude ° In terms of their development
. S‘:}Vhatevelr it. takes:'"A k§y element of good facilitation is the development of
rong relationships. Since schools are such busy places, SDP facilitat
often pitch in to do the task at hand. , o

than in terms of

The SDP facilitator is committed to the notio
empower.” To this end, the facilitator takes res
tasks, relatlonships, decision making

n that “As 1 strengthen people, 1
N ponsibility along with the team for
. . decis problem solving, and conflict resol tior
?cz)lrtl(lzlte};eﬂa;rg (;f fostegmglmterdependence. As the team evolves, there is Iessi:_:g
elineated roles among the members because 4] ;
responsible, to some degree, for communicati i 1 they s
, , cating with the group th ie.,
the parents, staff, students): askin i for input G el
: s, , st ; g others continuously for input (and listefiing!):
using the information to help set the agenda and also guide the direction o?%h)e’

aim s to assist the group in becoming an autonomous
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¥eam; and communicating and clarifying{communication within the team and
tween team members and the rest of the school population.

A The Three Guiding Principles

‘When community is “reinvented” in the school and when education promotes
effective human relations, staff become dedicated to their students’ learning and
he motivation to achieve. In the SDP “village,” whether the adults work on a par-
ticular team, focus primarily on the classroom, or are a part of the larger school
community, their frame of reference is the three guiding principles: consensus, col-
" Taboration, and no-fault. How the student relates to the teacher, how the teacher
views the potential of the student, and the expectations the student and teacher
bring to each interaction are all guided by this ethos. The way the classroom envi-
ronment is structured (for example, competitive or collaborative) is a reflection of
the way the stakeholders structure their interactions. '

: No-Fault

The intent of this principle is t(fgcus on problem solving and to operate on the
premise that other people’s mistakes result from misunderstandings, misinterpre-
tations, or miscommunications and not a deliberate attempt to offend.
Accountal;iléiy is accepted by the team, but time and energy are not wasted in acts

of blaming{Individuals need to express their emotions: dissatisfaction, anger over
another’s behavior, a painful experience) Blaming occurs when individuals feel
unsafe or uncomfortable bringing these types of feelings to either a team or another
individual. By blaming, the team avoids self-reflection and, thus, the ability.of the
tteam to work collaboratively is undermined. '

J. Patrick Howley, an SDP project manager and implementation coordinator,
offers the following example: ) '

1. was working in a school district that was suffering from the result of much
‘blaming and gossiping. As a result, everyone, especially children in'the
. school, were the losers. Some very fine people who could make significant
 contributions to school change were paralyzed by the conflict.
To break this cycle of mistrust, | began by individually interviewing
" the four primary people involved in the conflict. By agreeing to the inter-
view, each person was also agreeinig to sit down the following day with me
and the other three people directly involved in the conflict in order to talk
- openly about the issues. In the individual interviews, 1 focused on several
questions: What were they experiencing inwardly? What had they
observed? What were they most concerned about? What did they need
from the other team members? How did they themselves contribute to this
conflict? What did they need to become more open with the other mem-
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bers of the team in order to resolve this conflict? My questions were meant{
to focus the energy within and sustain a no-fault atmosphere.

The following day, the five of us met as a group for most of the day.
Our conversation was totally focused on process, on our relationships, o
trying to understand one another, on what we were trying to do in beha
of the children. It was a difficult but productive day for all of the parties
involved. By addressing the process issues head on, we were able to move
to problem solving. By not only acknowledging but also dealing with the
conflict and emotions.directly, the conflicts could he resolved Both the

P

individuals and the team were, in fact, transformed.

Three major tensions evolve from the struggle to engage in no-fault behaviorﬁ;irst

the tendency to focus on persons rather than to focus on the work creates tensionsg

Teams have work that must be done, and spending time on relationships seems tc;/
Pe wasteful. Yet, not to focus on the process issues 1nev1tab1yrelet§ in the content
issues becoming increasingly more difficult to resolve. As teams focus on persons
a second tension develops:the tendency to make judgments about persons rather’
Fhan to give nonjudgmental, descriptive feedback». Tearns must be taught to suspend
judgment and simply describe the behavior that led to particular emotions. The first
two tensions often lead to a third<the tendency to blame others rather than to
engage in self-reflection that can result in finding one’s own errors or lack of devel-

SDP national staff members J. Patrick Howl ! incivals’ ,
Photo by Louts B k]?r owley and Edna Negron at the SPP Principals’ Academy

2 Takes a Whole Village: The SDP School 59

-npment)&t the same time, these tensions allow for enormous.potential, if they are

channeled by an external change agent such as the SDP facilitator. The process of

self-reflection begins by recognizing and naming the tensions being felt. No-fault

does not mean that we withhold our honest thoughts and feelings. Rather, no-fault
& about providing a safe environment in which we can share our thoughts and feel-

ings directly with the individuals and teams that have provoked the feelings.

Consensus and Collaboration

Another guiding principle, decision making by consensus, is a process in which
every stakeholder has input and “winner—loser” feelings are avoided. Energies are
invested in achieving consensus rather than in voting. There are four major chal-
lenges in trying to achieve consensus:

L~ 1. Everyone on the team must be heard.

2. Team members must convey to the speaker that they have fully listened
to and respect the viewpoint of the speaker, regardless of what it is.

3. Team members must transcend their own viewpoints so that they can not
only live with the decisions that the team makes but also support them.

~ 4. The team must achieve consensus despite time restrictions.

The following vignette, narrated by Howley, illustrates the process of consensus
as well as collaboration. '

An SDP facilitator was asked to meet with a principal and a professional devel-
opment committee to help them with the first stages of creating an SPMT. The
committee had met for half a year but was paralyzed with fear, indecision, and
conflict. Committee members had a high level of trust in the principal and his
extensive experience. Now, however, the principal was suggesting that his power
be shared among a team of decision makers. The committee perceived the staff as
resistant and not ready for this bold move. Each staff member had grown accus-
tomed to his or her independence, and although they worked well with the prin-
cipal, they could not or would not work together. The principal backed off at first,
then slowly prodded his committee to request that an SDP facilitator conduct a
workshop with the entire staff of the school.

(Our procedure at the SDP is to work collaboratively with a school.) First meet-
ing with the committee, the facilitator developed the theme “Leaders Working
Together Collaboratively.” The facilitator’s design for the workshop was discussed
thoroughly with the committee. The committee repeatedly reminded the SDP
facilitator that their school staff would need a lot of support. In the first work-
shop,dhe school staff had the opportunity to do many unthreatenin, commu-
nity-building activities that brought them together in new ways. The design
helped them to begin small group discussions of what the school could become,>
They learned listening skills, and they left the workshop planning to visit each
other’s classrooms to discuss what teachers were trying to accomplish in other
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grades. The day ended by lookin, i i
: g at and discussing th
when working on a collaborative team, R TOICi

Th i i i
€ committee met immediately afterward to debrief and discuss the design

and as the committee worked with the school staff,
- 50\&.1 the committee and the facilitator felt that it was time to take a bold move
o it fﬁ;g?ta l;m}c;f round;a};le discussion with the full staff of the schoo;D We wanted
rate how good discussion and dialogue lead to collaboraticn i
a brief presentation on SDP research it A the sl members o ieE
the facilitator helped the staff b i
ten to one another despite their differing vi i coed the ot
; § Viewpoints as they discussed the impli-
cations of the research )A number of similar hour-long sessions were hgldedlumrli):xlg

;%Z?rlte}%__gzntkﬂ?shpeoplebh?mne committed to listening deeply to one another
IS¢ Ot the year, they grew to tolerate the tensions stirred b ir di
fere.?;:les. Iﬂ@@g}_ir_ygggjg_tgg_i_sﬁqg_rgg and to learn fromh;ne aufoth?e,rthelr a
resmmeti\‘z:zeorfkshops c}llllmlgauled in the establishment of aii SPMT at the school)A rep
Tom each grade level met with the principal and the facili . ,
2omimte domech g1 principal and the facilitator. After a
\ » the grade-level representatives, the princi ili
tte disc | , principal, and the facilita-
tor met in a “fishbowl] dscz1 that hL:e entire staff could listen to thIe) SPMT discsgsioti
ed to charge the representatives with meetin in i .
l;vel groups to generate a list of the next steps. By experiencing th E;gPaﬁll}n %cr)ade-
irectly and openly, the school staff began to understand, trust gy

laborative process. The SPMT that was forged at this school was’ divenrron s ok

a diverse team with

::_}tltings. Ttl;e soc.ial Wor.ker, With her specialized knowledge, and the cafeteria worker
0 sees the children in a different social setting, brought additional perspectives ,

¢~ As this school’s implementation of the SDP proceeded over the course of 57

\ . .
y%si;, w1tb t}.xe coptmued support of the facilitator, the teams emerged and the
ﬁ;le ; I:g E)nn‘cizlpll.es 1mbuedhthe educative process. The functioning of the teams and
ved climate in the school showed the school staff and
v nate i : the stakeh
;}t1atl a%;mve social climate is the primary agent of all educational chzl:gee Xif)r;
al.,, 1991, pp. 56-82), and that the key to sustaining educational change, when

the new initiati i i
nitlatives are no longer new, 15(Ey reinventing community in the school.

WM The Student and Staff Support Team

;;;S?;\f;% :'mthtgg SUPpC;Jn Team (SSST), formerly known as the Mental Health
in the model, distinguishes the SDP from eve

Team. l, ry other school ref
Initiative. Joanne Nancy Corbin, an SDP implementation coordinator who focu:e: 2:

people engage in
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training SSST teams and working with children, parents, and families at the Yale Child
Swudy Center as a social worker, describes the SSST in the following composite vignette.

The SSST of the middle school meets weekly on Tuesdays for 1% hours. The
school principal chairs the team meeting, and the school social worker functions
as the facilitator for the meeting. Other members of the team include the guid-
ance counselor, school nurse, school psychologist, and school-based health clinic

t areas are addressed. The standard agenda includes school climate, global
~.school issues, individual student concerns, and if time remains, a chance for group
members to share information pertaining to their work.

This morning an announcement is made over the PA system that the SSST will
begin at 10 o’clock, which is in 15 minutes. The principal begins the meeting by
discussing the school climate. This gives the team a chance to reflect on the context
of the school and how this context affects the students. The guidance counselor

begins by discussing concerns over the level of violence that has been occurring in
the neighborhood. She says that children are very anxious about traveling to and
from school due to the presence of gangs and that some students and teachers are
concerned about the presence of gang members within the school. The principal
echoes concern and refers to a school survey on students’ concerns about violence
and safety that has recently been completed This survey indicates high levels of anx-
iety among students regarding student conflicts, availability of weapons, domestic
violence, and personal safe@]‘he school psychologist indicates that many teachers
are hesitant to discuss their concerns about personal safety, although this is a real-
istic concern. Because the team members are not prepared to discuss the specifics
regarding violence in the school, the facilitator suggests that the team members
review the summary of the survey and come prepared to discuss the situation fur-
ther during the next team meeting. The principal suggests that the current school-
year data on student suspensions, detentions, and expulsions for violence be
reviewed; she will review these statistics herself.

The principal is still addressing global issues on the agenda. She asks if anyone
has further concerns. One counselor presents the issue that the fifth and sixth
graders are much more immature and younger acting than the seventh and eighth
graders and activities that incorporate all students are not well suited for the fifth
and sixth graders. She asks if there is anything the school can do about this. Other
team members indicate they have noticed the same pattern of behavior. The team
members acknowledge the developmental changes that occur as children move into
adolescence, and they determine that they need to look at the differences in the
developmental stages and change some of the practices in the school to be more
developmentally sensitive. One suggestion is that perhaps the fifth and sixth graders
should not change classrooms for each period as is currently done, as they appear
to be more difficult to settle down after each class change, and it may be more
important for the students to develop a relationship with one teacher, rather than
trying to relate to a number of teachers. Another suggestion is that since gym classes

: /?resentative. The team has a standard agenda that is used to ensure that impor-
4 D)

e
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for the seventh and eighth grades do not consider the developmental needs of ado-
lescents entering puberty, perhaps single-sex gym classes would be more appro-
priate. This discussion is building increasing interest, and for the sake of time, the
facilitator suggests that a subgroup meet to further identify areas of developmen-
tal differences with possible resolutions. This global issue will be revisited in 2
weeks. After the SSST has reviewed this issue, the concerns and recommendations
will be presented to the School Planning and Management Team.

The psychologist raises the issue of a fire that destroyed an apartment build-
ing in the neighborhood overnight. His concern is for the several children attend-
ing the school who lived in that building. He asks if anyone on the team has heard
from the families or knows whether the children are in school today. No one on
the team has additional information about the status of the families, Through a
brief discussion it is decided that the team should get more information in order
to address the impact of this situation on the childrens education. The social
worker volunteers to take this lead. _
/ The next item on the agenda is individual student referrals. These referrals are

students who are experiencing some difficulties not previously addressed by spe-
cial education. During this team meeting, five children have been refergg(ibLth_eir
teachers for discussion. One child is described as a fifth grader from Trinidad
whose father has been harshly punishing him for poor schoolwork. The teacher
has already mentioned this to the school psychologist. The psychologist’s percep-
tion is that as punishment continues the child has begun to withdraw in class and
is more reluctant to participate in the group work. Input from other team mem-
bers includes the recent relocation of the family from abroad and no significant
contact between the parents and the school. The discussion touches on the cul-
tural differences regarding child discipline. The social worker also raises the con-
cern that if abuse by the parent is suspected, then a referral to the child protec-
tive agency is required. It is suggested that someone make the effort to contact the
1 child’ parents and talk with them about the school and their concerns about their
son’s schoolwork. The principal’s position of authority and the social worker’s
knowledge of family functioning make them the best choices to begin this dis-
cussion with the parents. The goal of this discussion with the parents will be to
build the parents’ view of the school as a resource and to identify alternative ways
of supporting the childs work in school that are not as harsh.

Another childs situation is presented to the SSST. A seventh grader has been
referred by the homeroom teacher because of recent changes in her behavior. She
is regularly coming to school late, is pulling away from her usual peer group, and
is provoking conflicts with others including the teacher, Her grades are still satis-
factory; however, because of her conflicts in the classroom, she has received sev-
eral detentions. The teacher wants to intervene in a different way before the situ-
ation escalates. The team members know the child, but have not been aware of
the recent changes. The team suggests that the social worker meet with the class-
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it
room teacher to determine the scope of the problem and whether the community
e t with the student.
méntal health counselor can mee! .
* The facilitator reminds the team that there needs to be. an update rega.rdln}%az
student previously discussed. The school-based health chm(;1 reprzsent’auve ,
t's paren
: in thi tes that she has contacted the studen
taken the lead in this case. She sta .
tegarding the health concerns of the child. The parents hav.e agl"e;a‘ddto 1:;: &1;2
ini hild’s health issues. The team is satisfied wi
school-based clinic manage the ¢ s satisfed with thi
i i i t no longer needs to be reviewed by
resolution and decides this studen N y the team.
inal i i ive the SSST members a chance to
The final item for the team is to give iber noe to briel fbe
3 i The school nurse indicates that co
teamn on events of various programs. icates that cold and lu
i hildren are usually not feigning sic
season is upon them and that c ; . ' t
actually ill F%he guidance counselor discusses the upcoming testing thaft Wdl-l, afif:l:
the fifth graders. The social worker discusses the mentoring program for ¢ :S -
dents, which is sponsored by the school’s corporate partners, and encourag
team ,to seek out other students who might benefit from this program.

Y- The SDP School Focuses on the Academic
and Social Climate

The following narrative about the birth of an SDP schocﬁj tol}cli by th(f.[ ;chﬁ:l’iaftii:’set
Srinci highlights the themes of this chapter. The
D ereores the o Negror'l, d of the staff, parents, and commu-
underscores the collaborative efforts and energy 3. ' and commu-
i If of the children. The narrative calls to
nity members to work on beha he cl . The namative calls o mind that
i ildi pendent on
the SDP is a way of building community since chi ‘ e aculs
i i in the highest levels of development.
in the community to help them to attain ¢ . prient Behind
i le employing the model to imp
the SDP model are deeply committed peop ) del ¢ ©
i i i he finest education that we ca
ir relationships so that the children will have t :
gizlsigee EJ;olr therE regardless of their socioeconomic status or family background.

Dr. Ramén Emeterio Betances Elementary School

Rican), 13% African-American, and 2% Asian and Caucasian. It 1Cs locat?:l 1;?
, i ity in the United States. Connec 1c. s
Hartford, Connecticut, the fourth poorest ci 1 ates. Connectien,
i i in the country, with the highest per cap
on the other hand, is the richest state in : per capia
i i i i t of entry for Puerto Ricans
income in the nation. The area is a por : cans anc other
i i i he first time; therefore, the scho
Latinos coming to the mainland for t : \
csmprehensivegbihngual/bicultural education progra\m.f fEllghlt'ly-ﬁv;a1 pelrifrrllctlﬁfi :11'11;
in bili d 85% of the staff in the schoo
students are in bilingual programs, an e : nool (incluc e
i i ional staff) are bilingual in Spanish and English.
custodians, secretaries, and professiona : nd English
i i i Ricans, Central and South Ame ,
taff includes African-Americans, Puerto , . -
;f:; S\7\/'hite/European—Americans. About 15% of the staff are men, a higher per \
centage than in most other elementary schools in the city.

. \\\
he Betances school population is approximately 85% Latino (mostly Puerto ™

/
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Almost 100% of the school
school district has one of the h;

of the students come from one-parent homes. The incidence

the school,

T . )
. wa:z:all?:d R;mgn Em.eteno Betances School opened its doors in 1985. At first, .
the “Old Kinsella School” because it had been closed down x;vhen the; .

schoo

competence among us.

The school itself, however is i
R , Is in the downtown area bufl i
. . rea buffered by M
Siir:otlhies I;Iell;grhbo?c:ioﬁ W}lllere the students reside. Within a four—bloZk r:é?uitrtfet
ounded by the State Capitol, the Bush, :
= . . , shnell Theater, the Wad.
heneum, the Hartford Library, City Hall, the Hartford Federal Czui:votrl'tl};

.population qualify for free or reduced lunch. The:
ighest homicide rates in the state. More than 60%
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¢.of our third-grade teachers is a nun who resided in one of them. Small busi-
Hesses in the school district are on an upsurge. There were a lot of potential sup-
peirt systems available. -
-2 Our first priority was to become an integral part of the community. Since we
#ad had so little preservice time, the staff came together to develop a compre-
Bensive schoolwide discipline plan, including individual classroom objectives.
Feams were formed to ensure that the first day of school went smoothly, despite”
ghe-fact that the students would not know who their teachers were and all new
pegistrations had been deferred until the first day of school due to the massive sum-
ner clean-up activities at the school. All students and parents were met outside
‘that day, and the welcoming teams instructed them where to go. Inside the school,
‘zhe registration team had the flow of registration down to a science. Although our
main office and school records were still in boxes, parents did not feel that their
“mew school was not well organized. They were openly welcomed, and the class-
rooms were brightly decorated and immaculate. .
The Parent Team formed almost immediately and included some of the movers
in both the Latino and African-American community. The first open house they
helped to organize in the third month after the school year opened invited sister

staged a very professional performance. Elections for PTA officers were held, and we l
actually established an all-volunteer PTA committee. No one who wished to serve
was denied a role. Their first order of business became the renaming of the school.

Both African-American and Latino parents chose Dr. Ramén Emeterio Betances.
He was a Puerto Rican patriot, abolitionist, and physician who won the French
Legion of Honor in Paris, where he was exiled, for his medical contributions in
France. He was a role model of whom everyone could be proud. Our parents car-
ried their request to the Hartford Board of Education. Unlike all other such
requests, not only did the resolution pass, but the board made it effective imme-
diately, rather than hold to the 1-year wait usually required. It was a very emo-
tional victory for the school community, reaffirming their need for a strong cul-
tural identity and their power to effect change.

Then La Casa de Puerto Rico, one of the local agencies, launched a fund-raising
campaign to commission a bronze relief of Dr. Betances to hang over the portico
of the school. The funds were raised and the subsequent year, the bronze—the first
piece of public art depicting a Puerto Rican in the state of Connecticut—was
installed at our school. Federal Judge Hon. José Cabranes gave the keynote address
on that day, and over 300 parents, students, and members of the community were
present to celebrate and break bread together. We were no longer the “Old” Kinsella.
We were the proud, elegant, new Betances.

The school had undergone massive renovations to bring the magnificent old
plant up to the new State of Connecticut building codes. Although we had had
to survive the impact of jackhammers inside the school, major demolition, and
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construction while still trying to teach, the experience had in fact brought all of
us clos.er together and made us even more determined to establish the ; b .

educational programs for our children. e
1 Dl}llngg thlS- tlme,. thgn Connecticut Senate President Pro-Tem John Larson had
aunched a series of initiatives to support families and children. One of them wa

Connecticut’s version of Dr. Zigler’s School of the 21st Century: the Falm'ls
Resource Ce.nter (FRC). With Senator Larson’s help, Betances bec:;lme the f'1 4
urbar.1 FRC in the nation. It was also the first FRC to provide services in blrts}/lr(
Spanish and English. With the addition of day care, before- and after-schoo] c:re .

parenting programs, adult education, and Tamily referral services to our school
participate fully in their chil:

~shirts and jackets, which they proudly displayed on their errands to other schools

- and departments. They were our best public relations agents. They knew every
" ome of the students by name and were loved and respected.

Since many of our parents were not literate and felt uncomfortable in leader-
" ship roles, teachers paired as mentors with the members of the executive com-
mittee and played a support role so that effective parental participation would nog
be impaired. Dr. Comer’s emphasis on the importance of meaningful home-school
communication was not lost on us. Meetings were held in parents’ homes as well
as in school. As a matter of fact, a large peicéiitage of the teachers at Betances vis-
ited student homes regularly. All our meetings were conducted in Spanish and
English, and all school notices were also in both languages. Because of our high
‘rate of mobility, however, every year new parents would come into the process,
requiring constant training and support.

As far as 'm concerned, SDP saved my life. Given the linguistic, socioeconomic,
cultural, and environmental factors affecting our students, I really needed to be
freed to do aggressive outreach for funding, special programs, and additional
resources. As our SPMT, SSST, and PT became more and more sophisticated, [ was
able to spend more time in outreach pursuits. The director of the FRC and the
parent trainer already were part of the SPMT, and that integrated those services
into the fiber of the school community.

One of the critical issues raised by our SSST was the abysmal health of most
of our students. The greatest health problem at Betances was not asthma, although
that was astronomical. It was childhood depression. Our students received their
health care in emergency ¥561is. Teachers Were battling to infuse students with a
sense of hope and to energize them. We had already established a breakfast pro-
gram to feed all our students in our first year because teachers hdd noticed extreme
lethargy due to hunger. But, how do you teach an unhealthy child effectively?

Then the city moved to another site a community drop-in senior center that
was located in the school, opening up three classrooms. Through the combined
efforts of Hartford Hospital, the school, and funding from the Travelers, Betances
was able to open a beautiful, school-based clinic in those classrooms that provides
all preventive and follow-up care for its students and hopes to extend services tg,
the community. The “I Believe in the Children” clinic is open year-round. All
Betances students are fully immunized. The clinic provides the services of a child
psychiatrist, a developmental pediatrician, a psychiatric social worker to work
with families, and full-time nurses, on-site. The partnership with Hartford hospi-
tal includes sharing of records and connects care given at the hospital with that
being given at the clinic.

The clinic staff visit classrooms, interact with teachers and students, seek and
give advice, and influence the classroom curriculum to promote healthy behav-
iors in students and their families. Ultimately, the goal is to develop a wellness
program that will prepare students and parents to engage in healthy behaviors.
Members of the clinic staff sit on the SSST and the SPMT.

parents who would otherwise be too overwhelimed to
dren’s education became more and more involved in the school
It was at this time that [ met Dr. James Comer. We were on -a panel togeth
I;e was e.xplaining the development of SDP, and I was talking about the imgactec:}
; hen FRCd in c;ur school community. It. seemec_i like such a natural combination that
mediately presented our staff with the information. Over 85% of the staff at |
Bet.ances.agreed that the principles of the SDP not only validated what hz1 ;
beheved in but would enable the school to move forward in a much mor: [hey /
zgzs Etl}I:d pfroactivefmanc?eﬁ There were those who felt that it would be a lot of (;SO:I;/
erelore preterred the status quo i i i
sentative teams already in place agd \’Jvzsflzilla;b;:gcztrt(}:rzepv::(;eltaigve, ront.
Nonetheless, Betances parents and staff embraced the SDP in 1990 ( mpenent
As the school had become more known in the Hartford commur'lit and
programs and new initiatives were started, the governance and manageilent c:? :’}:

school had become unwieldy and overwhelming for me as the schools sole admj
lljs;;r:z;;(ir. vaerl thelnext 2 years, as the schools SPMT and SSST developedn;gg
€ tunctional, my role changed to one of support. i )
mate decision maker for everything. It became cleF:aI; t: a%l‘:tj\i(:k?oll?iz%seil'tlgf tllilt'l-
Input was not only welcome but Necessary in order to move our school forwa ec;r
The school’s head custodian is a prime example of the cohesive teamw rk' '
tha(; _de.vel.oped. Befqre becoming a member of the SPMT, he had been reluctz;t
1t-0h iscipline the chllfiren. As he grew more confident, he and his staff estab-
ished a pla_n to monitor the lunchroom. They developed a reward system f
go¢.)d behav.mr that allowed students to help in the maintenance of th}; scliil1 Olr
Thls.same idea was utilized as an alternative to- suspensions. Students v:r) e
required tg provide community service to the school under thé supervisi eri
t};: custodla! staff. The custodians became our “reality check” to ensEre thact)r;:;r
Einzsorfntegembllhzz:;e;y requirements and did not interfere with the smooth run-
Additionally, they came in on Saturdays and Sundays ¢ nei
groups could use the school, and they donai,ed their overtiym: (:)at)lfl ?:)rnsilllgii(;r;;?d
ities. They worked for free on evenings and weekends when school activities welv-
taking place. They bought uniforms with the school name embroidered on theri:
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Pri . P
Tior to the existence of the “I Believe in the Children” clinic entering kinder-

_garten students lost as much as 2 months of school if they were unable o et the The year I left Betances—in 1993, after 9 years at the school—the SPMT had

- teceived recommendations from the curriculum committee for a new, whole lan-
~ guage reading series in the primary grades and for the expansion into the second
~ grade of the literature-based program that one of our sixth-grade teachers had
developed over a 5-year period. In addition, the curriculum committee recom-
mended a new math series that had textbooks in Spanish and English for the inter-
mediate grades (the teachers in the primary grades had been trained and were suc-
cessfully using the “Math Their Way” program in that subject area).

These recommendations were brought before the full staff and were unani-~
mously adopted and fully supported by our PT. The fact that so many of our par-
ents were classroom volunteers greatly aided their understanding of the issues

examinations because the
y would otherwise not be able t
0 enter i i ' . .
bottleneck ar the clinics in September when a huge number of SEIEOL creatng a involved. That year, we decided to spend our entire textbook account to imple- ,
C . . [ . i
services. The health care issue was one of the most emotionally d tidren required ment these initiatives. Because we were the only school in Hartford to purchase
y devastating for me the new reading series, the company gave us enough free material to articulate the

program through the second grade. They also gave us a substantial amount of sci-
ence and math supplementary materials for all grades. Since we had bankrupted
the textbook account, this was very important.

As 1 left Betances that year, I had a feeling that my child had grown, gone to col-
lege and graduate school, and gotten married and was now in the position to give
me advice on how to grow and develop! I came to realize that being an SDP prin-
cipal means being able to cope with the fact that, ultimately, your school doesn't need
you in order to continue its mission. A successful SDP school develops the ability
to renew itself, heal, maintain a high degree of engagement at all levels and in all
relationships, and keep the focus on children and their needs while maintaining
an unwavering vision for the future.

The ultimate test was the process of choosing a new principal when I retired.

The SPMT developed a profile of the qualities they wanted to see in a new prin-
cipal, with input from all staff. The Hartford Public School Human Resources
Department included teachers, parents, and me on the interviewing panel. We were
a majority vote, as a matter of fact. The person we unanimously recommended
for the principalship had worked at Betances for 6 years as a reading consultant,
was SDP trained, and had come in as the top candidate not just in our school’s
panel but in several other schools as well. She was, in fact, appointed as the new
principal of Betances. The process does work! -

I miss my school, the community it serves, my children, staff, parents, and ./
above all, the overwhelming feeling of being part of a very special, loving family
that faces adversity every day and reaffirms every day that the next day will be bet-
ter for all. The hugs, the kisses, the food, the music, the smiles, the tears, the joys,
the pain, the disappointments, the successes, the failures, all come together in a
magnificent collage that is a tribute to human endurance, to children’s amazing
resiliency and strength, and to the power that is brought to bear when the whole

village is engaged for children’s sake. s

: » special education st
parents that the textbook used in the math program, and our English r;;l'aff o
gram, were actually interfering with the learning process! e
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