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A Guide to the CD-ROM
The CD-ROM accompanying this product provides electronic versions of the
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Section 1: Building Resiliency (39 slides)

Section 2: Supporting Positive School Culture and Climate (34 slides)

Section 3: Exploring New Roles for Families, Schools, and Communities
(46 slides)
System Requirements

To use these files you need: a personal computer with an Intel Pentium 233 MHz
or faster processor; a CD-ROM drive; a monitor resolution of 800 x 600 or
greater; at least 128 Mb of RAM; a Windows 2000 (Service Pack 3) or Windows
XP operating system; and Microsoft PowerPoint 2003.
Insert the CD-ROM into your computer’s CD-ROM drive and click on the appropriate drive icon to launch it. You will see a directory of the MS PowerPoint
documents.
Getting Started

To Copy Documents to Your Computer

The CD-ROM is read-only. To copy a document to your computer, open it by
double clicking on the document name. Under the File pull-down menu, choose
Save As. Choose a location for the document on your computer. Save the document onto your hard drive.
To Use the Slides

Once you have saved the documents to your hard drive, you may view the
PowerPoint slides as a slide show presentation. Under the Slide Show pull-down
menu, choose View Show. To customize your slide show presentation, select the
Slide Show pull-down menu and use the menu selections to make the desired
changes.

To print any of the activities available in the documents, click on the Printer
icon or select File / Print. In the Print Range section, select Current Slide to print
the slide on the screen. To print several activities, enter the slide range in the
“Slides” field. If you wish to print all of the activities select All in the Print
Range section then click OK. To print the slides as handouts, select “Handouts”
from the Print What pull-down menu. In the Handouts section, select the number
of slides per page from the pull-down menu.
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T

he Building Resiliency workshop introduces participants to an understanding of resiliency and resiliency theory and how it pertains to
individuals not only in an educational context, but also in crisis, trauma,
or cataclysmic events. There are four main objectives of this workshop:

•

To inform participants about the shift in thinking that is taking place in
education, youth development, and human development. It is a shift
from risk to resilience that comes from a wealth of scientific, evidence-based research and data that recognize resilience and its positive role in human development.

•

To validate participants’ wisdom, expertise, and practice in what they
already know and do as qualified and experienced teachers.

•

To connect participants to resiliency on a personal level to show how
resilience has affected their own lives.

•

To support participants in their efforts as resiliency practitioners in the
field of education and to facilitate their efforts to develop their own
resiliency support network to achieve the ultimate goal of supporting
all students as whole individuals—academically, socially, emotionally,
physically, and spiritually.

Building
Resiliency
Bonnie Benard and
Sara Truebridge

This workshop offers practitioners support, optimism, and hope. By
providing an environment that models caring relationships, high expectations, and opportunities for participation and contribution, this workshop
connects participants to their own resilient spirit so that they can tap the
resilient spirit in their students.
Intended audience: school administrators, teachers, and teacher leaders
who will use this information in their own classrooms and schools or
provide workshops and materials to their colleagues.
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Preparation

I

n preparing for the workshop, facilitators should familiarize themselves
with some background information about resiliency:

•

Book – Bonnie Benard, Resiliency: What We Have Learned
(WestEd, 2004).

•

Newsletter – ASCD Education Update, Volume 47, Number 10,
Oct. 2005.

•

Article – Bonnie Benard, “Turnaround Teachers and Schools”
(see Appendix).

Building
Resiliency
Bonnie Benard and
Sara Truebridge

Facilitators should also familiarize themselves with the PowerPoint
presentation. (Note: Some of the slides are animated.)

Welcome and Introduction (Slides 1–3; No handouts)
1. (Slide #1) Welcome all participants. Introduce yourself, background,
experience related to resiliency, and your role as workshop facilitator.
2. Introduce the ASCD workshops and series.
3. Review any site logistics.
4. Go over agenda.
5. Familiarize participants with the materials.
6. Depending on the size of the group and whether participants know
one another, have participants introduce themselves. (Optional: do an
ice-breaker activity.)
7. Explain that the purpose of this workshop is to introduce participants
to an understanding of resiliency and resiliency theory and how it
pertains to individuals not only in an educational context, but also in
crisis, trauma, or cataclysmic events.
8. Read the following short resiliency story from Handbook of
Resilience in Children, edited by Sam Goldstein and Robert Brooks
(New York: Kluwer Academic/ Plenum Publishers, 2004), or select a
story of your own:
A 5-year-old child watched helplessly as his younger
brother drowned. In the same year, glaucoma began to
darken his world. His family was too poor to provide the
medical help that might have saved his sight. His parents
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died during his teens. Eventually he found himself in
a state institution for the blind. As an African American,
he was not permitted to access many activities within
the institution, including music. Given the obstacles
he faced, one would not have easily predicted that he
would someday become a world-renowned musician.
This man’s name was Ray Charles. His life story, similar
to many other individuals who faced great emotional,
physical, and environmental adversities, exemplifies that
some can and do survive—and in fact thrive.
9. Share quote by Robert Jay Lifton from The Protean Self: Human
Resilience in an Age of Transformation: “Resilience is our human
capacity to transform and change.”
10. (Slide #1) Point out the Chinese character. Tell them that they will see
this on every slide.
11. (Slide #2) Explain that this character is about “transformation.” It
is the Chinese character associated with the concepts “crisis” and
“change.” Many people have interpreted this Chinese character to
be a composite of two other Chinese characters, wéi and jı̄, which
mean “danger + opportunity.” Reflect on how this interpretation
takes a negative situation and combines it with a positive outcome.
Interpreted this way, it is a character that symbolizes optimism,
hope, and purpose.
Remind participants that it is important to try to take a crisis or
a change and look for the opportunity, no matter how small, that
can come out of it.
12. (Slide #3) Transition into identifying the purpose of this workshop.
Inform – Explain that you will be informing them of a shift in
thinking that is taking place in education, youth development,
and human development. It is a shift that comes from a wealth
of scientific, evidence-based research and data that recognize
resilience and its positive role in human development.
Validate – Explain that you will actually be telling them no new
concepts. Instead, the new information that they will receive
today will be verbiage, semantics, and data to validate what they
already know and do as qualified and experienced teachers.
Connect – Explain that you will be giving them opportunities
today to relate to resiliency and to see how resiliency has had an
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effect on their lives. In an effort to explain resiliency to others,
it is important to reflect and make connections with how the
concept of resiliency applies to us.
Support – Explain that you are here today to support their work
as resiliency practitioners in the field of education and to facilitate their efforts to develop their own resiliency support network
to achieve our ultimate goal of supporting all students as whole
individuals—academically, socially, emotionally, physically, and
spiritually.

Introduction to Resiliency (Slides 4–10; No handouts)
13. Take a rubber band and stretch it while saying, “Many students
face difficult situations in their lives; many students come from
‘high-risk’ environments. These include environments where poverty,
abuse, addictions, teen pregnancy, and trauma exist.” Keep stretching
the rubber band further as you mention each existing variable. Continue to say, “Most children exposed to these high-risk environments
are able to spring back and ‘make it.’” (Bring the rubber band to its
starting position with no tension.) Then explain that some children
exposed to these high-risk environments do not make it…and they
break! (Stretch the rubber band and break it in two.)
14. (Slide #4) Explain that that is our big question: “Why do some
individuals who are exposed to high-risk environments or events
make it, while others do not?”
Reflection/Connection: (No handout)
Activity: What Does Resiliency Mean to You?
Elicit definitions of resiliency from participants. You may choose to write
them down or just have participants informally say them aloud one at a time.

15. Introduce participants to the fact that resiliency has been defined in
a number of ways: although there are many working definitions to
resiliency, they all indicate that individuals are able to adapt, spring
back, and rebound from adversity.
16. (Slide #5) As a comprehensive definition, we can say: (Read slide.)
Again state that, most basically, resiliency is the ability to adapt and
overcome adversity.
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17. Explain that we are here today to see how schools, teachers, and those
involved in the education of children all have the capacity to support
resiliency not only in others, but also within ourselves and our social
environments.
18. (Slide #6) State emphatically what resiliency is NOT! (Read slide.)
19. (Slide #7) Indicate that a vast amount of resiliency research has been
conducted. Identify the major messages from resiliency research.
(Read slide.)
20. (Slide #8) Explain what is meant by theory. (Read slide.) Identify how,
from the findings and data gathered from resiliency research, the
resiliency theory has been developed.
21. (Slide #9) Explain how resiliency theory has become the foundation
and research base for a number of movements in education, psychology, psychiatry, sociology, social work, youth development, and social
capital. Sociologists define social capital as “social networks, norms
of reciprocity, mutual assistance, and trustworthiness” (Putnam, 2000).
We would call these “community protective factors.” (Read slide.)
22. (Slide #10) Indicate that to better understand, explain, and model
resiliency, it is important to have a basic understanding of the following aspects of resiliency: (1) history, (2) development in the disciplines, and (3) research. (Don’t elaborate at this time. Elaboration on
these points will follow.)

History (Slides 11–14; Handouts 1, 2)
23. (Slide #11) Explain that over the past 25 years, and unfortunately
sometimes still today, there has been a focus on prevention from a
risk-based perspective. We have traditionally worked with a deficit
focus using a pathological model. (Read slide.) We have asked ourselves to identify what is wrong with students and then have attempted
to see how we can “fix them.” There are a number of problems with
risk-based research and practice.
24. (Slide #12) Read slide and identify the three major problems:
No answers – We just identify what is wrong without providing
solutions.
Labels – A risk-based model creates an environment where individuals are labeled based on problems. (Remind participants of
the importance of language and that we have to start our work
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by using the appropriate language, that is, individuals are not
“high-risk individuals,” but rather, the environments they come
from are “high-risk environments.”)
Loss of belief – Risk-based research and practice keep us in a
place of pessimism and with a loss of belief in the ability for
individuals from high-risk environments to positively demonstrate success and healthy development, despite adversity. Preoccupation with risk factors contributes to the loss of belief in
the capacity of young people.
25. Emphasize the important role language has in our world. It is how
we communicate and express ourselves. We can choose the language
we use, and the language we choose has a continuous effect on the
way we work and interact with individuals in our respective fields,
such as education, psychology, social work, and the social sciences.
Explain that we are going to see how we can alter our language and
go from a risk-based paradigm to a resiliency perspective. In doing
so, we can also see that it can affect how we see others and how
others see themselves.
Reflection/Connection: (Slide #13; Handouts 1, 2)
Activity: Reframing: Risk to Resilience—Reframing Language
Have participants refer to Handout 1, which is the same as Slide #13. Ask
participants to review the deficits written on the page and try to reframe
them so that they reflect a strength-based attribute. When the participants
have finished, refer them to Handout 2 to compare how they did.

26. (Slide #14) Stress the importance of choosing our language carefully.
“Our Words Matter!” (Read slide.)

Research–General (Slides 15–16; Handout 3)
27. (Slide #15) A landmark study on resiliency is the Kauai Study by
Emmy Werner and Ruth Smith. (Handout 3 provides a summary of
the research.) This study, now spanning four decades, has provided a
wealth of data on resiliency. Major components of the longitudinal
study are as follows:
a. Researchers began in 1955 with nearly 700 babies.
b. One-third of all infants born that year were considered to be
“high-risk” due to multiple risk factors at birth, such as poverty,
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parental psychopathology, parental conflict, and perinatal stress
(low birth weight, born prematurely).
c. A follow-up study of these children when they were 18 years old
found that of these “high-risk” children, 70 percent were doing
well, and they were “competent, confident, and caring” despite
their stressful upbringing.
d. Another follow-up study when the group was 32 years old found
that two-thirds of the “high-risk” adolescents at age 18 had
“bounced back” and adapted to become successful adults: competent in their work, able to maintain long-term relationships
(including marriage), and successful at parenting—of special
importance because many had been abused as children.
e. In the last follow-up study of the participants, at age 41, the patterns of resilience maintained, and basically only one out of six of
the original “high-risk” population that had all four risk factors
had not become healthy and successful adults.
As a result of their findings, researchers began to ask, WHY did some of
the individuals from these high-risk environments make it, while others
did not?
28. (Slide #16) Some of the key findings of the Kauai study are shown on
this slide. Indicate that you will be elaborating upon each finding, but
in general the findings are as follows:
Finding #1

(Read finding.) Elaborate as follows: Risk does not
equal outcome. The odds favor resilience.
Behavior does not equal capacity. The manifestation
of negative and troublesome behavior in individuals
does not reflect their capacity to change.

Finding #2

(Read finding.)

Finding #3

(Read finding.)

Finding #4

(Read finding.)

Research – Elaboration on Findings of Kauai Study
(Slides 17–28; Handouts 4–10)
Finding #1
29. (Slide #17) (Read slide.) Share that resilience is our birthright,
not a capacity some have and some lack. Resilience is not a fixed
personality trait, but an innate capacity that is always there.
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Reflection/Connection: (Handout 4)
Activity: Think of a Student
Have participants think of a student about whom they are or have been
concerned. Have them write that student’s name on the line. Have
participants fold the paper in half, creating two columns. On the left, have
them list problems in personal attributes that they see with that student,
as well as problems in the student’s environment. On the right have them
write down the strengths, talents, potential talents, and personal qualities
of that student, as well as the supports in the student’s environment.
Have participants reflect on which side of the paper was easier to do.
Discuss how the first step in tapping resilience is to recognize that
everyone has strengths. Discuss the importance of taking the time to
find someone’s strength, even if it is difficult to do. In some instances,
the strength may be that a student was able to “show up and be there—
physically.” Strengths, no matter how small, have to be identified, named,
and shared with students so that such strengths can be reinforced and
also used to support other areas of growth. Remind participants that we
need to develop eyes to recognize strengths.

30. (Slide #18) Explain that these findings translate into implications for
our practice. (Read slide.)
Finding #2
31. (Slide #19) Explain that resiliency is something found on the inside
(within ourselves) and on the outside (in our environments). Personal
strengths deal with the inside. On the inside, we all possess certain
strengths/attributes/qualities that have been critical to our healthy
development and success. Research on resilience indicates that these
are also some of the traits that children exhibit to overcome adversity
and trauma. Such personal strengths have also been referred to as internal assets, traits, positive developmental outcomes, and resiliencies.
Reflection/Connection: (Handout 5)
Activity: Personal Resiliency Strengths
Name some of your personal strengths that have been critical to your
healthy development and life success. Have participants compare their
strengths to those in the handout and also to those of the student whom
they thought about in the “Think of a Student” activity.
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32. (Slide #20) Explain that we can sort these strengths, personal assets,
and traits into categories with the headings Social Strengths—
Social Competence; Emotional Strengths—Autonomy; Cognitive
Strengths—Problem Solving; and Moral/Spiritual Strengths—
Sense of Purpose and Future. Bonnie Benard’s book Resiliency:
What We Have Learned (see Preparation) provides a wealth of
research supporting each of these resilient strengths. Further
elaboration on these terms is provided in the ASCD Facilitator’s
Guide, Breaking Through Barriers to Achievement (p. 3):
Social competence: Socially competent children attract
positive attention from others, which builds their psychological support system. When children lack positive recognition, they develop relationships and behaviors that are
destructive. (Krovetz,1999)
Autonomy: Autonomous children have established their
own sense of identity and feel they have some control over
their environment.
The ability to solve problems: Children possessing problem-solving skills can reflect on their situation and come
up with solutions to problems they confront or seek help
from appropriate sources.
A sense of purpose: Resilient children are hopeful about
the future and, therefore, are motivated and persistent about
reaching their goals in life.
33. (Slide #21) Explain how Finding #2 translates into implications for
our practice. Explain that moving from a risk to a resiliency focus
means we have to move from a language of damage and deficit to
a language of strengths and assets. We must be able to articulate
and identify these critical life skills, attitudes, behaviors, and interests
in order to model, mirror back, reinforce, and focus on them in our
families, schools, and communities. Remind participants of the earlier
reflection/exercise regarding labels and language that we did to highlight the importance of language. (Read slide and refer them to the
Appendix for an example of assessment tools.)
Reflection/Connection: (Refer to Handout 5)
Activity: Reflect on the previous exercise, in which participants named
some of their personal strengths.
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Finding #3
34. (Slide #22, animated) Explain that Finding #3 illustrates, in basic
terminology, how the resiliency theory works. As humans, we all have
basic human needs. In fact, we could consider our innate resilience as
a deep developmental wisdom that intrinsically motivates us to reach
out to environmental supports and opportunities that meet these needs.
When environmental conditions allow us to meet these needs in positive and healthy ways, we naturally develop the traits and individual
outcomes we recognized earlier as “resilience strengths.” If we don’t
provide or create these environmental conditions in our families,
schools, and communities, ask participants, “Where might these students go to have such needs met?” (Participants may respond with the
following as answers: gangs, alcohol, tobacco, bullying, and other
unhealthy behaviors.) From the Kauai study, Werner and Smith found
that the individuals from the high-risk group who bounced back were
able to identify “protective factors” from their environments that supported and enabled them to bounce back from adversity and propel
them in a positive direction. (Review the definition of protective factors provided by Richard Jessor, PhD, from the slide.)
Reflection/Connection: (Slide #23; Handout 6)
Activity: Looking Back on Our Lives
Take a few minutes to think back over your growing up and identify
the characteristics of environmental supports and opportunities
(protective factors) that helped you to develop your personal strengths

35. (Slide #24) Explain that findings from resiliency studies have consistently identified the three major conditions/protective factors that contribute to enhancing and supporting resilience in individuals. Identify
each protective factor and elaborate with a short sentence on each:
(1) caring relationships – having at least one person we can count on;
(2) high expectations – receiving the message that we have what it
takes to be successful and asking, “How do I/you see a positive future
for myself/yourself?” and (3) participation/contribution – having
opportunities to belong someplace, to be a resource, to have power, to
serve. Furthermore, these three protective factors can be found in three
important environments: (1) home, (2) school, and (3) community.
Point out that the quote by Bonnie Benard at the bottom of Slide
#24 sums it up. (Read quote.)
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Share that resiliency studies identify not only the individual
traits that help youths make it, but also the nature of the
environmental supports and opportunities (protective factors)
that facilitate the development of these traits.
Note that today the number of youths from high-risk environments seems to be greater, and the protective factors supporting
young people seem to be weaker.
Explain that you will take some time to elaborate on each protective factor so that participants can get a better understanding
of them.
36. (Slide #25) Caring Relationships. Ask, “What are the implications of
caring relationships for our practice?” (Read slide.) In Alice Miller’s
(1992) account of resilient survivors of childhood sexual abuse and
trauma being able to tell their story to someone who believed them
was both validating and healing: “It turns out in every case [of successful adaptation] that a sympathetic and helpful witness confirmed
the child’s perceptions, thus making it possible for him to recognize
that he had been wronged” (pp. 50–51). Elicit additional responses
from participants that provide examples of caring relationships.
(Refer to Handout 7.)
37. (Slide #26) High Expectations. Ask, “What are the implications of
high expectations for our practice?” (Read slide.) Elicit additional
responses from participants. Remind participants of the selffulfilling prophecy research—human behavior rises or falls to
expectations communicated to individuals by significant others.
(Refer to Handout 8.)
38. (Slide #27) Participation/Contribution. Ask, “What are the implications of participation and contribution for our practice?” (Read slide.)
Elicit additional responses from participants. (Refer to Handout 9.)
Finding #4
39. (Slide #28) Explain that Finding #4 is crucial. It is about our beliefs—
our beliefs about ourselves, others, and resilience in general. (Read
bullet point on slide.)
Explain that educators can’t tap a youth’s innate resilience unless
they truly believe that the youth has it! Conversely, when we
believe in this capacity in even our most challenged youth, we’re
almost 99 percent there in engaging it in them. Animate slide to
show the “star path” that leads to resilience.
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Reflection/Connection: (Slide #29; No handout)
Activity: How does an understanding of resiliency theory and practice
help you see yourself, your colleagues, and your students in a new way?
(Participants can either meet in small groups to discuss, or you as the
facilitator can elicit responses as a whole-group activity.)
40. (Slide #30) Explain that one way that Finding #4 translates into
implications for our practice is by taking the time to “Care for the
Caretaker.” Apply the resiliency theory to yourself. What supports
children and youth from high-risk environments is also what supports
us on “the front lines” in doing our work. Identify the ways mentioned
on the slide that caregivers can help themselves. Elicit additional
responses from participants.
Optional Reflection/Connection: (Handout 10)
Activity: Help from Colleagues
Have participants reflect on the questions in the handout either
individually, as a small group, or as a whole group.

Research – Review Major Messages from Resiliency
(Slide #31; No handouts)
41. (Slide #31) This is the same as Slide #7, when you were introducing
resiliency; the difference this time is that each bullet has additional
phrases and quotes that follow up and reinforce the concept of
resilience.
MOST youths make it.
Research based – We have identified research, studies,
and findings that support this. What some may consider
to be a “soft issue” is supported by scientifically based
research that is validating to the practitioner who has
innately known this through his or her own work and life
experiences, stories, common sense, and personal journeys
of overcoming and adapting.
ALL individuals have innate resilience.
Tap the resilience — It is never too late to engage the
“self-righting capacity” of all individuals. Everyone needs
normative developmental supports and opportunities.

13

Resilience is not something you build in people, but rather
something you help them recognize within themselves.
Resilience is “directly accessible” through the way we
think. There are two key strategies for tapping our innate
resilience: (1) realizing and recognizing we have the power
to explain things differently to ourselves (attributes) and
(2) experiencing nurturing environments (contexts) that
allow our resilience to rise to the surface.
Offer this quote by Patricia O’Gorman from Dancing
Backwards in High Heels (1994): “Resilience is the ability
to recognize our personal power—to see ourselves and our
lives in new ways.”
YOU make a difference.
The power of one – Read quote:
“I am only one, but still I am one; I cannot do everything,
but still I can do something; and because I cannot do everything, I will not refuse to do the something that I can do.”
(Edward Hale’s adaptation of Rabbi Tarphone, 1st century CE)
While our goal is to create overlapping systems rich in
protective factors, the research is very clear on the “power
of one”—one person, one message, one opportunity—to
change the course of a life. Emphasize that often, transformative relationships are relatively short in duration, but
they open up children’s minds to a different way of seeing
themselves—as people worthy of love, care, and respect.
It’s HOW you do what you do that counts.
Focus on process – It is not what you do—it’s how you do
it. It’s NOT a program, curriculum, or anything new. It is
NOT just a bunch of traits and lists of assets. It is a process
applicable to all individuals and systems.
The research is clear that it’s who we are, what we model,
and the climate we create in our families, classrooms,
programs, schools, and neighborhood organizations that
provide turnaround experiences. Tapping resilience is not
about people-fixing, but about modeling protective factors
and creating environments wherever we are that contribute
to caring, empowering relationships.
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To help others, you need to HELP YOURSELF.
Care for the caretaker – Airplane analogy: You need to get
oxygen from the oxygen mask for yourself before you can
administer it to others.
It starts with what you BELIEVE.
It’s a philosophy, perspective, and lens.
Educators can’t tap a youth’s resilience unless they truly
believe that the youth has it—resilience!
Optional Reflection/Connection:
(See Appendix for a list of suggested videos.)
Activity: Best-Practice Video
After watching a short video, identify and discuss all the resiliency
strategies—caring relationships, high expectations, opportunities to
contribute and participate—that you saw demonstrated. This can be
done in small groups or as a whole group.

Application of Resilience to Crisis, Trauma, and
Cataclysmic Events (Slides 32–38; Handouts 11, 12, 13)
42. (Slide #32) Remind participants that to believe in resilience is to
embrace life with a particular philosophy, perspective, and lens. By
doing so, resilience becomes a preventive measure that enables individuals who have been exposed to a crisis, trauma, or cataclysmic
event to spring back and rebound from such a hardship in a manner
that, although it takes time, will perhaps take less time than for individuals who have not initially been surrounded by the three crucial
protective factors. For those individuals who have not had life experiences being supported by the three crucial protective factors, we must
look at how we can focus on the resiliency theory and embrace it as
an intervention to support individuals who have had to deal with a
crisis, trauma, or cataclysmic event.
In the best of all worlds, it would be wonderful if all individuals
were supported in their resilience from a prevention model. Yet,
in reality, many individuals have not had their resilience supported
or tapped. Thus resilience has to be a model for intervention.
43. (Slide #33) Brain research and neuroscience continue to provide us
with additional insight about how our brains and bodies function and
respond to stressful, traumatic environments and events. Furthermore,
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studies and experiences focused on crisis, trauma, and cataclysmic
events have shown that individuals often exhibit similar “normal”
reactions to stressful environments and events. These “normal”
reactions can include changes in physical, cognitive, emotional,
social, and moral or spiritual behavior. (Read slide.)
44. (Slide #34) As we have discussed, there are two very different
ways of viewing the same person or event. We can view a person
or an event through a risk lens or a resilience lens. The two are
dramatically different, especially when dealing with a crisis,
trauma, or cataclysmic event. (Read slide.) Having a resilience
perspective does not mean diminishing or discounting the validity
of experiences that one has endured. It is not an excuse to wear
“rose-colored glasses.” It is, however, an opportunity to “reframe.”
There are two quotes that illustrate what it means to embrace a
resilience lens and perspective versus one of risk:
“If we think we are fragile and broken, we will live a fragile,
broken life. If we believe we are strong and wise, we will live
with enthusiasm and courage. The way we name ourselves
colors the way we live. Who we are is in our eyes. We must
be careful how we name ourselves.”
Muller, 1996
“We are not in the business of talking people out of painful
realities. But there is reframing to be done…to help develop
an attitude, a vocabulary, a story about prospects and
expectation, and a picture of a genuine individual lurking
beneath the diagnostic label.”
Saleeby, 1997
45. (Slide #35) Having a resiliency lens means remembering what we
discussed earlier. (Read slide.)
Behavior is driven by needs—review the human needs we all
have that drive our behavior: safety, love, belonging, meaning,
respect, and so forth.
— “The power of one” – You, as one person, can make a difference.
— “I am only one” – You do not need to have all the answers, and
it is okay to express to others that you don’t have all the answers.
It is also okay to express and seek support for yourself.
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— Challenge the 4P’s – Personal, pervasive, permanent, prompt:
Explain that the 4P’s (modified from Seligman, 1998) are
a way of identifying some of the most common emotions
and attitudes that accompany a crisis or trauma. We need
to respond to these emotions and attitudes with words and
actions that support a resiliency perspective:
Personal – “This isn’t your fault.” Many times individuals who are in a crisis or who have experienced a
trauma blame themselves for the situation or event.
Pervasive – “There are good things.” Individuals who
deal with a crisis, trauma, or cataclysmic event may
feel that everything in their life at this time is negative
and bad, overlooking a loving parent, caring teacher,
and so forth.
Permanent – “This, too, shall pass.” Individuals who
have experienced a crisis, trauma, or cataclysmic event
feel stuck and cannot see how they will ever move on
mentally, emotionally, psychologically, and physically.
Prompt – “Have patience and trust the process.” This
applies to all—the educator as well as the individual
in crisis. The road to recovery takes time and will
not happen overnight. Research and past experiences
support what we already know about time and its
relationship to stress and trauma and that most people
gradually feel and function better over time.
46. (Slide #36) Remind participants that positive outcomes in times of
crisis, trauma, and cataclysmic events do not often occur with immediacy or frequency. Remember, it takes time, and you may not always
witness the benefits of your efforts to support and tap the resilience
of others. You mustn’t give up hope! If you have a resilience perspective, you won’t. You can’t. It’s the way you live your life. You must
continue fostering and providing the three protective factors in your
environment for yourself and others. In many instances, for students
who have dealt with a crisis or trauma, school may be the only place
where they may feel safe, secure, and supported. Remind participants
that studies and discussions with students have shown that children
often attribute one teacher or school as the factor that made all the
difference in their lives. Remember the application of the three
protective factors. When applied in times of crisis and trauma, the
three protective factors specifically work as follows: (Read slide.)
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Remind participants that offering authentic hope is dramatically
different from making promises. No matter how much you
would like to, or how much someone you’re working with wants
to hear it, you cannot make the promise to students or individuals experiencing a crisis, trauma, or cataclysmic event that circumstances will definitely get better. What you can do, though,
is offer genuine and sincere support, encouragement, hope, and
belief that change is possible. You can be instrumental in helping
students and other individuals by providing opportunities that
help and guide them to look within themselves to identify their
strengths and to look in their environments—families, schools,
and communities—to identify their protective factors. You can
also connect them to outside resources for further support.
Reflection/Connection: (Slide #37; Handouts 11, 12, 13)
Activity: Have participants review the handouts that elaborate on
classroom and school strategies that promote resiliency. Participants
can take time to brainstorm on strategies that they might add to the list.
47. (Slide #38) Identify and discuss additional educational and classroom
approaches that research has identified as promoting personal
resilience, strengths, and academic achievement. Ask, “Why is this?”
It is because they all embrace all three protective factors—they build
relationships, they convey to students the message of high expectations, and they build opportunities for meaningful participation and
contribution. Have participants take some time to reflect on why
these approaches would be especially important for students who are
in crisis or have experienced recent trauma or adversity. All of these
approaches promote “empowerment and reconnection,” the “core
experiences of recovery,” according to Judith Hermann (reference to
Slide #32), and support the healing process. (For example, adventure
learning can give students a sense of power. Arts-based learning gives
them a chance to tell their story. Service learning gives them a chance
to help others. Cooperative learning gives them a chance to connect
with a small group. Project-based learning gives them a sense of
achievement.)
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Conclusion – Moving On (Slide #39; Handout 14)
48. (Slide #39) Quote from Bonnie Benard (1993):
“Moving to a resiliency approach requires a personal transformation of vision…the lens through which we see our
world. To make systemic changes…depends on changing
hearts and minds.”
Quote from Albert Einstein:
“The world we have created is a product of our thinking.
If we want to change the world, we have to change our
thinking.”

It’s all about transforming our lens—how we see.
It’s all about transforming our language—how we name what
we see.
It’s all about transforming what we believe.
Resilience is all about transformation.

Refer participants to the Chinese character for “crisis” in the
right-hand corner of the slide.
Remind participants that we can be the catalyst for helping others
who have gone through so much to help them see themselves as
resilient survivors, not damaged victims. With our support, they
can and will mend stronger from their breaks. They can and will
rebound and look toward a bright future.
As Gerda Weissman, a Holocaust survivor, said, “Pain must not
be wasted.”
And … transforming pain into hope begins with what we
believe. (End presentation by reading quote on slide.)

Reflection/Connection: (Handout 14)
Activity: Action Planning
Have participants reflect on the questions in the
handout either individually, as a small group, or as a whole group.
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49. Thank participants.
50. Offer Q & A.
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HANDOUT 1
❏

Reframing: Risk to Resilience

Deficits

Strengths

Hyperactive

__________

Impulsive

__________

Stubborn

__________

Willful

__________

Tests Limits

__________

Explosive

__________

Defiant

__________

Angry

__________

Withdrawn

__________

Aggressive

__________

Victim

__________

Reflection
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HANDOUT 2
❏

Reframing: Risk to Resilience

Deficits

Strengths

Hyperactive

Energetic

Impulsive

Spontaneous

Stubborn

Persistent

Willful

Independent

Tests Limits

Risk-Taker

Explosive

Dramatic

Defiant

Bold

Angry

Activist

Withdrawn

Reflective

Aggressive

Assertive

Victim

Survivor

Reflection
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HANDOUT 3
Successful Development Despite Risks and Adversity
The Kauai Longitudinal Study

Resilient
Children

A landmark longitudinal study spanning over four decades has provided
a wealth of data on the protective factors for healthy, successful development despite cumulative risk. Emmy Werner and Ruth Smith followed the nearly 700 children born on the island of Kauai in 1955
until they reached midlife (age 40). In this study, the high-risk group—
about a third of these children—was defined by having four or more
early risk factors, including poverty, perinatal stress, family conflict,
and parental psychopathology—including alcoholism. Their seminal
follow-up study at age 18, Vulnerable but Invincible, documented that
about a third of these high-risk children were doing well in terms of
getting along with parents and peers, doing fine in school, avoiding
serious trouble, and having good mental health. According to the
researchers, these youths were “competent, confident, and caring,”
despite their stressful childhoods.
Another follow-up study at age 32, Overcoming the Odds, found again
“this self-righting tendency” as about two-thirds of the high-risk adolescents at age 18 had become successful adults: competent in their work,
able to maintain long-term relationships (including marriage), and successful at parenting—of special importance because many had been
abused as children.
In their final follow-up at age 40, Werner and Smith continued to find
evidence of recovery from childhood trauma and adversity. In fact only
one in six of their “high-risk” infants (with four or more risk factors)
was doing poorly at midlife. They write the following:
Our findings suggest that the protective factors that foster
resilience and the process of recovery may have a more generalized effect on the quality of adaptation than specific risk
factors or stressful life events. The buffering processes that
shape resilience have now been demonstrated in children of
all races and in a variety of contexts in the United States and
in Europe. They are the hallmark of “successful” children,
whether they grow up in favorable or unfavorable environments (Masten and Coatsworth, 1998)—but they do have a
stronger predictive power in the lives of those who are especially challenged by adversity (2001, p. 173).
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HANDOUT 3—Resilient Children—Continued

Three clusters of protective factors distinguished the resilient youths
from the other youths who did develop problems during adolescence:

•

Engaging social skills, which allowed them to reach out to family and
other support.

•

Presence of a committed caregiver (especially during the first year
of a child’s life).

•

Broad community support system (informal multigenerational
kinship network and supportive role models in school, church,
youth group, etc.).

Werner’s recommendations to school personnel include the following:

•

It is the model of the adults—not the building, the bricks, the curriculum, and so forth—that makes the difference. “Among the most
frequently encountered positive role models in the lives of [these]
children, outside of the family circle, was a favorite teacher. For
the resilient youngster, a special teacher was not just an instructor
for academic skills, but also a confidante and positive model for
personal identification” (1989).

•

Opportunities to participate in “community” activities that foster
cooperation was also a very important protective buffer in the lives
of these children. “It was an activity where you were not just a
passive recipient, but where you were called upon to help someone
else and you grew up in the process” (1996).

•

Mastery experiences are crucial. The self-confidence of resilient
children comes from the development of competence—in reading
and problem-solving/planning skills; or from a special hobby, talent,
or “gift that they can be proud of, that they can [use to] be accepted
by their peers, and that can also provide them [with] solace when
things fall apart in their home” (1996).

Werner also asks all people who care about children to spread the message
that (1) most delinquent youth and pregnant teens stage a turnaround—
and do not become either criminals or welfare recipients as adults—if
they are provided opportunities for participation in adult society, that is,
college and jobs; and (2) it’s never too late to intervene and change a
life trajectory from risk to resilience (1992, 1996).
Her major message, from the most powerful study of human development ever done, follows:
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HANDOUT 3—Resilient Children—Continued

We’ve learned from resilient youngsters that competence and
confidence and caring can flourish, even under adverse circumstances. If children encounter persons who provide them with a
secure basis for the development of trust, autonomy, initiative,
and competence, they can successfully overcome the odds. That
success brings hope. And that is a gift each of us can share. You
can share that gift with a child at home, in a classroom, on
the playground, or in the neighborhood. The rediscovery of
the healing powers of hope may be the most precious harvest
you can glean in the work you do—for yourself and for the
youngsters whose lives you touch (1996).

References:
Masten, A., and Coatsworth, J. (1998). The development of competence
in favorable and unfavorable environments: Lessons from research
on successful children. American Psychologist, 205–20.
Werner, E. (Winter 1996). Observations on resiliency. Resiliency in
action,1(1), 18–29.
Werner, E., and Smith, R. (1989). Vulnerable but invincible: a longitudinal study of resilient children and youth. New York: Adams,
Bannister, and Cox.
Werner, E., and Smith, R. (1992). Overcoming the odds: high-risk
children from birth to adulthood. Ithaca, NY: Cornell University
Press.
Werner, E., and Smith, R. (2001). Journeys from childhood to midlife:
risk, resilience, and recovery. Ithaca, NY: Cornell University Press.
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HANDOUT 4

Think of a
Student

Student’s Name
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HANDOUT 5

Social
Social Competence
• Responsiveness
• Flexibility
• Cross-cultural competence
• Empathy/caring
• Communication skills
• Sense of humor

Personal
Resiliency
Strengths

Emotional
Autonomy
• Positive identity
• Self-efficacy
• Initiative
• Mastery
• Self-awareness
• Resistance

Moral/Spiritual
Sense of Purpose & Future
• A special interest/hobby
• Goal directedness
• Imagination
• Achievement motivation
• Educational aspiration
• Persistence
• Optimism
• Faith
• Sense of meaning

Cognitive
Problem Solving
• Planning
• Seeing alternatives
• Critical thinking
• Resourcefulness

31

HANDOUT 6
Personal Reflection:
1. Take a few minutes to think back over your growing up and identify
what environmental supports and opportunities helped you develop
your personal strengths.

Looking Back
on Our Lives

2. Describe in one or two words a
transformative relationship______________________________________
transformative message _________________________________________
transformative opportunity/experience ____________________________
3. Share at your table. Have a recorder list the protective factors.
4. Identify common themes.

Protective Factors

Common Themes
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HANDOUT 7
Place a check mark by the items already being implemented. Place
a plus sign by items you would like to improve or strengthen.

____ Creates and sustains
a caring climate

____ Fundamental positive
regard

____ Aims to meet developmental needs for
belonging and respect

____ Is nonjudgmental

____ Is available/responsive
____ Offers extra
individualized help

____ Looks beneath
“problem” behavior
____ Reaches beyond the
resistance
____ Uses humor/smiles

____ Has long-term
commitment

____ Is flexible

____ Creates one-to-one time

____ Shows patience

____ Actively listens/
gives voice

____ Uses communitybuilding process

____ Shows common courtesy

____ Creates small,
personalized groups

____ Respects others
____ Uses appropriate
self-disclosure
____ Pays personalized
attention

SelfAssessment
Checklist:
Caring and
Support

____ Creates opportunities
for peer-helping
____ Uses cross-age mentors
(older students, family,
and community members)

____ Shows interest
____ Checks in
____ Gets to know hopes
and dreams

Creates connections
to resources
____ Education
____ Employment

____ Gets to know life context
____ Recreation
____ Gets to know interests
____ Shows respect

____ Health, counseling,
and social services

(Source: Adapted from “Chapter 6: Turnaround Teachers and Schools,” by B. Benard,
in B. Williams (2003), Closing the Achievement Gap (2nd ed., p. 119). Alexandria, VA:
ASCD. Copyright 2003 by ASCD. Adapted with permission.)
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HANDOUT 8
On a scale from 1 to 10, rate how well you convey and implement high
expectations (1=low/needs improvement; 10=high/well implemented).

High
Expectations

My Beliefs
Sustains high-expectations climate in the classroom/school

______

“No excuses/Never-give-up” philosophy

______

Challenges and supports (“You can do it; I’ll be there to help.”)

______

Conveys message to students that they are resilient

______

Believes in innate capacity of all to learn

______

Sees students as constructors of their own knowledge
and meaning

______

Sees culture as an asset

______

Recognizes students’ strengths and interests

______

Understands the needs motivating student behavior
and learning

______

Attributes the best possible motive to behavior

______

Affirms/encourages the best in others

______

Conveys optimism and hope

______

My Actions: General Classroom Strategies
Articulates clear expectations/boundaries/structure

______

Provides clear explanations

______

Groups students heterogeneously

______

Holds students accountable

______

Disciplines strictly and fairly

______
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HANDOUT 8—High Expectations—Continued

My Actions: Instructional Strategies
Aims to meet developmental needs for mastery and challenge

______

Connects learning to students’ interests, strengths, experiences,
dreams, goals

______

Uses a variety of instructional strategies to tap multiple
intelligences

______

Employs authentic assessment

______

Teaches critical analysis

______

Encourages creativity and imagination

______

My Actions: Strategies That Focus on the Whole Child
Focuses on student’s social, emotional, cognitive, physical,
spiritual development

______

Uses strengths and interests to address concerns /problems

______

Helps to reframe self-image from at-risk to at-promise

______

Helps to reframe problems as opportunities

______

Encourages self-awareness of moods and thinking

______

Models boundary setting/adaptive distancing

______

Relates to family and community members with high
expectations

______

Calls home to report students’ good behavior and achievements

______

Continually challenges racism, sexism, classism, ageism,
homophobia

______

Uses rituals and traditions

______

(Source: Adapted from “Chapter 6: Turnaround Teachers and Schools,” by B. Benard,
in B. Williams (2003), Closing the Achievement Gap (2nd ed., p. 122). Alexandria, VA:
ASCD. Copyright 2003 by ASCD. Adapted with permission.)
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HANDOUT 9
Student participation in the classroom
Builds a democratic, inclusive
community
Practices equity and inclusion

Includes and engages
marginalized groups

Opportunities
for
Participation

Girls/women
Students of color

Aims to meet developmental needs
for power/autonomy and meaning

Students with special
needs

Provides opportunities for planning
Infuses service/active learning
Provides opportunities for decision
making
Provides opportunities for problem
solving

Uses adventure/outdoor,
experience-based learning
Offers opportunities for
community service

Empowers students to create
classroom rules

Offers opportunities for
peer-helping

Holds regular and as-needed
class meetings

Offers opportunities for
cross-age helping
Creates peer support groups

Infuses communication skills
into all learning experiences
Reading
Writing
Relationships
Cross-cultural experiences

Uses cooperative learning
Provides ongoing opportunities
for personal reflection
Provides ongoing opportunities
for dialogue/discussion
Uses small interest-based groups

Creates opportunities for
creative expression
Art
Music
Writing/poetry
Storytelling/drama

Provides opportunities for
students to use/contribute their
Strengths and interests
Goals and dreams
Gives meaningful responsibilities

Uses group process/cooperative
learning
Uses restorative justice circles
in place of punitive discipline
Engages students—especially
those on the margin—in a
school climate improvement
task force
Invites the participation and
contribution of family and
community members in
meaningful classroom activities—
not just cookie baking!
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HANDOUT 10
1. Think of a situation when a colleague (teacher or administrator)
helped you address a challenge you encountered in school with a
student, parent, or even a fellow teacher. Describe the challenge
you faced.

Help from
Colleagues

2. What was your immediate response to the situation?

3. Did you intentionally seek out a colleague for support? Describe
how you solicited your colleague’s help with the situation.

4. Who else could you have turned to for support and how did you
choose this colleague?

5. What, specifically, did your colleague do to help?

6. What did you take away from that exchange that you can apply to
other situations?
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HANDOUT 11
•

Caring relationships are promoted among students through
cooperative learning and peer tutoring.

•

Instruction addresses different learning styles.

•

Instruction connects to students’ lives, cultures, strengths, and
interests.

•

Reference points are established so achievement can be identified
and success relates to effort and ability.

•

Opportunities are provided for students to make choices.

•

Instructional strategies promote a sense of self-control, autonomy,
personal responsibility, and optimism.

•

Curriculum is comprehensive, thematic, challenging, experiential,
project-based, and inclusive or offers multiple perspectives.

Resilient
Curriculum
and
Classroom
Strategies
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HANDOUT 12
Ways to focus on students’ strengths and successes
in the classroom:

•

Use different criteria for recognizing strengths. Acknowledge
effort, concentration, perseverance, risk-taking, or creativity—
even if it leads to less than high quality work.

•

Recognize quality, effort, and improvement in academics.
Acknowledge small improvements with struggling students.
Public recognition is important, but also do this privately as
much as possible, with a brief comment or written note.

•

Recognize novel efforts. When students come up with a new idea
or way to solve a problem, even if it is not what you had planned,
acknowledge their ability to think creatively and come up with
something new.

•

Call on struggling students when you think they will be able to
provide a good answer based on what you’ve seen of their work
that day. If their answer is wrong, say something positive like,
“That’s a good start. Can anyone build on it?”

•

Find something students can accomplish every day. Be sure it is
something real and valuable to the student.

•

Mirror children’s strengths back to them. Focus on small successes,
if necessary. Encourage them to build on these strengths.

•

Help students create portfolios of their best work.

•

Minimize talk about grades and scores or who did best. This
perpetuates comparisons among students.

Recognize
Strengths

(Source: Adapted from an ASCD Professional Development Online Course: Understanding Student Motivation, by J. Smith. Available through http://pdonline.ascd.org/
pd_online.new. Copyright 2005 by ASCD).
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HANDOUT 13
•

When taking roll, ask students to say one word that describes how they
feel that day when they hear their name. There is no right or wrong
answer, and students are free to say what they want. The teacher will
be able to get a quick initial read on the emotional barometer of the
class that day.

•

After they have learned a difficult skill or concept or at the completion of a unit, ask each student to respond to the following statement:
“I believe this is important because…” or “What I didn’t like about
this lesson/concept/unit was…” Allowing students to express their
dislikes is just as valuable, especially when they have to explain
their reasons. (Teachers may also learn something from what students share to make learning more inviting next time.)

•

At the end of class, ask each student to describe in one sentence
the most important thing they learned that day. This allows students
to take ownership for what they learned. It can also give obstinate
students a chance to blow off steam and be heard.

•

Invite students to help solve classroom problems, such as a lack
of classroom participation or students constantly interrupting one
another. Even if you wish to discuss the issue with the students,
having them write their ideas down first will make the discussion
more productive. Although students may not suggest any workable
solutions to the problem, their comments can often lead to a
strategy for solving the problem.

•

Give students some choice of topics for research, books for reading,
and planning methods for projects or papers (outlining, webbing, or
focused free writing).

•

Let students prepare a lesson and teach their classmates. If teachers
want students to be exposed to several aspects of the Civil War or
three different novels, for instance, have small groups of students
learn about one aspect of the war or one of the novels in depth and
present it to the rest of the class. This approach is one way of solving
the depth versus coverage dilemma all teachers wrestle with.

•

Allow students to choose how to demonstrate their understanding.
One student might draw the solution to a math problem or the plot in
a novel; another might write about it; someone else might videotape
a real-life connection for it.

Suggestions
for Giving
Voice and
Offering
Choice

(Source: Adapted from an ASCD Professional Development Online Course: Understanding Student Motivation, by J. Smith. Available through http://pdonline.ascd.org/
pd_online/new. Copyright 2005 by ASCD.)
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HANDOUT 14
Consider the information presented and how it can be utilized in your
job/assignment/responsibilities, with special regard for youth recovering
from crisis situations.

Action
Planning

As a result of this session,
1. Activities/ideas I want to accomplish are...

•
•
•
2. During the next two weeks, I will...

•
•
•
3. During the next year, I will...

•
•
•
4. Ways in which I need resources and support are...

•
•
•
5. A question I still have is...

•
•
•
Name ______________________________ Job Area ____________________
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APPENDIX
“Too Good to Be True” (9/24/1995), available from 60 Minutes
(800-848-3256). About $30.
“Survivor’s Pride: Building Resilience in Youth at Risk,” available from
Attainment Co., Verona, WI (800-327-4269). About $100.

Optional
Video
Resources

“Monday Morning Meeting,” available from Mary Sterling, 28 School
Ext. Rd., Natick, MA 01769 (508-655-7667). $20. (Mary does not
take credit cards, but send a check and you will get the video.)
“Orchestra” (11/19/2000), available from 60 Minutes (800-848-3256).
About $30.
“Quest for Excellence, Show #3,” (9/21/1998). Available free of charge
by e-mailing Editor@cta.org.
“Freedom Writers” (4/15/1998), Primetime Live. Available from ABC
News (800-225-5222). About $30.
“The Freedom Writers Diary” (11/4/1999), C-SPAN Archives. Available
by calling 1-877-ONCSPAN or at www.c-span.org. About $35.
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Bonnie Benard, in B. Williams (Ed.), (2003), Closing the achievement
gap (2nd ed., pp. 128–131). Alexandria, VA: ASCD.
How do we help each teacher envision a future for his or
her students that is not pathological? How do we counter
society’s indifference toward poor children of color? This is
a monumental task, a teacher’s task. Teachers must believe
their students can experience a future that is full of hope,
promise, and potential, or they should, quite simply, not
teach our children.

Turnaround
Teachers
and Schools

—William Ayers and Patricia Ford (1996, p. 326)
In the five years since the first edition of this volume, our society has
witnessed only beginning progress in closing the achievement gap.
The strategies called for five years ago in the first edition of this
book remain even more critical today: providing school-linked services
and resources for urban communities and families; making urban
schools and classrooms culturally compatible with students’ home
backgrounds and conditions; having teachers who communicate high
expectations, caring, and cultural sensitivity; giving urban students
opportunities to learn; creating school environments that foster students’ resilience; and fostering high levels of teacher engagement
(Williams, 1996).
In fact, given that five of the above six strategies are directly related
to the quality of teaching, it should come as no surprise that quality
teaching was identified in a recent analysis of the National Assessment
of Educational Progress (Wenglinsky, 2000) as the most powerful influence on academic achievement. “After all,” states yet another study,
“the only path to greater academic achievement that is open to all students is the one they and teachers travel daily together” (Wilson &
Corbett, 2001, p. 119).
While quality teaching might mean many things, when students, the
ultimate consumers of quality teaching, are asked what this means
to them, they are unequivocal in their answer: a caring teacher who
accepts “no excuses” and who refuses to let them fail (Wasley,
Hampel, & Clark, 1997; Wilson & Corbett, 2001).
These students are also saying what long-term research into human
resilience has found. Lifespan developmental studies of how young
people successfully overcome risks and challenges—such as troubled
families, poverty, and disadvantages—to become “competent, confidant, and caring” (Werner & Smith, 1992) individuals, as well as successful students, clearly document the power of caring teachers and
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schools that convey high expectations and provide opportunities for
their active participation in the learning process (Higgins, 1994; Masten
& Coatsworth, 1998; Rutter, Maughan, Mortimore, Ouston, & Smith,
1979; Werner & Smith, 1989, 1992, 2001).
Resilience studies provide critical information to closing the achievement
gap, because they give educators clear evidence that all children and
youth have the capacity to be educated, and that teachers and schools do
have the power to educate them successfully. According to Lisa Delpit
(1996), “When teachers are committed to teaching all students, and when
they understand that through their teaching change CAN occur, then the
chance for transformation is great” (p. 208).
Resilience research identifies the specific practices and beliefs of
“turnaround” teachers and schools. Moreover, these studies are corroborated by research into the characteristics of teachers and schools that
successfully motivate and engage youth, including those now labeled
“high performing, high poverty schools” (Baldwin, 2001; Comer,
Haynes, Joyner, & BenAvie, 1996; Diero, 1996; James, Jurich, & Estes,
2001; Ladson-Billings, 1994; Meier, 1995; Resnick et al., 1997; Rutter
et al., 1979; Sergiovanni, 1996, 2000). Perhaps most importantly, anyone who has had a personal experience of transformative teachers and
schools would probably find that experience validated by both
resilience research and the successful school studies.
This chapter will examine the transformative power of teachers and
schools and describe the practices of these turnaround people and
places, providing some case studies as well as self-assessment tools
for moving transformation forward in teaching and school dynamics.

The Power of a Teacher
Can you identify a special teacher or mentor in your life?
What impact did that person have on your life? What was it
about that person that influenced you?
A common finding in resilience research is the power of a teacher—
often without realizing it—to tip the scale from risk to resilience.
Werner and Smith (1989) found that, “Among the most frequently
encountered positive role models in the lives of the children . . .
outside of the family circle, was a favorite teacher. For the resilient
youngster, a special teacher was not just an instructor for academic
skills but also a confidant and positive model for personal identification” (p. 162). The following story provides an example of this
long-term influence through short-term involvement.
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Becky was a senior taking a class on study methods. Her teacher, Bruce
Wilkinson, described Becky’s story in the following manner:
“When grading my first set of papers, I came to one that was
one page long, looked as if it had been wadded into a ball and
then smoothed out and had ketchup smeared on the bottom
right corner. Immediately I put an F at the top of the paper.
“The next time the class met, I made an effort to find out
more about this student. Becky sat in the back of the room.
Her hair was a mess, her clothes looked like her paper,
and she was not in good shape. When I collected papers,
I looked for Becky’s. Trying to maintain an optimistic
outlook, I thought to myself, ‘Maybe Becky is supposed
to be my pet project this semester.’
“At the top of Becky’s paper I wrote, ‘Dear Becky: I believe
that this paper does not truly reflect your true talents and
abilities. I can’t wait to see what you can really do.’ I didn’t
place a grade on the paper. What good would another F do?
“Her next paper improved to a D-. This time I wrote another
note. ‘Dear Becky: Thanks for cracking the door just a bit. I
didn’t think I was wrong about you. How about the privilege
of seeing what you can really do when you apply yourself?
I’m on your team.’ Each paper that came in that semester
improved over the last one.
“Finally, Becky received an A+. On that paper I wrote,
‘Dear Becky: Your improvement is nothing less than
astonishing. I always knew you had it in you. It has been
a pleasure to watch you grow in my class.’”
Several years later, Wilkinson received a letter. He didn’t
recognize the name on the return address. The letter went
something like this: “Dear Dr. Wilkinson: I just had to
write you a letter after all these years. You don’t recognize
my name because I am now married. I don’t know how to
thank you. You are the first person in my entire life to help
me believe there was anything good about me. Your class
changed my life. I am happily married and the mother of
two sons.” (Cash, 1997)
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Practices of Turnaround Teachers
Students desire authentic relationships in which they are
trusted, given responsibility, spoken to honestly and warmly,
and treated with dignity and respect. They feel adults inside
schools are too busy, don’t understand, or just don’t care
about them
—(Poplin & Weeres, 1992).
In story after story, turnaround teachers like Bruce Wilkinson are
described as providing, in their own personal styles and ways, three
supports and opportunities (also called protective factors) critical
to healthy development and school success: caring relationships,
high expectations, and opportunities for participation/contribution
(Benard, 1991, 1996). Closing the achievement gap depends on
teachers providing these protective factors, no matter what subject,
grade, or students they teach.

Caring Relationships
“What is the difference between scribble and a letter of the alphabet
to a child? The only reason the letter is meaningful and worth learning
and remembering is because a meaningful other wants him or her to
learn and remember it” (Comer, cited in Steele, 1992).
Turnaround teachers are, first and foremost, caring. They convey loving
support—the message of being there for a youth, of trust, of unconditional love. Resilient survivors talk about such teachers’ “quiet availability,” “fundamental positive regard,” and “simple sustained kindness”
(Higgins, 1994, pp. 324–25). This can be—and often is—a brief oneto-one connection: words of encouragement written on a paper as
Wilkinson’s were in the above vignette, a touch on the shoulder, a
smile, a greeting. Respect, the giving of acknowledgment, seeing students for who they are, as equals “in value and importance,” figures
high in turnaround relationships and schools, according to renowned
urban educator Deborah Meier (1995, p. 120). Clearly, Becky felt this
respect from her teacher.
Wilkinson also conveys a sense of compassion—nonjudgmental love
that looks beneath a student’s negative behavior and sees the pain and
suffering. Turnaround teachers do not take their students’ behavior personally. They understand that no matter how negative behavior is, that
student is doing the best thing possible given present circumstances.
Sandy McBrayer, founder of an alternative school for homeless youth
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and 1994 National Teacher of the Year, declares, “People ask me what
my ‘methods’ are. I don’t have a method. But I believe one of the things
that makes me an adequate or proficient teacher is that I never judge
and I tell my kids I love them every day” (Bacon, 1995, p. 44).
Finally, being interested in, actively listening to, and getting to know
the gifts of students conveys the message, “You are important in this
world; you matter.” Wilkinson takes the time, “makes an effort” to find
out more about Becky’s life, even makes her his “pet project” for the
semester. Knowing the stories of their students’ lives is an absolute
must if teachers are to have the empathy necessary to establish caring
relationships.
Turnaround teachers not only establish caring relationships between
themselves and students, they consciously promote these between
students, between themselves and family/community members, and
between students and family/community members. Inviting family and
community members into the classroom to mentor and work with students, either one on one or in small groups, is a win-win way to increase
caring in the classroom exponentially and to promote caring familyschool-community partnerships. Some strategies for increasing these
caring relationships are listed below (Figure 6.1) and can be used as a
self-assessment checklist.
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Figure 6.1. Caring and Support
Place a check mark by the items already being implemented. Place a plus sign
by items you would like to improve or strengthen.
_____ Creates and sustains a caring climate
_____ Aims to meet developmental needs for belonging and respect
_____ Is available/responsive
_____ Offers extra individualized help
_____ Has long-term commitment
_____ Creates one-to-one time
_____ Actively listens/gives voice
_____ Shows common courtesy
_____ Respects others
_____ Uses appropriate self-disclosure
_____ Pays personalized attention
_____ Shows interest
_____ Checks in
_____ Gets to know hopes and dreams
_____ Gets to know life context
_____ Gets to know interests
_____ Shows respect
_____ Fundamental positive regard
_____ Is nonjudgmental
_____ Looks beneath “problem” behavior
_____ Reaches beyond the resistance
_____ Uses humor/smiles
_____ Is flexible
_____ Shows patience
_____ Uses community-building process
_____ Creates small, personalized groups
_____ Creates opportunities for peer-helping
_____ Uses cross-age mentors (older students, family/community members)

Creates connections to resources
_____ Education
_____ Employment
_____ Recreation
_____ Health, counseling, and social services
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High Expectations
Regardless of the specific elements of a “no-excuses”
strategy, wherever the term is used, it conveys the integral
role that educators who do not give up on any students can
play in the educational lives of children and youth who have
traditionally not performed well
(Wilson & Corbett, 2001, p. 121).
At the core of caring relationships are high expectations that reflect the
teacher’s deep belief in the student’s innate resilience and capacity to
learn. Werner (1996) states, “One of the wonderful things we see now in
adulthood is that these children really remember one or two teachers who
made the difference . . . who looked beyond outward experience, their
behavior, their unkempt—oftentimes—appearance and saw the promise”
(p. 24). She could have been describing Bruce Wilkinson. A consistent
description of turnaround teachers is their seeing the possibility: “They
held visions of us that we could not imagine for ourselves” (Delpit, 1996,
p. 199).
As Wilkinson demonstrates, these teachers not only see the possibility,
they recognize existing strengths, mirror them back, and help students see
where they are strong. They assist youth, especially those who have been
labeled or oppressed, in understanding their personal power to reframe
their life narratives from damaged victim or school failure to resilient
survivor and successful learner. Turnaround teachers help youth see the
power they have to think differently about their lives and construct alternative meanings for them. They help them

•

To not take personally the adversity in their lives (“You aren’t the
cause—nor can you control—your father’s drinking or your friend’s
racist remarks”),

•

To not see adversity as permanent (“This too shall pass”), and

•

To not see setbacks as pervasive (“You can rise above this”;
“This is only one part of your life experience”). (Adapted from
Seligman, 1995)

Inherent in high expectations is the “no-excuses” message. In Wilson
and Corbett’s (2001) study of Philadelphia schools, “Teachers’ refusal
to accept any excuses for failure separated the classrooms in which
students succeeded from those in which they did not….The teacher,
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according to students, acted out of a determination to promote success…
[Teachers] ‘stayed on students’ until they got it” (pp. 120–121).
As Warren Bennis (1994) related in his classic examination of leadership, “In a study of school teachers, it turned out that when they held
high expectations for their students, that alone was sufficient to cause
an increase of 25 points in the students’ I.Q. scores.” Of course, high
expectations must be accompanied by the supports necessary to achieve
them. High standards without concomitant supports would not only be
ludicrous but cruel and frustrating, robbing students of their intrinsic
motivation for learning.
High-expectation messages from turnaround teachers are student-centered.
These teachers understand that successful learning means engaging the
whole child, not just the cognitive but the social, emotional, physical,
and spiritual parts. They also understand that student motivation is
driven by needs for love and belonging, respect, autonomy/power,
mastery, challenge, fun, and meaning, and that successful learning
experiences are designed to meet as many of these needs as possible
(for example, cooperative learning or arts-based games and projects can
actually meet all of these).
Being student-centered also means connecting learning to students’
lives, using the students’ own culture, strengths (or intelligences), interests, goals, and dreams as the beginning point for learning. Wilkinson
showed how starting with students’ strengths, instead of their problems
and deficiencies, can enlist students’ intrinsic motivation, keeping
them in a hopeful frame of mind to learn and work on any concerns.
Multiple intelligence research studies provide support for this approach
(Gardner, 2000).
Some strategies for conveying high expectations to students—and many
apply to working with family and community members as well—are
listed in Figure 6.2 and can be used as a self-assessment checklist.
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Figure 6.2. High Expectations
Place a check mark by the items already being implemented. Place a plus sign
by items you would like to improve or strengthen.
_____ Sustains a high-expectation
climate
_____ “No-excuses/Never-give-up”
philosophy

_____ Uses rituals and traditions
_____ Recognizes strengths and
interests
_____ Mirrors strengths and interests

_____ Aims to meet developmental
needs for mastery and
challenge
_____ Believes in innate capacity of
all to learn
_____ Focuses on whole child (social,
emotional, cognitive, physical,
spiritual)
_____ Understands the needs
motivating student behavior
and learning

_____ Uses strengths and interests
to address concerns/problems
_____ Uses a variety of instructional
strategies to tap multiple
intelligences
_____ Employs authentic assessment
_____ Groups students
heterogeneously

_____ Sees culture as an asset

_____ Continuously challenges
racism, sexism, ageism,
classism, homophobia

_____ Challenges and supports (“You
can do it; I’ll be there to help.”)

_____ Helps to reframe self-image
from at-risk to at-promise

_____ Connects learning to students’
interests, strengths,
experiences, dreams, goals

_____ Helps to reframe problems to
opportunities

_____ Encourages creativity and
imagination
_____ Conveys optimism and hope

_____ Conveys message to students
that they are resilient
_____ Sees students as constructors
of their own knowledge and
meaning

_____ Affirms/encourages the best
in others

_____ Teaches critical analysis

_____ Attributes the best possible
motive to behavior

_____ Encourages self-awareness
of moods and thinking

_____ Articulates clear expectations/
boundaries/structure

_____ Relates to family and
community members with
high expectations

_____ Disciplines strictly and fairly
_____ Provides clear explanations

_____ Calls home to report
students’ good behavior
and achievements

_____ Holds students accountable
_____ Models boundary-setting/
adaptive distancing

_____ Helps family members
see students’ strengths,
interests, goals
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Opportunities for Student Participation
and Contribution
When one has no stake in the way things are, when one’s
needs or opinions are provided no forum, when one sees oneself as the object of unilateral actions, it takes no particular
wisdom to suggest that one would rather be elsewhere
(Sarason, 1990, p. 83).
Creating opportunities for active student participation and contribution
is a natural outgrowth of working from this strengths-based perspective.
If teachers care for their students and believe in them, they must give
them a “voice,” the chance to be heard. This means they must listen
deeply. As one successful teacher of culturally diverse students puts it,
“You have to know the kids; they may be from all kinds of backgrounds
and cultures, but if you really listen to them, they’ll tell you how to
teach them.” Moreover, you will be supporting their autonomy and
initiative, two personal strengths associated with healthy development
and lifelong learning (Deci, 1995; Werner & Smith, 1989).
Turnaround teachers give students lots of opportunities to make choices,
including creating the governing rules of the classroom. They involve
students in curriculum planning, hold regular class meetings, give them
choices in their learning experiences, and use participatory evaluation
strategies such as portfolios and other forms of authentic assessment.
They engage students in active problem solving by asking questions that
encourage self-reflection, critical thinking, consciousness, and dialogue
(especially around salient social and personal issues).
Even with respect to classroom discipline, Kohn’s (1993, 1996) main
advice is, “Bring the kids in on it! . . . Instead of reaching for coercion,
engage children and youth in a conversation about the underlying causes
of what is happening and work together to negotiate a solution. . . . It is
in classrooms and families where participation is valued above adult control that students have the chance to learn self-control” (1993, pp. 14, 18).
Rutter and colleagues (1979) did seminal research on effective urban
schools in poor communities—that is, schools in which the rates of delinquency and dropping out actually declined the longer students were in
them. Rutter found them to be schools in which students “were given a
lot of responsibility. They participated very actively in all sorts of things
that went on in the school; they were treated as responsible people and
they reacted accordingly” (Pines, 1984, p. 65).
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These schools provide lots of opportunities for experiential learning in
which students do hands-on work and engage with materials, people,
projects, and experiences. One student explains why she likes her science
class: “We have lots of fun. All we do is projects where we try and
understand how variables affect each other. Everyone understands what
we are doing ‘cause we do lots of hands-on stuff. We also sing and
dance in there. The teacher comes up with songs for things that help
everyone remember stuff ” (Wilson & Corbett, 2001, p. 99).
Evaluations of adventure/outdoor experiential learning (ropes/challenge
courses, wilderness adventures) have found, once again, positive social,
emotional, behavioral, and cognitive (academic) outcomes in students
involved in these programs (Hattie, Marsh, Neill, & Richards, 1997).
Furthermore, their grades in school actually increased the further away
they were in time from the experience. Arts-based learning, having the
opportunities for creative expression, including poetry, creative writing,
and all other forms of the arts, is a highly successful, research-proven
strategy for improving school success in all students (Catterall, 1997).
The creative arts also serve as a critical tool for teachers to learn about
students’ lives.
Another powerful approach for promoting school and life success lies
in giving students the opportunity to work with and help others through
research-proven strategies such as cooperative learning, reciprocal peer
tutoring, peer-helping, project-based learning, and service-learning.
Service-learning evaluations, both national and at the state level, have
consistently found this strategy to promote holistic positive outcomes in
students, including their core subject grade point averages and standardized test scores (Melchior, 1996, 1998; RPP International, 1998). When
students have teachers who encourage them to work with and help others, and to give their gifts back to the community, youth develop the
attitudes and competencies characteristic of healthy development and
successful learning, such as social competence, problem solving, and a
sense of self and future.
Some strategies for increasing student participation and contribution—
many of which apply to working with family and community members
as well—are listed below (Figure 6.3) and can be used as a selfassessment checklist.
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Figure 6.3. Participation/Contribution
Place a check mark by the items already being implemented. Place a plus sign
by items you would like to improve or strengthen.
_____ Builds a democratic, inclusive
community

Includes and engages marginalized
groups

_____ Practices equity and inclusion

_____ Girls/women

_____ Aims to meet developmental
needs for power/autonomy
and meaning

_____ Students of color

_____ Provides opportunities for
planning

_____ Infuses service/active learning

_____ Provides opportunities for
decision making
_____ Provides opportunities for
problem solving
_____ Empowers students to create
classroom rules
_____ Holds regular and as-needed
class meetings
Infuses communication skills into
all learning experiences
_____ Reading
_____ Writing
_____ Relationship
_____ Cross-cultural
Creates opportunities for
creative expression
_____ Art
_____ Music
_____ Writing/poetry
_____ Storytelling/drama
Provides opportunities for students
to use/contribute their
_____ Strengths and interests
_____ Goals and dreams
_____ Gives meaningful
responsibilities
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_____ Students with special needs

_____ Uses adventure/outdoor,
experience-based learning
_____ Offers community service
_____ Offers peer-helping
_____ Offers cross-age helping
_____ Offers peer support groups
_____ Uses cooperative learning
_____ Provides ongoing opportunities
for personal reflection
_____ Provides ongoing opportunities
for dialogue/discussion
_____ Uses small interest-based
groups
_____ Uses group
process/cooperative learning
_____ Uses restorative justice circles
in place of punitive discipline
_____ Engages students—especially
those on the margin—in a
school climate improvement
task force
_____ Invites the participation
and contribution of family
and community members
in meaningful classroom
activities—not just
cookie-baking!

The following story told by a continuation high school teacher captures
the turnaround process that can happen when teachers provide the three
critical protective factors for students—when they care enough to find
out a student’s story, start with the student’s strengths, and give the student an opportunity to give back a “gift” to the community:
One student who’d been in a bad car accident was really
depressed. He didn’t want to be here. . . . He would come into
the class and put his head down on the desk. . . . The only
thing that captured any of his interest was reptiles. We got
him involved in a service-learning project at a local botanical
garden. He became a docent and a virtual expert on reptiles.
One Saturday a USDA forester and I were scheduled to give a
talk at the botanical gardens. I had to leave early, so I asked
this student if he’d come and fill in after I left. He agreed to
come and speak about reptiles. His presentation especially
impressed a woman in the audience, a director at a local
museum. She asked the student if he’d come to take care of
reptiles at the museum. Now this student is the director of the
children’s discovery section at the museum (RPP International, 1998, p. 55).
These three protective factors are so powerful because they are how
students—and everyone else—meet the basic human needs for love
and belonging; for respect, power, accomplishment, and learning; and
ultimately for meaning. No matter what subject matter teachers teach,
they can do it in the same caring and empowering way as the turnaround
teachers—and at no extra cost.
It is what teachers model that makes the final difference. Social learning
theorists say that most of learning comes from the models around the
learner. If teachers are caring and respectful, if they never give up on
their students, if they help them discover and use their strengths, if they
give them ongoing responsibilities as active decision makers—the students will learn empathy, respect, the wise use of power, self-control,
responsibility, persistence, and hope. Moreover, when teachers model
this invitational behavior, they create a classroom climate in which caring, respect, and responsibility are the behavioral norms.
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The Power of Schools
“A school can create a coherent environment,” a climate
more potent than any single influence—teachers, class,
family, neighborhood—”so potent that for at least six
hours a day it can override almost everything else in the
lives of children”
(Edmonds, 1986).
Young people continually describe schools and classrooms that have
been turnaround experiences as being like “a family,” “a home,” “a
community”—even “a sanctuary.” One young woman writes, “School
was my church, my religion. It was constant, the only thing that I could
count on every day. . . . I would not be here if it was not for school”
(Children’s Express, 1993). What turnaround schools do is illustrated
by the following story of one school:
Emiliano Zapata Street Academy
Oakland, California, has a high school where there are no
fights, no security guards, no metal detectors, no guns, and the
police department visits to ticket meter violators rather than to
arrest students. California and several other states that earned
an F in “Student Climate” on Education Week’s latest state-bystate report card (Quality Counts ’98, Special Issue, Jan. 8,
1998) would do well to examine this school’s innovations.
It is not a private school. It has low-income students and little
technology, but it earned California’s Distinguished School
Award in 1990, and many students say it is the best school
they have ever attended. A teacher who has been there for
25 years says she wouldn’t teach anywhere else.
Asked to explain the difference in atmosphere at the Oakland
Emiliano Zapata Street Academy, one student says this: “There
was a fight a day at my old school. Here we are a family.
Students will stop each other from fighting, because we don’t
want anyone to mess up the good thing we have here.”
When teachers are pressed to explain how fights are avoided,
several core ideals stand out. First, the Street Academy is an
institution of tight relationships. Every staff member, for
example, is the “consulting teacher” for 15 or 20 students. The
teacher meets with those students twice a day and reviews a
sheet on which other teachers have recorded information on
that day’s academic performance and behavior. The consulting
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teacher responds immediately to any problems—calling a
parent, conferring with another student if there are conflicts.
Problems are not allowed to fester and grow. Even verbal
altercations are taken seriously, and students are not sent back
to class until they have worked out a solution.
When I asked one student his response to all this scrutiny, he
has a ready answer: “I like it. I don’t have to watch my back
all the time, and I’m going to graduate.”
A second factor in play at the Street Academy is that, while
many schools espouse multiculturalism, this school practices
it in earnest. The staff’s ethnic composition mirrors that of the
students—mostly African American and Latino—and many
staff members live in the community. Cultural content is not a
tack-on item, but at the deep essence of the school. Racism is
explicitly discussed; staff members embrace and respect each
other across racial lines; and there is a stern response to
cross-racial disrespect among students.
A third factor is that the Street Academy is small and its campus closed. Those who think that the 3,000-student American
high school is the only possibility should look at the private
schools where the wealthy send their children. They are small
places where teachers are required to watch closely over the
academic and personal development of their charges. Public
high schools in other industrialized countries are also much
smaller—averaging around 400 students in some European
countries, for example.
Because the Street Academy is small and treats its students
as whole human beings, youngsters tell the teachers what is
actually happening in their lives. The English teacher might
take a kid to McDonald’s when his family is short on cash.
The social studies teacher will find another youngster a shelter or a bus ticket. Every year, thousands of American candidates for teaching credentials are taught Maslow’s hierarchy
of needs as part of their educational psychology courses. And
each year, those thousands of new teachers go to work in high
schools that don’t even acknowledge, let alone resolve, the
most basic of those needs: food, shelter, safety, and a sense of
belonging. Urban high schools cannot solve the array of problems confronting poor people in America, but no school can
earn the respect of its students if it makes those problems and
their victims invisible.
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Finally, the Street Academy is self-renewing, creating teachers
who get better every year instead of burning out. The principal
has led the school for 21 years with a magical mix of democracy and toughness. Teachers have enormous latitude in creating new teaching methods and procedures, but the school’s
leader is demanding of everyone, including herself, when it
comes to meeting student needs.
Many schools have a poor climate, because American adolescents have huge, unmet needs in the typical high school. Some
parents have said that the Street Academy is like a “private
school for poor kids.” And that is what poor kids need—
schools with the same atmosphere of discipline, hopeful
expectation, and a camaraderie that wealthy parents provide
for their children.
—Kitty Kelly Epstein, “An Urban High School with
No Violence,” Education Week, March 4, 1998.

Practices of Turnaround Schools
Can you remember going to a school that felt like “family” or had a
sense of community? What did this look like? What was going on?
The practices of turnaround schools like the Emiliano Zapata Street
Academy provide the three protective factors: caring relationships,
high expectations, and opportunities for participation and contribution.
These exist through schoolwide structures, supports, and opportunities,
not only for students, but for teachers, families, and the community.
They create an “atmosphere of camaraderie, discipline, and hopeful
expectation.” These characteristics map closely to studies of schools
that are successfully closing the achievement gap (James et al., 2001;
MacBeath, Boyd, Rand, & Bell, 1995). The following strategies describe
schools that have a vision and mission based on caring relationships,
high expectations, and opportunities for participation. The list can be
used as a school self-assessment tool.

•
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Quality of relationships between teachers and students is the primary focus of turnaround schools, according to Wilson and Corbett’s
study of Philadelphia schools (2001). Leaders of successful schools
understand everything this chapter has discussed to this point. None of
the other reforms that follow will be transformative unless the teacherstudent relationship is caring, has high expectations, and is reciprocal.
“Small classrooms [or any other reform] were not necessarily better
if the teachers in them still accepted failure. It was the quality of the

relationships in the classrooms that determined the educational value
of the setting” (Wilson & Corbett, 2001, p. 122). This clearly seems
to be the case in the Street Academy example, as it is “an institution
of tight relationships,” according to the writer.

•

Supporting teachers is sine qua non, given they are the critical
factor in turnaround schools. As one wise school administrator has
remarked, “If you don’t feed the teachers, they’ll eat the students!”
In other words, it’s hard to give what you don’t get. This means
teachers need resources, time, professional development opportunities, and materials, as well as the three protective factors themselves.
In order to develop a “self-renewing” school like Emiliano Zapata
Street Academy, they need caring relationships with their colleagues,
mentors, and school leaders; high expectations on the part of school
leaders; and opportunities and time for collegial decision making and
planning themselves. Most of the strategies on the checklists for
teacher-student relationships apply also to the administrator-teacher
relationship. Staff retreats, shared rituals, and team teaching also
support turnaround teachers (Diero, 1996), as do teacher support
and reflection groups (Palmer, 1998). Some schools even have
“resiliency coordinators,” volunteer therapists who mentor teachers
in the three protective factors.

•

Consistency across the school in discipline, pedagogy, and content
creates clear, high expectations for all students. They know where they
stand academically and behaviorally—and they all know they stand
together. This is clear from the way all the students and teachers deal
with conflict at Emiliano Zapata Street Academy. This consistency creates an orderly, safe school—the number one prerequisite for learning
to take place, according to brain science (Diamond & Hopson, 1998).

•

A shared mission based on meeting the needs of the whole
student—the physical, social, emotional, cognitive, and spiritual
dimensions—describes turnaround schools (Baldwin, 2001; Diero,
1996). Attending to the students’ needs for food, safety, belonging,
respect, power, challenge, and meaning was the bottom line for the
principal of the Emiliano Zapata Street Academy. She understood
that real learning could not take place without this holistic focus.

•

Small learning communities are an absolute must for lowering the
achievement gap. Study after study has borne out the positive academic
and other developmental outcomes of this strategy (Finn, Gerber,
Achilles, & Boyd-Zaharias, 2001; Wasley et al., 2000). Smaller classes
and smaller schools are two of the most powerful structural facilitators
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of relationships between teachers and students, teachers and parents,
and students and students.
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•

School-based mentoring during and after school is now the most
prevalent form of mentoring (Herrera, Sipe, & McClanahan, 2000).
Rigorous documentation shows that mentoring produces positive
health as well as positive social and academic outcomes in students
(Tierney, Grossman, & Resch, 1995). Moreover, it is a primary
approach in breaking down the walls between a school and the community. Hundreds of schools have created mentoring programs, linking community volunteers to students in after-school programs. In
Street Academy’s case, the teachers each served as mentors for small
groups of their students. Other forms of mentoring include cross-age
peer-helping/tutoring in which older students help younger ones.
Research has documented that the tutor receives the most academic,
social, and emotional benefits (Bearman, Bruckner, Brown, Theobald,
& Philliber, 1999).

•

Career exploration, and for older students, high school transition
programs, are a high priority for keeping learning meaningful and
connected to students’ lives. Effective examples of the latter in
closing the achievement gap are tech prep, AVID, I-Have-A-Dream,
Sponsor-A-Scholar, and Upward Bound (James et al., 2001). Having
a sense of purpose, goals, and a future is a primary characteristic
of resilient survivors and learners (Benard, 1991, 1996), and is
both a motivator and an outcome of academic success. Many of
the programs and schools identified as closing the achievement gap
have a school-to-career focus.

•

Early intervention services in the form of counseling, support
groups, and student assistance programs provide learning supports
that are often critical to helping students stay in school and achieve
academically. These services are inherently collaborative, with the
school interfacing with student services professionals, social services providers, community-based organizations, law enforcement
officials, and business and community leaders.

•

Diversity of all sorts is seen as a strength and an attribute to celebrate.
With this value, successful schools serving students of color, like
Emiliano Zapata Street Academy, have a diverse teaching staff that
reflects their student body, and staff that are able to form positive relationships with students’ families and communities. These schools see
family members as cultural resources, inviting them into the classroom to serve as resources in educating their children. Comer’s work

in this arena is a classic example of the positive academic and social
outcomes for students and their families in using this approach
(Comer et al., 1996).

•

After-school programs are becoming a critical link in promoting
school-community partnerships, as well as a vital support to students
in promoting academic success and providing a safe haven in the
after-school hours (U.S. Departments of Education, Justice, and
Health and Human Services, 1998). A recent survey by the National
Association of Elementary School Principals (2001) found that these
programs have more than doubled during the 1990s. Beacon schools
in New York City, San Francisco, and several other cities are a wonderful model of after-school programs based on providing the three
protective factors. They consistently find positive youth development
outcomes, including that of the academic dimension (Walker &
Arbreton, 2002; Warren, Brown, & Freudenberg, 1999).

•

Ongoing assessment of students for quality improvement is the
bottom line for educational reform to close the achievement gap. This
means schools need a structure for hearing the student perspective,
especially in terms of how well the school is providing the three protective factors. Assessment can include regular breakfast meetings
with the principal, as some schools have established. Several other
schools (Laboratory Network Project, 2001) use student focus groups
as an ongoing way to monitor the school climate or aid in schoolwide
decision making. Fullan, considered an educational change guru,
states, “Educational change, above all, is a people-related phenomenon for each and every individual. Students, even little ones, are
people, too. Unless they have some meaningful (to them) role in the
enterprise, most educational change, indeed most education, will fail.
I ask the reader not to think of students as running the school, but to
entertain the following question: What would happen if we treated the
student as someone whose opinion mattered in the introduction and
implementation of reform in schools?” (1991, p. 170).

•

Family-school-community partnerships are valued and recognized
as essential in closing the achievement gap. Turnaround schools know
they can’t bring about the change alone and welcome the contribution
of families, community-based organizations, and community volunteers. They also recognize that families and community members—
especially in resource-challenged communities—need supports and
opportunities themselves in order to be contributing partners. Therefore, turnaround schools work together with community-based organizations to provide not only after-school and mentoring programs for
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students, but family math, writing, and mediation programs, as well
as family resource centers, full-service schools, early childhood
programs, school-community gardens, and even community schools
that serve students, their families, and their communities (Dryfoos,
1998; Schor, 1997). Just as supporting teachers is critical to student
achievement, so is supporting families and community members
who, in turn, serve youth.

•

Students are out in the community doing service-learning. Just as
mentoring gets community adults into the lives of students, community
service-learning gets students into the lives of adults. A schoolwide
oral history project of the community can not only help engage students in their schooling, but build a real sense of community among
all the partners. It is hard to imagine a strategy more research-based,
more grounded in the three protective factors, and more motivating to
students, for the underlying message of community service-learning
is, “You are a valued member of our community; we need you to
help us make our community a better place for everyone.” Nothing
is more transformative for a struggling or challenged student than to
be seen as a community resource—instead of a school problem.

It All Starts with Our Beliefs
We contend that something else is missing in recipes for
urban reform: an underlying belief that all children can
succeed and that it is the schools’ responsibility to ensure
that this happens. . . . Some educators say “all children can
succeed—if they make an effort”; others say “all children
can succeed—if only the parents would help”; and still
others, fewer in number, assert “all children can succeed—
and it’s my job to make sure they do. . . .” This [last] philosophy must infuse all efforts to improve urban education
(Wilson & Corbett, 2001, pp. 117–118).
The bottom line and starting point for creating turnaround classrooms and
schools that provide caring relationships, high expectations, and opportunities for participation is the deep belief on the part of teachers and school
staff that every child and youth has innate resilience, the capacity for
healthy development and successful learning (see Figure 6.4). What this
implies, then, is that, “Professional development [must be] focused on
adults’ underlying beliefs about a school’s role in supporting student
learning rather than discrete ‘best practices’. . . . Even if a teacher tried
to adhere to current thinking about best instructional practices, students
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in these schools would still fall through the cracks unless teachers
believe it is his or her responsibility to construct a supportive net
to catch them” (Wilson & Corbett, 2001, pp. 120–121).
Figure 6.4. Teacher Resilience in Action
Protective Factors
for Teachers
• Caring
Relationships

Meet
Teachers’ Need
• Safety
• Love/Belonging

• High
Expectations
• Opportunities
for Participation

• Respect
• Mastery

Teacher
Resilience Traits
• Caring:
• Empathy
• Humor
• Problem Solving:
• Insight

• Challenge
• Power
• Meaning

Positive
Student
Outcome

• Imagination
• Self-Efficacy
• Sense of Hope
and Meaning

So how do we change beliefs? A few simple strategies follow:

•

Provide for teachers what students need. As discussed earlier,
and as seen in Figure 6.4, caring relationships, high expectations,
and opportunities for participation promote teacher self-efficacy,
“a belief that students can learn if taught and a belief in one’s own
ability to successfully teach them” (Sergiovanni, 2000, p. 131).

•

Reflect personally and dialogue as a staff on beliefs about innate
resilience. This means every adult in the school must personally
grapple with questions like: “What does it mean in my classroom
and school if ALL kids have the capacity for healthy development
and successful learning?” “What tapped my resilience?” “What
occurred in my life that brought out my strength and capacity?”
“How am I connecting this knowledge to what I do in the classroom?”

•

Form a resiliency study group. Read the research on resiliency,
including the studies of successful city schools. Share stories—both
personal and literary—of successfully overcoming the odds. “It is
important to read about struggles that lead to empowerment and to
successful advocacy, for resilient voices are critical to hear within
the at-risk wasteland” (Polakow, 1993, p. 269). It is through hearing
others’ stories and telling one’s own that it becomes clear all stories,
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including those of students and their families, are really the human
story. As Remen (1996) reminds us, “Stories that touch us in this
place of common humanness awaken us and weave us together as a
family once again” (p. xxvii). We develop the empathy that undergirds
the belief in ourselves and others.

•

Try an initial experiment using the resiliency approach. A teacher
who finds this approach appealing can choose the most challenging
student. Look for and identify all the student’s strengths and mirror
them back to her. Teach her she has innate resilience and the power
to create her own reality. Create opportunities to have her participate
and contribute her strengths. Be patient. A focus on small victories
(which often grow into major transformations) helps dispel doubts
about the approach.

•

Relax, have fun, and trust the process! Working from one’s own
innate resilience and well-being engages the innate resilience and
well-being of one’s students, creating a positive self-fulfilling
prophecy. Teaching becomes much more effortless, enjoyable, and
self-renewing. Moreover, resiliency research, as well as research
on nurturing teachers and successful schools, gives all the proof
needed for teachers to lighten up, let go of their tight control, be
patient, and trust the process.

When teachers care, believe in, and invite back “city kids,” and when
schools support teachers, students, and families and work in partnership
with them, the achievement gap narrows and even closes. Both the “good”
and “bad” news of closing the achievement gap is contained in Edmonds’
nearly 20-year-old prophetic statement: “We can, whenever and wherever
we choose, successfully teach all children whose schooling is of interest
to us. We already know more than we need to do that. . . . Whether or
not we will ever effectively teach the children of the poor is probably
far more a matter of politics than of social science” (Edmonds, 1986).
The bad news, according to even our most current reports (James et al.,
2001), is that the national and state political will to provide a long-term
commitment to policies supporting the needs of teachers and students
on a large scale appears as much of a challenge today as it ever was.
The good news is that social science validates a fairly simple recipe that
each teacher has the power to accomplish, teacher by teacher, classroom
by classroom, and school by school. And if educational change experts
like Fullan are right, this is, indeed, the only way educational change to
close the achievement gap can happen.
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A resilient school is one that has successfully transformed adversity
and boosted achievement.

Resilient
Schools

Characteristics of Resilient Schools:

•

Shared mission among school staff and administrators based on
meeting the needs of the whole child

•

Quality teacher-student relationships that are caring and reciprocal

•

School environment structured around high expectations for all
students with necessary support and resources to meet their needs

•

High expectations for all teachers with sufficient support, resources,
and time

•

Consistency across the school in discipline, pedagogy, and content
to create clear and high expectations for all students

•

All learning has a purpose and goals; it is meaningful and connected
to students’ lives and futures

•

Diversity is seen as a strength

•

Schools see family and community partnerships as essential to
education

•

Schools have the resources to meet the district’s goals

(Source: Adapted from B. Benard, Chapter 6: Turnaround Teachers and Schools,
in B. Williams (Ed.), (2003), Closing the achievement gap (2nd ed., pp. 128–131).
Alexandria, VA: ASCD. Copyright 2003 by ASCD. Adapted with permission.)
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Answer the following questions that are most relevant to your current
situation.

•

What characteristics of a resilient school does your own school or
the schools you serve possess?

•

Which of the “protective factors” that foster teacher resilience exist
in your school environment or the schools that you serve?

•

Describe what your school or schools do that help develop caring
relationships among its staff, administrators, and parents.

•

What are the expectations of teachers at your school or schools?
Describe the ways teachers are held to high expectations and how
they are supported to meet those expectations at your school.

•

How do teachers participate in decision making at your school?

Questions
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Describe the specific strategies you apply in you own classroom that
foster resiliency in the following areas:

•

Curriculum

•

Instruction

•

Activities and Assignments

•

Assessments

•

Grading

Your
Classroom
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Name _______________________ Job Area ______________________
Learning Goals: _____________________________________________

Lesson
Planning
that Fosters
Resiliency

Describe specific
instructional strategies
and how they
promote resilience.

What opportunities
will students have
to participate and
contribute in
meaningful ways?

What assessment and
grading strategies will
be used and how do
they foster resilience?
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Student ____________________________________________________

Student
Profile

Interests

Challenges (academic, social, behavioral, external to school)

Teaching approaches that helped the student achieve some success

Teaching approaches that didn’t work well
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A scored assessment is one way of assessing how much you have learned.
The scored discussion will be worth 20 points, 12 of which you earn
simply by paying attention and not disrupting the discussion. Of course,
12 out of 20 points is 60 percent—a D– grade.

Assessment:
Scored
Discussion

You will lose points if you do the following:
✓ Talk while someone else “has the floor”
✓ Loudly interrupt a speaker
✓ Make a personal attack on another student
✓ “Hog” the discussion with irrelevant conversation
You will gain NO points for:
✓ Making vague criticism such as “That’s stupid.” (Why do you
disagree?)
✓ Making vague statements such as “I agree.” (Why do you agree?)
✓ Inviting other students by asking vague questions such as “How do
you feel?” (Are they sick?) or “What do you think?”
You will gain points if you do the following:
+7 Invite someone else to give their opinion (if you are asking an
insightful, thought-provoking question that invites that person
to enter the conversation by showcasing what they know) and
you give them time to formulate their response
+2 Ask someone to clarify an opinion and then repeat it back
+2 Tell what you believe and why you believe it
+2 Offer a different way to explain the idea
+1 Ask a valid and thought-provoking question
+1 Keep the discussion focused on the topic
The teacher will keep score and will not indicate when you have gained
or lost points; you will know by rereading these instructions how to
gain or lose points. The teacher will mostly remain silent during the
discussion. You may use any materials that you feel would help you
during the discussion.

(Source: Adapted from classroom lesson plans from M. Parsell, Au Gres-Sims Middle/
High School, Au Gres-Sims School District, Michigan, 2004. Reprinted with permission.)
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“All the
Good Things”
Child’s Name

Strengths

Interests

Dreams

© 2002 Bonnie Benard & Carol Burgoa / WestEd
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T

he Supporting Positive School Culture and Climate workshop is
designed to turn our angst from the devastating effects of the fall
2005 hurricanes into actions that result in better schools, enhanced
teaching, and healthier—and therefore more successful—students. The
actions are viable for supporting your learning community in responding
to and recovering from this and other unplanned change or crisis.
This highly interactive and engaging workshop targets the importance
of school culture and climate with four objectives, which are intended
to

•

Enable participants to study their schools (generally outside the
classroom) and pursue short- and long-term changes so that the
well-being and achievement of all students are supported.

•

Facilitate individual connections through interpersonal relationships
and teacher-student interactions so that all populations are valued.

•

Integrate layers of diverse youth with an engaging, affirming, and
comprehensive approach to curriculum.

•

Ease personal and professional stressors so that the school and
students survive and thrive.

Supporting
Positive
School
Culture
and Climate
Phyllis K. Lerner

Intended audience: school administrators, teachers, and teacher leaders
who will use this information in their own classrooms and schools or
provide workshops and materials to their colleagues.
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Introduction
This workshop is designed to introduce or review elements of school
culture and climate and to assist you in responding to unanticipated
change. Based on the principle that learning environments can create
powerful learning, we are going to talk mostly about the school environment (what we do and how we do it). As a facilitator, you may follow
this agenda (which we have piloted in our day-long workshop) or construct your own.

Supporting
Positive
School
Culture
and Climate

Receptivity to this workshop is probably indicative of your school’s
climate or cultural realities. If you just try (even harder) to keep everything going the way it was at your school, you may be denying your
community a huge chance to transform and improve. If you hear staff
saying, “Oh, we don’t have any cliques or gangs on our campus,” notice
it, but don’t let it be a barrier to identifying group cultures. When the
resource team avoids setting up a Homework Hangout for traumatized
kids because “We can’t do that for everyone,” see their angst as evidence
of how overwhelmed they really are. Generate an alternative solution…
with them. The way you and your school manage this intervention is
emblematic of the way our education system and your school work for
children. The absolute best is what we need to pursue and do.
Each workshop section will involve three building blocks: What We
Know, Pursuits, and AVBs.
What We Know
Each content area opens with a brief summary of the research on school
culture and climate. Added insights (ours and yours) will help you
understand how intense and unplanned events affect schools. Sometimes
scenarios, providing a picture of the school through a changing lens,
illuminate this review.
We have identified three major elements that predict positive learning
and opportunities. They are at the core of school climate and culture
and the most crucial to pursue.
1. Individuals are connected through interpersonal relationships and
teacher-student interactions.
2. Diverse learners are engaged with fair and affirming curriculum.
3. Stress is managed so that people and the school survive and thrive.
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Pursuits
At relevant times in this program, you will be encouraged to pursue a
particular task on your own, with colleagues, or with students. The label
Pursuit is being used because the enormous recovery from crisis situations will not happen with just thoughts and talk. Educational leader
Lorraine Monroe (Checkley, 2004) stated that in her experience, people
in a good school “had vision, and they acted on their vision.” People
will need to get up and pursue actions on behalf of themselves, their
students, and their school communities. Although the tasks will require
some effort and time, they are designed to be simple, informative, and
adaptable for K–12. Many can be done in the workshops; others may
serve as follow-up tools to extend and apply the learning. Pursuits will
provide the strategic skills to improve school culture and climate.
AVBs
As you complete Pursuits, you will be challenged to examine the Attitudes
(what we think), Verbalizations (what we say), and Behaviors (what we do)
for your schools’ populations. This reflection is critical.
A school’s culture and climate mirror what individuals and groups are
thinking, saying, and doing. This is frequently described as authenticity.
Here’s an example that will help.
Perhaps I have a feeling (that I don’t share with anyone) that what
I eat doesn’t make a difference in my energy level and stress management. Now, what I say to my friends and family is that I am
conscious about nutrition and get some steel-cut oatmeal and
fruit down before I leave for school each morning. However,
what I do is grab a snack bar and eat it in the car (with coffee!)
while I drive to work. Then, I eat donuts abundantly when
they’re on the faculty room table!
When this occurs, the nutritional consequences of a lousy breakfast
intersect with our psyche. We are not aligned, and this can compound
the way we deal with stress at school. So, we want to support people
being congruent—walking their thoughts and talk.
Let’s take it, however, to a slightly tougher topic. Suppose an educator
doesn’t believe (attitude) that girls are good at math or will need math
to manage a career and family. The educator may hold limited goals for
some females during math instruction and may avoid stating (verbalization) high expectations and probing answers. And, the teacher may not
call on girls (behavior) when several are quietly raising their hands. The
teacher’s lesson can be driven by quick hand raisers—those who call
out answers (often male)—and the teacher might not even know what’s
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happening. What is felt, said, and done in this case is congruent but
negative, and that is problematic for female learners’ math success.
Now, can you imagine what could happen if a negative pattern occurs
with at-risk students? What is the result of people thinking, saying, and
doing harmful things to evacuated children or survivors of a school bus
accident? Given their circumstances, it could be yet another disaster.
This workshop and support materials have been developed to minimize
further disasters, particularly educational ones, in students’ lives.
We want you to be very conscious during the workshop and your training that you bring yourself and the participants to a deeper understanding and application of this principle of authenticity. “You may be asking
people to close the distance between their espoused values and their
actual behavior” (Heifetz & Linsky, 2004, p. 36) If a school has a mission statement that all children can learn, and all means all, it must align
systematic policies, teaching strategies, and support services to ensure
that end. When individuals are on a negative roll, it impacts school climate and culture negatively. If people are scattered, feeling and saying
one thing and doing yet another, they will lose energy, integrity, and
focus. If one’s thoughts, words, and deeds are positively aligned, improving personal and professional quality is possible and possibly easier.
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Facilitator’s
Guide

Supporting Positive School Culture and Climate
For decades, researchers have looked at life in schools. Usually described
as school culture and climate, the elements are complex and far-reaching.
Perhaps the most useful definition, reproduced below, clarifies the language and provides some distinctions.
A Definition of School Culture and Climate
School culture and climate refers to the sum of the values,
cultures, safety practices, and organizational structures within
a school that cause it to function and react in particular ways.
Some schools are said to have a nurturing environment that
recognizes children and treats them as individuals; others may
have the feel of authoritarian structures where rules are strictly
enforced and hierarchical control is strong. Teaching practices,
diversity, and the relationships among administrators, teachers,
parents, and students contribute to school climate. Although the
two terms are somewhat interchangeable, school climate refers
mostly to the school’s effects on students, while school culture
refers more to the way teachers and other staff members work
together (McBrien & Brandt, 1997, p. 89).

Facilitator’s Note
Numerous survey instruments
that assess these and similar
factors are available to gauge
your school culture and climate.
Examples of evaluation tools
include The NASSP School
Climate Survey (National Association of Secondary School
Principals), The School Climate Survey (School Development Program – Yale), Tools for
Schools (National Staff Development Council), and Creating
a Healthy School Using the
Healthy School Report Card
(Association for Supervision
and Curriculum Development).
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The Center for Research on School Safety, School Climate, and Classroom
Management describes factors that influence school life (Marshall, n.d.):

•

Number and quality of interactions between adults and students

•

Students’ and teachers’ perception of their school environment, or the
school’s personality

•

Environmental factors (such as the physical buildings and classrooms,
and materials used for instruction)

•

Academic performance

•

Feelings of safety and school size

•

Feelings of trust and respect for students and teachers

Knowing the current conditions at your site will help you monitor and
plan educational outcomes. Just remember—whatever climate and culture currently exists in your school, it is built upon the days and years
that preceded the hurricanes or any other crisis. If a school was dysfunctional, difficult, or dangerous, any crisis could aggravate students’ problems. Educational researcher Jerome Frieberg (1998) states the obvious,
claiming, “School climate can be a positive influence on the health of
the learning environment or a significant barrier to learning” (p. 22). If

your school lacks the positive dimensions of school culture and climate,
take this opportunity to rise from the ashes and transform it. Given our
hopes for the families who left their homes, and the devastating stories
that forced their migration from the Gulf Coast, what possible excuses
can anyone have to avoid making the changes that promote effective
schools and student achievement?

What We Know About Change
People don’t generally rush to change. And many significant changes are
the result of a crisis that pushes us (versus taps us) to transform. This
has often happened in education, perhaps too often. We don’t change
until we have to. Harassers command sections of the hall, and one day a
fistfight breaks out. It’s labeled an isolated incident. Several students get
drunk at a sporting event, and it’s considered an isolated incident. Some
poorly dressed children are humiliated on the playground, and it’s called
an isolated incident. An administrator embezzles school funds, and it’s
hushed up. The audience at a school assembly hoots and hassles the performers, and it’s brushed aside. A teacher avoids integrating learning
accommodations in a lesson, and we hope it’s not pervasive. Someone
moves the furniture in the faculty room, and people scream rebellion.
A principal announces that students will not be suspended, and teachers
are to keep problem children in the classroom. We cross our fingers and
hope there are no more incidents. So the question is, how many “isolated
incidents” will it take before we make the right changes?
In education someone is always trying to change something, and we’ve
seen innovations swing through our systems with great and little regard.
Humorists in our field say if the pendulum doesn’t hit you when it
swings one way, stay put—it will be back soon enough. When describing
change, Marzano, Waters, and McNulty (2005) divide it into first- and
second-order change. First-order change is a step-by-step process of
improvement. It’s what we plan for with our time and talent. Secondorder change is far from incremental and requires striking shifts in what
we think, say, and do.
First-order change allows us to plan and then alter the status quo. Five
components of most school practices are the people, equipment, movement pattern, rules, and purpose. By changing any one or all five parts,
you affect the process and the result. In this way, you can intentionally
plan what you want to do and how to do it. Examine and alter your practices—such as lunch duty, testing, or assemblies—by changing any or
all of the five parts, and you will have a new and perhaps better system.
If you are determined to make second-order changes—needed changes,
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ones that some students cannot wait for—using the change components
will help you to make precise alterations.
Consider the status quo (and a typically well-ordered plan) for all students who enroll in schools. The plan is that they register in the spring,
show up on the first day, and remain throughout the year. However,
many sites have groups of students who come and go seasonally
(migrant farming or fishing). Family changes (sickness, divorce, marriage, death, promotion, and unemployment) can require children to
transfer to other locales with little notice. Unschooled children, from
war-torn nations, may never have enrolled in any educational system
before they arrive in the offices. And hundreds of evacuated students
from the Gulf Coast may have walked through your doors unexpectedly.
The way students are greeted at the door on the first day and every day
that follows is symbolic and can affect their feelings about school. When
that entrance is welcoming, it sets a pattern for the day and kicks off a
positive school culture and climate. To understand the power of an
encouraging welcome, imagine an extremely exaggerated, negative
entrance to school. Picture security gates and metal detectors managed
by cranky personnel; crowded hallways filled with pushy students shouting and cursing; teachers secreted away in classrooms with no visible
presence; secretarial staff focusing on little more than the copier; administrators screeching into walkie-talkies and not greeting anyone. It seems
bleary, depressing, and stressed. You can predict the consequences on
school climate and culture if this is the opening of the day, day after day.
The National Center for Homeless Education knows the importance of a
welcoming environment. In its quick tips for both educators and administrators, making students feel welcome is at the top of both lists
(NCHE, n.d.a and b).
When students don’t feel welcomed and comfortable, they might end
their schooling and drop out. They leave not because of poor grades or
course failures, but because of their bad feelings about the place (Johnson, Levy, Morales, Morse, & Prokopp, 1986). So we need to start at the
beginning and make students’ entry to school positive and supportive.
You can change this (or any similar school culture matter) by using the
step-by-step strategy in the Facilitator’s Guide. Too many reform efforts
change isolated areas but disregard the “values, beliefs, behaviors, rules,
products, signs, and symbols” (Donahoe, 1997) that are the foundation
of a school—the culture.
Educators typically tackle problems with a first-order approach to change.
We create plenty of committees and maybe even a task force. We write
grants and hire outside evaluators. We do good things, and some things
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get better. One clear example is that out of a concern for students’
health, we require certain immunizations before a child’s school enrollment. Strict guidelines are required, but many districts discovered that
families were not following the guidelines—with the end result being that
children were not in school. So, districts resorted to first-order change.
They planned and activated solutions, such as bringing health vans on
site so that parents could easily and cheaply immunize their children.
The problem is that devastating and unplanned realities, such as the hurricanes of 2005 or the 9/11 terrorist attacks, push us into second-order
change as well. When children from the Gulf Coast area showed up in
schools around the country, districts waived the transfer paperwork and
immunization records because a greater purpose—getting the kids in a
familiar culture and climate called school—superseded the traditional
entry procedures. The use of second-order change was a dramatic break
from past models and values. The changes were rarely implemented by
outsiders but were done in a collaborative campaign to reset norms so
that the youth would be in school.
Several months after the crisis has passed, it is probably easy to slip back
into first-order change. Predictably we, like the families from the Gulf
Coast, may want to go back to the way things used to be. For some people that may be possible. You will be able to tackle some tasks that will
improve life in your school. But for many families, lacking the resiliency
to manage their current circumstances, the schools will need to do more.
You will need to yank on the swinging pendulum to bring about a real
shift in your program via second-order change. If you see this challenge
as revitalizing, then it is likely that your efforts will be successful (Fullan, 1997). In particular, we are asking you to focus on three key factors
that will positively affect your culture and climate.

What We Know About Connecting Students
Individuals are connected through interpersonal relationships and
teacher-student interactions.
Without the cooperation of its members, society cannot
survive, and the society of man has survived because the
cooperativeness of its members made survival possible….
It was not an advantageous individual here and there who
did so, but the group. In human societies the individuals
who are most likely to survive are those who are best
enabled to do so by their group.
—Ashley Montagu, 1965
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Students (all of us, really) need to be connected with themselves, with
important close relationships, and with a community. The school is layered with opportunities to create or dissipate these connections. When
children feel connected to school, they are happier and more successful
students. Being a caring and active member of a school almost guarantees
a student’s well-being and provides a reason to show up, day after day.
Some experiences, like the hurricanes, deplete the energy right out of
kids. But interpersonal relationships fill students like premium fuel. A
positive, joyful experience can “mitigate the forces of cynicism, depression, and even despair” (Kessler, 2000, pp. 75–76). Positive experiences
that educators might provide include the following:

•

Share joyful events and life experiences; remind students that we are
here to create our highs as well as our lows.

•

Create celebrations and moments for expressing gratitude.

•

Invite humor.

•

Teach through play.

•

Create lessons that awaken the senses and engage the body.

•

Foster moments of heartfelt connection within the group.

•

Encourage the personal exhilaration and pride that comes when
someone takes a new risk or breaks through a perceived limitation.

•

Take in or create art and music.

•

Encounter the beauty and majesty of nature.

•

Feel or witness the power and grace of the human body in athletics
and dance.

•

Experience or observe the brilliance of the human mind.

Take a few moments to look carefully at this list. Try to recall a time when
joy was a part of the school day, for you and for your students. Consider
the shared benefits and expressions of joy that can be part of the school
culture and climate when connections are powerful and positive.
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What We Know About Interpersonal Relationships
While educational policymakf Support (Frien
ers hope that students connect
cl e o
ds)
Cir
with the curriculum, the
Exchange
process of healing from turicipat ion
moil may be smoother if they
Part
connect with people first. But
nds
F rie hip
the process of belonging isn’t
natural or easy for all kids.
Intimacy
Displaced youth may need
thoughtful and deliberate
1
attention to this goal so that
2
they have a circle of friends.
The circle distributes support
3
for affected youngsters who,
4
when leaving their homes, may
F
ill c
have left many relationships.
e in
ircles f
rom the outsid
The Circle of Support
(Friends) includes the four circles in the image on the left. (Source: From
All my life’s a circle, using the tools: Circles, MAPS, and PATH (p. 54), by
M. Falvey, M. Forest, J. Pearpoint, and R. Rosenberg, 1997, Toronto,
Ontario, Canada: Inclusion Press International. Copyright 1997 by Inclusion Press International. Reprinted with permission. For more information
on Circles of Friends and Person-Centered Planning, please visit:
http://www.inclusion.com.)
Fourth circle/outer circle – Circle of Exchange: people the student likes
and counts on for support (medical personnel, teacher, therapist, instructional aide, store employee, religious leader)
Third circle – Circle of Participation: groups of people with whom the
student enjoys spending time (athletic team, after-school programs,
classmates, student mentors, favorite teachers and coaches)
Second circle – Circle of Friendship: people who are close friends of the
student (selected neighbors, special classmates, certain relatives)
First circle/inner circle – Circle of Intimacy: people in the student’s life
who are closest to him or her (family members, best friends, romantic
friends)
Can you imagine having a circle of friends who are part of your school
culture, and then having that circle washed away? Students may need a
bounty of new people in their lives, while struggling to find and retain
their old friends. It will be easier if you and the faculty tackle this chal-
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Making Connections
School Culture
& Climate

Exchange
(Outer Circle)

Participation
(Third Circle)

Friendship
(Second Circle)

Intimacy
(Inner Circle)

Before School

Bus driver greeting

Club room or quiet
space (rather
than a busy
blacktop or cafeteria)

Club room or quiet
space (rather
than a busy
blacktop or cafeteria)

Day care for siblings

Public transportation
ally

During School

After School

Secure storage place
for personal items

Faculty at the doors

Planned individual
& small group
counseling sessions

Lab partners
Learning cadres

Students rotate
through classes with
a common cluster

Diverse instructional
approaches

Common language
labs

Community resource
personnel (formal
& informal)

Homework hangout

Peer helper
homework

Youth service centers

No-drop teams

Interest clubs

Newcomers’ club

Student support
teams

Music/listening room

Open visitation for
family and relatives
Art therapy

Parent-child
homework
partnerships
Free pass
social events

lenge in an organized manner. Appoint a counselor/mentor/link for each
student, and then work through the circle to generate activities that
could result in school connections. Consider the following matrix as a
way to synthesize what relationships are possible. Several examples are
suggested, and there is space for your own ideas as you read.
There are so many complex connections in a student’s life. As educators,
we may have a heightened role when young people are short on friends
in their inner circles. We can’t let their resiliency and academic achievement continue to suffer.

What We Know About Teacher-Student Interactions
Teacher-student interactions, often associated with the classroom, can
connect or disconnect students and learning. When an educator effectively handles a student who walks in late with an attitude, constantly
sharpens pencils, sleeps during class, or fails to turn in work, it makes
for a better connection. Problematic management and instruction can
really push a student away from the teacher, the learning, and maybe
even the school. Every time we reach out effectively, especially during
the normal application of our job, we may draw someone in. For youngsters who may already be on the edge of the school community, it is
important to really reach out and reel them back. The value of positive
interactions is captured in the Teacher Expectation and Student Achieve-
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ment (TESA) program (Los Angeles County Office of Education, 1993).
Five of the 15 teacher-student interactions demonstrate positive regard—
really letting the students know that we care—via effective teaching. The
strand includes proximity, courtesy, personal interests and compliments,
touching, and desists.
Proximity means being within arm’s distance from a student over the
course of a time segment. Too frequently, educators remain “at their
station” or near the board, their overhead projector, or laptop monitor
and have proximity to just those students in the front row. When teachers
do move to other parts of the room, it’s usually to manage problematic
behavior. Students will pick up on the negative intent and may shrink or
get tense as the teacher moves closer. A good teacher will use proximity
to connect positively with students on independent seat work or to
motivate and engage learners. Placing media and technology around the
room, changing students’ seats often, and moving out of the Terrific-T
(front and center) will benefit everyone.
The overall school culture and climate is influenced by proximity as
well. When we approach students only when they are doing something
wrong, they will feel it coming. When we use the “look” to signify
we are displeased but rarely offer a “thumbs up” to signal our delight,
we’re missing a nonverbal chance to send a message across the hall.
When we punish students by making them eat apart from others but
never sit down and invite a few new students to a lunch bunch with us,
we’re mostly keeping ourselves close to the problems.
Courtesy is evident across a supportive and positive school culture and
climate. Typically, however, it’s the adults who expect the students to
respect them, rather than sharing respect across the community. When
students are waiting in line for lunch, and teachers break in the line to
grab a tray without even saying “Excuse me,” the message is disrespect.
Yelling at students to keep their voices down is a mixed message and also
disrespectful. And worrying about whether it’s okay for males to hold
open the door for females is not nearly as important as encouraging people to open the door for anyone who needs an assist. Diverse expressions
of courtesy are part of our multicultural capital. Some students may be
teased for saying “Yes, Ma’am,” and others may be humiliated when they
do not say “Yes, Sir.” For all of these actions, being courteous to some
individuals and nonattentive or rude to others is disrespectful and biased.
Personal interests and compliments affect the tone of a school. It is easy
for educators to mirror their own interests when connecting with students. If you are a cyclist, when you see a kid riding a bike to school,
your attention begins a connection. Students recovering from trauma or
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marginalized youth may not have access to the typical intersections that
students share with teachers. They may not be on a sports team, working
at the mall, wearing new outfits, or doing a stellar job with assignments.
So, watch these students carefully and know that your interest will grow
as you learn, personally and intentionally, about your students. Equity is
the watchword here. Complimenting one child on a new haircut or braiding and ignoring others will be surprisingly evident to the community.
Touching (in positive ways that support learning) is an important form
of communication, one that some district authorities profess should be
completely avoided. While that may indeed be equitable, it is not effective. When teachers are reluctant to touch students, it is often because
they fear a misinterpretation of the physical contact. Some adults, especially those in the primary grades, touch students in warm and comforting ways, but the question we might ask is who is and who isn’t getting
touched? Other educators only touch students when they are angry, grabbing a cell phone from someone’s hand or squeezing a shoulder to keep
a youngster still. This is rarely a good practice and demonstrates little
regard for others. Learn what your pattern is (metacognition) and, if it
is biased or ineffective, work with a mentor to change it.
Desists is a term used to mean what a teacher does to stop a misbehavior. The disparities in educators’ responses to problematic students are
consistent in the research. Males, especially males of color, tend to get
more desists (than females), and many of them are harsh. So if a student,
in an attempt to grab attention, is making inappropriate, sarcastic comments, the adult might come down on him, attacking the boy’s character:
“Get out of this assembly until you can stop acting like a fool.” A
female, who might be just as off task as the male, avoids attention by
daydreaming, and the teacher ignores her because she is not bothering
anyone. So again, it’s about having effective management strategies and
using them consistently.
What matters about demonstrating positive regard is twofold: we do the
strategy well and do it well for most of the students, most of the time.
It is unfair to have a personal interest in the football players’ game and
not to ask about the debate team’s match. It’s not equitable to be visibly
affectionate with some children and avoid touching others. It’s problematic to demand respectful behavior of certain students in the hall and
ignore the actions of others. Your personal regard, evident in these
student-teacher interactions, can promote a positive and supportive
school culture and climate (Lerner, 2003).
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What We Know About Diversity
Diverse learners are engaged with fair and affirming curriculum.
I am convinced that if we are to get on the right side
of the world revolution, we as a nation must undergo
a radical revolution of values. We must rapidly begin the
shift from a “thing-oriented” society to a “person-oriented”
society. When machines and computers, profit motives and
property rights are considered more important than people,
the giant triplets of racism, materialism, and militarism are
incapable of being conquered. A true revolution of values
will soon cause us to question the fairness and justice
of many of our past and present policies.
—Martin Luther King Jr.,
“A Time to Break Silence,” April 4, 1967
End oppression with education.
—Mukhtar Mai, Victim of a government-sanctioned
gang rape in her Pakistani village of Meerwala, 2005
“What we expect is what we get” is an adage that is grounded in educational research (Brophy & Good, 1974). Our expectations can have
a significant impact on the behavior of others. In educational terms,
teacher expectations are the inferences, often unspoken, that teachers
make about the ability, accomplishments, and potential of their students.
Teachers teach differently based on these assumptions, and studies suggest that students respond in ways that conform to teacher expectations.
The impact of expectations on outcomes has been termed the selffulfilling prophecy (Merton, 1948).
Consider the following story:
The elementary school children in a lower-income neighborhood
were administered a “special test” to identify individuals who
were destined to be intellectual bloomers—students who would
show remarkable progress in the coming school year. About
20 percent of the youngsters were tagged with this label. Their
teachers were informed of the results and the validity of the
test was confirmed eight months later when those intellectual
bloomers were given an IQ test and scored higher than they had
on previous IQ exams. Given this result, the new and “special
test” could be hailed as an important breakthrough, for it could
identify students destined to make unusual IQ gains. Or, could it?
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The eye-opener here is that the special test was not a predictor of intellectual bloomers at all. It was a standardized intelligence test, and students were not identified in any way through their test scores. In fact,
the 20 percent were not necessarily intellectual bloomers; their names
were selected at random. Yet, their IQ scores did increase while the rest
of the students’ scores remained stable.
The key, according to Rosenthal and Jacobson, who conducted the classic
study, Pygmalion in the Classroom (1968), was teacher expectations.
Here’s how the process can play out. First, teachers form expectations
about what students can achieve and how they will behave. Some of these
assumptions may be stereotypes, expectations based on class, gender,
race/ethnicity, and regionalism. Based on these expectations, teachers
treat the learners differently. They may ask tougher questions, be harsher
with their discipline, or patronizing with their praise. Students, responding to these actions, may adapt their behavior to match the expectations.
They may feel challenged by tougher questions, angered by unfair discipline, and embarrassed by exaggerated praise.
Despite criticisms of its methodology, Pygmalion in the Classroom
inspired other studies that confirmed these findings. When school mission statements and banners boldly claim all students can learn and
exhort communities to leave no child behind, they are building on this
expectation approach. However, there are still teachers whose classroom
behaviors reflect different beliefs about student ability and potential
based on stereotypes and expectations, and therefore contribute to
uneven achievement (Babad, 1998; Lerner, 2003; Rhem, 1999).

What We Know About Expectations
Our attention to teacher expectations, particularly those related to diversity
and culture, remains a critical element of school climate. The National
Institute for Urban School Improvement (n.d.) identifies six characteristics
of inclusive schools:
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•
•

Make sure each and every student feels welcome and is learning.

•

Understand that all children—students with and without disabilities,
English language learners, those with special talents—learn better if
teaching is tailored to their abilities and interests.

•
•
•

Collaborate with families.

Embrace the understanding that every student is unique and, therefore,
learns differently.

Hold high expectations for student success.
Keep improving.

Teachers want to avoid simplistic and destructive stereotypes based on
ability, class, ethnicity, gender, orientation, origin, race, and religion.
It is not unusual to hear a teacher proclaim, “I don’t see color, I only
see children,” or “All of our students are part of the school community,”
or “I treat boys and girls the same.” Such statements suggest that the
educator is working hard to treat students fairly. Unfortunately, given
the fast pace of school interactions, subtle and not-so-subtle group
differences are often missed by teachers and students. Becoming aware
of these differences is the first step on the road toward more effective
interactions.
Reflect on the following phrases: “Asian Americans excel in math,”
“African Americans are athletic,” “Southerners are slow,” and “Hispanics
speak Spanish.” Are these stereotypes? Or are these generalizations?
How attuned are we to the intragroup differences that exist within all
racial, ethnic, gender, class, and other group determinants? How does
the image shift when we visualize traumatized children from diverse
regions within any of these groups? (Lerner, 2003).

What We Know About Generalizations and Stereotypes
According to educator Carlos Cortés (2000), recognizing the validity of
such generalizations is an important step in becoming a more effective
educator. So what is the difference between potentially helpful generalizations, and potentially destructive stereotypes? Cortés draws three
fundamental distinctions between the two. Given the circumstances
affecting your site, can you recall a stereotype that you could reword
into a generalization for each distinction? When you can routinely do
this, it opens up the space for solutions.
Flexibility: Generalizations are open to change, especially as new information develops or new theories emerge. On the other hand, stereotypes
are inflexible, rigid, and impervious to new information.
Intragroup Heterogeneity: Generalizations recognize that within a group,
there are amazing differences and diversity; not all members of a group
are the same. Stereotypes make the assumption that all group members
are homogeneous. When an individual does not easily fit the group definition, a stereotypic perception would conclude that the individual is
atypical, an anomaly, the exception that proves the rule.
Clues: Generalizations give teachers a start, an insight about group
members. Since we know that groups have different characteristics,
when we learn that an individual belongs to a particular group, we then
have a clue about that individual. Stereotypes replace clues with assumptions. Because an individual belongs to a group, a stereotype assumes

Facilitator’s Note
Useful Example
Stereotype: “My black kids
can’t do math.”
Generalization: “Some of
the students, some of whom
are black, sometimes have
some difficulty with some
of the math indicators.”

Facilitator’s Note
Useful Example
Stereotype: “The children
from New Orleans are terrible
readers.”
Generalization: “Like other
students in the school, the
children from New Orleans
have a wide range of readings
scores. With so many falling
below grade level, let’s see
if we can…”
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that certain characteristics must apply to that individual. Generalizations
are subtle, but stereotypes are blatant.
Facilitator’s Note
Useful Example
Stereotype: “Those homeless
kids never turn in assignments
because they don’t work at
night.”
Generalization: “Many of the
sheltered kids are struggling to
complete assignments. We could
partner with the site staff to
sort out facility and logistical
issues and then try to…”

Each of us is both a unique individual and a member of various groups.
Both of those realities offer insights into how we learn. Understanding
the power of group membership helps us to understand students better
and, therefore, design more effective schools. How do teachers know
they have a student’s attention when talking to an American Indian
female or male whose eyes are down? How might a teacher respond
to a black female or male whose head is down? Might the downward
look of a child raised in the Southern states have special meaning? A
teacher’s response can be more successful if group norms are considered. Although generalizations can be beneficial in creating such strategies, it is important to use them cautiously. As Cortés warns, careless
generalizations can lead to unintended bias and damaging stereotyping
(Lerner, 2003).

What We Know About Bias
Most educators agree that the major areas of influence on the accomplishments of youngsters are the activities and support curriculum; the
environment; and the types of expectations, interactions, and behaviors
to which they are subjected. A common language of diversity regarding
teaching, learning, and schooling, is part of the school’s culture
(Marzano et al., 2005). Seven prevalent forms of bias in curriculum,
environment, and interactions are as follows (Sadker & Sadker, 2003):
Invisibility: Certain groups have been underrepresented in education, by
the media, and in materials. The significant omission of children, females,
and people of color has become so great as to imply that these groups are
of less value, importance, and significance in our society. Females have
formed a quiet background to the active role of males in schools. During
childhood, adults (teachers and others) interact far more frequently with
boys than girls, rewarding boys for their achievements, disciplining
them, talking to them, questioning them, and years later, remembering
them. Invisibility of girls has been underscored by in-school and beyondschool programs that historically centered on males and sports. Sometimes the absence (invisibility) of a group is a very powerful statement
about the clear need to assertively support students and diversity.
Stereotyping: By assigning traditional and rigid roles or attributes to
a group, materials and activities stereotype and limit the abilities and
potential of that group. Stereotyping denies everyone knowledge of the
diversity, complexity, and variation of any group of individuals. Young
people who see themselves portrayed only in stereotypical ways may
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internalize these traits and fail to develop their own unique abilities, interests, and full potential. Often people assume that males share one set of
characteristics and that females share a completely different set, or that
parents in certain racial and ethnic communities are more connected to
their children’s schooling than others. Adults often reward some students
for active, assertive, curious behavior while rewarding others for appreciative, dependable, and considerate behavior. When models, pictures,
and other displays reinforce these stereotyped expectations, children
receive more messages of “appropriate” behavior, and many limit their
capabilities to fit stereotyped roles.
Imbalance/Selectivity: The media and resource materials have perpetuated bias by presenting only one interpretation of an issue, situation, or
group of people. This imbalanced account restricts children’s knowledge
regarding varied perspectives. As a result, millions of youngsters have
been given a limited point of view concerning the contributions, struggles, and participation of certain peoples in our society. If a displaced
youngster from New Orleans is suddenly immersed in Texas history, the
student may struggle with the largeness of the state and its story. Yet a
special day on the Louisiana Purchase or Mardi Gras will not provide a
balanced curriculum.
Unreality: Materials, media, and books have frequently presented an
unrealistic portrayal of our contemporary adult life experience and the
needs of today’s students. Controversial topics have been glossed over,
and discussions of inequity and discrimination have been avoided. An
unrealistic curriculum denies youth the information they need to recognize, understand, and prepare for their futures. In order to overcome this
unreality, leaders need to be aware of their own patterns as they provide
access, services, and programs. This may be strikingly apparent as our
students study and live the aftermath of the 2005 hurricanes.
Fragmentation/Isolation: Separating issues related to people of color
and women from the dominant culture has implied that these issues are
less important than and not a part of our society. Too often, the only time
these groups are the curricular focus is during designated months. By
arbitrarily distributing students in grouping procedures, formation of
teams, and the organization of activities, adults promote fragmentation
and isolation of the sexes and diverse ethnic groups. Purposeless fragmentation serves as a divisive influence and distracts from an inclusive
and seamless approach to equity.
Linguistic Bias: Materials and conversation reflect the discriminatory
nature of the dominant language. Masculine terms and pronouns, ranging
from “cavemen” to the generic “he,” have denied the participation of
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women in our society. Occupations such as “cameraman” are given masculine labels that deny the legitimacy of women working in these fields.
Imbalance of word order and lack of parallel terms that refer to females
and males are also forms of linguistic bias. Further, the insistence that we
live in an English-only, monolingual society can have major economic,
social, and political ramifications in a global community. Linguistic bias
issues include race/ethnicity, regional and class accents, age, (dis)ability,
and sexual orientation. Recall what happened when the term refugees
was used to describe people migrating from the Gulf Coast. Could a
nation have its own refugees? While these individuals struggled through
such trauma, could we see them as U.S. citizens, let alone neighbors?
Or was the reality of their plight so disturbing that the use of the term
rocked us into action?
Cosmetic Bias: Curriculum developers are aware that educational leaders
and advocacy movements are demanding better, fairer, and more comprehensive resources. To rewrite text requires thorough research and
infusion. Occasionally, publishers and authors minimize the process by
creating an illusion of equity. Two common short cuts are using large
pictures of nontraditional individuals (in the beginning of the package
or fronting major sections), with little evidence of content inclusion;
and “special focus sections” that discuss, yet segregate, tasks of underrepresented groups with exceptional or stereotypical stories. School
culture can also be a blanket for cosmetic bias. When the mission statement claims that every student matters, but the trophy cabinet in the hall
is filled only with sports trophies and no evidence of other types of
activities, bias is apparent.
Just as these seven forms of bias impact the curriculum we cover in
schools, they are also relevant to the way we communicate and teach
students. Educators can demonstrate bias when they lack knowledge
about the diverse students in school (invisibility). And, when they do
get to know new students, they might easily slip into limited expectations (stereotypes). In an attempt to meet the needs of some groups
with events like Black History and Women’s History Month, educators
can fragment content and people from an inclusive approach (isolation).
An attempt by educators to treat evacuated children normally may be
symptomatic of denial rather than resiliency (unreality). Unintended
humor about someone’s Cajun accent can be demeaning (linguistic bias).
And, portraying the whole story, a school can too easily project that
everything is fine, declining academic, social, and physical supports for
traumatized children (cosmetic bias) (Lerner, 2003).
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What We Know About Stress Management
Stress is managed so that people and the school survive and thrive.
It’s a very big issue….The data show that, next to the loss
of a parent, an abrupt move is one of the highest stressors
that kids can have.
—Kevin Dwyer, Former president of the
National Association of School Psychologists, 2005
Unfortunately, even teachers who are willing to provide this support are so
overscheduled and have so many students, they end up doing their listening
and connecting on their own time or referring students in need when
help is, indeed, available. More often than not, however, we are rushed, distracted, and stressed when we are needed most. As a result, our responses—
while occasionally expedient—aren’t terribly supportive. Instead of
making ourselves available to give a student attention, acceptance, and
validation, we give advice and admonishment. We lecture. We dismiss
or mollify. We tell them to just get busy. We get angry and impatient. We
criticize and blame. We compare them to someone who is worse off or tell
them they’re lucky their problems aren’t bigger than they are. We minimize the seriousness of what is very real to them. We make excuses for
the person who has hurt them. In short, we do all kinds of things that don’t
feel safe or supportive to someone who’s upset (Bluestein, 2001, p. 258).
With so much attention on our students’ postcrisis stressors and strains,
it’s terrifically important that we also pay attention to ourselves and our
staff. A teaching friend recently offered, “There is one way to eliminate
stress in your life. If you’re hung upside down in a tub of boiling peanut
butter and you’re dead, you won’t feel any stress. Stress is what we get
for being alive.” This stress is also what we get for being educators. It
comes with our individual vulnerability and many broad institutional and
political dynamics.
The stress of teachers working with behaviorally disordered students
has been studied. This sample of 244 teachers allows us to compare
those working with a challenging student population and the comparative situations we now face (Pullis, 1992). We suspect that you could
brainstorm (and you might want your staff to try) a similar list with
ease. The primary sources of occupational stress identified by those
teachers (in order of importance) were as follows:
1. Inadequate discipline policies of the school
2. Attitudes and behavior of administrators
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3. Evaluations by administrators/supervisors
4. Attitudes and behavior of other teachers/professionals
5. Work overload
6. Poor career opportunities
7. Low status of the teaching profession
8. Lack of recognition for good teaching
9. Loud, noisy students
10. Dealing with parents.
Not surprisingly, many teachers trace their work-related stress right to
their administrator or to assigned administrative tasks. In one elementarylevel study, the site with the lowest teacher stress had a principal who
projected a clear vision for the school and nurtured a close relationship
with the staff (Harris, 1999). Teachers who exhibit high-stress markers
can be tired and depressed, complaining that they have little time for
routine paperwork concerns. So, the teachers’ and principal’s struggle
with responsibilities entangles the stress for all.
In this overview of stress, we haven’t even added the extra stress of
hurricanes, displaced youth, high-stakes testing calendars, and the avian
flu! Educators, like our adult counterparts across the professions, attempt
to manage their stress with positive coping techniques. They use time
well, preparing and organizing lessons so effectively that problems such
as acting-out students and broken copiers are minimized. They prioritize
with self-assurance, saying yes to things they can do (and do well) and no
to other things. They find and make time to relax. We have a friend who
sits in her car, outside the garage, following the drive home from school.
Her children know she has arrived home, but she uses the time for reflection, transitioning, and even reading the mail. What might be relaxing for
you might create havoc for another teacher. A teacher who knits to relax
during staff meetings may cause anxiety for the presenter!
You won’t be surprised to find that teachers who maintain a regime of
healthy eating and exercise handle stress with some ease. It’s a paradox
that most people say they don’t have time to exercise, and yet when they
make time, many other tasks fall into place. And the “I’m too tired”
excuse doesn’t jibe with the research. Good nutrition and activity promote quality sleep and vigor. Communicating about school problems
with your colleagues is a successful approach. We have all experienced
humor and relief when venting (not ad nauseam) our professional and
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personal concerns. You have probably been part of a collaboration that
allowed you, as a team, to accomplish and share work—often exceeding
the possibilities of anyone working alone. Maybe you can combine a
few of these techniques. When you are assigned to recess duty, walk
with another grade-level teacher and talk. Carpool, saving gas, and
gabbing along the way. Finally, many educators actually report that
they take a day off to ease the stress and pressure or to manage some
responsibilities on their own to-do list.
Our focus is on what schools can do to support a positive school culture
and climate. When teachers were asked what a school could do to relieve
their stress, they replied (in order of importance) as follows (Pullis, 1992):
1. Allow time for teachers to collaborate/talk.
2. Provide more workshop/inservice/advanced courses.
3. Provide more verbal praise/reinforcement/respect for the job.
4. Provide more support.
5. Provide more paraprofessionals/support staff/clerical assistance.
6. Provide more educational opportunities to learn about students with
behavioral disorders and program options.
7. Build better communication and decision-making involvement with
administrators.
Teachers sometimes admit to being overwhelmed and worry that something will give or blow or crash. Maybe you’ve heard them struggle with
comments like, “I can’t wait for flu season. At least my class is small
and manageable,” or “These AP classes are too much. All the kids show
up and turn in their homework for me to correct.” But more often than
not, educators choose to be in the field because we want to work with
children. And when the children in our charge are struggling, maybe
even beyond our ability to comprehend and empathize, we must do
what we can to manage ourselves so that we can positively support
them. While it might be possible to list a score of successful stress
management strategies, it, too, would probably overwhelm any teacher.
Two themes are evident across much of the research. Having a support
system (in and out of school) is a major means of managing stress
(Schonfeld, 2002). The other technique frequently mentioned is the
control, or at least the reduction, of negative emotions (Roger, 1995).
If you consider these two techniques—in light of faculty meetings, the
teachers’ lounge, working with an overwrought colleague, or your own
personal phases of teacher stress—we suspect you will concur.
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Think of the positive collegiality generated by educators working
together to improve school culture and climate. You take on a task to
change a routine or ritual, and then you work it through until it benefits
the whole community. Now, on top of that, the social and professional
networking diminishes your own stress. That’s a reasonable goal. We all
know teachers who whine and complain about school, parents, and students ad nauseam. Their comments have entertained or angered us for
years. We giggle or grimace when a student is discounted the first time,
but when an incident becomes a compulsive retelling, serving the
speaker’s need to be heard, the cost of this negativity is widespread.
Some therapists have counseled that telling a story once is practical,
twice is clarifying, but the third time is obsessing. Limit yourself and
attempt to limit others by shifting away from negative emotions into
productive (and positive) alternatives. The effort and the energy flow
become an empowering and natural result of this entire workshop.

What We Do with What We Know
Your school culture and climate is not fixed. It’s transient. Although
traditional homecoming and prom events might be burdened by rituals
from the previous century, schools have learned to re-create traditions to
reflect their current community. If too few school psychologists make it
impossible to correctly place children, find a way to ratchet up the system with outside personnel. If instructional practices are boring at best
and bad in too many classrooms, institute support systems for teacher
training. If the curriculum is tedious and irrelevant, use this as a chance
to create and deliver engaging content. And if you, your faculty and
staff, and students are doing good work—celebrate it.
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This workshop is designed for use with Program 2, Supporting Positive
School Climate and Culture, which introduces the significance of life in
schools. Based on the premise that we, as educators, can influence the
well-being and achievement of all children, we have identified characteristics of schools that work—especially when individuals or groups of
students have been traumatized. Our program focus in the Workshop
Overview (Parts A and B) is to introduce the pertinent characteristics of
a positive and supportive school. This will allow you to make necessary
step-by-step and even transformational changes on your campus. While
the attention may be on promoting schools that work for affected students,
we intend that an improved culture and climate will benefit you, as well.

Workshop
Overview
Parts A and B

Reading the Introduction and Facilitator’s Guide in advance of the training will provide useful information. A deep and wide background on the
subject of school culture and climate will allow you to make meaningful
decisions for and with your faculty. As a facilitator, you may choose to
use this agenda or customize it to suit your site’s needs.

Objective:
Enable participants to study their schools (generally outside the classroom) and pursue short- and long-term changes so that the well-being
and achievement of all students are supported.

Workshop Overview (Part A)
Time Guide and Agenda
Objective:

Facilitator’s Note
The opening section is offered
in two parts, A and B. The parts
can be streamlined into one
three- to four-hour session.

Enable participants to study their schools (generally outside the classroom) and pursue short- and long-term changes so that the well-being
and achievement of all students are supported.
Time (min)

Activity

10

Welcome and Opening

10

Pursuit: Reader’s Theater

20

Pursuit: T-Shirt Design

20

What We Know: School Culture and Climate

20

What We Know: First and Second Order Change

10

Closing and Action Planning

1:30

Total Approximate Workshop Time
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Workshop Materials
For this section, you will need for each participant copies of
Handout 1, T-Shirt Handout
Handout 2, Walkabout (Optional)
Handout 3, Overview (A and B) Action Planning
Pages 89–111 from the Introduction and Facilitator’s Guide
You will need a transparency or slides of
Slide 1–3, Supporting Positive School Culture and Climate
Slide 4, T-Shirt Task
Slide 5, Key Terms
Slide 6, A Definition of School Culture and Climate
Slides 7–10, Objectives
Slide 11, Change
Other materials and equipment needed for this workshop include
Overhead projector or laptop and monitor
Newsprint pad and easel
Tape, markers, name tags, and snacks
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Welcome and Introduction (Workshop Overview Part A)
[10 minutes]
1. Welcome everyone to the workshop and introduce yourself as the
facilitator. Your role includes guiding the group through the content
and processes and assisting participants to meet the workshop
objectives.
2. Present the objectives of the workshop by showing Slides 1–10 (see
Facilitator’s Note on Slide 4, T-Shirt Handout 1), Opening through
Objectives. This section introduces participants to the importance
of supporting a positive school culture and climate and the process
of change.

Pursuit—Reader’s Theater [10 minutes]
1. Introduce a brief Reader’s Theater (Instant Reading) to follow the
objectives and connect professionals with the content’s intensity. Use
writing that students and teachers have contributed from affected
schools (about the hurricanes or a similar circumstance). Newspaper
articles can be used to highlight the incredible toll on schools. Web
sites and blogs may have entries that bring the experience to life.
2. Ask for several volunteers (perhaps a few you tapped before the
session began) to dramatically read a “script” written by an affected
individual. Give the readers an easy-to-see, large-print script (a few
sentences or a paragraph) that highlights the workshop objectives
with words, voice, and gestures.
3. Allowing a silent reflection or some minimal chatting may help the
participants to debrief from the readings (Handout 2).

Facilitator’s Note
Depending upon your training
style, time frame, and group,
you may start with the formal
overview and objectives, or use
Slide 4 and the T-Shirt Handout 1, to bring participants
directly into the process and
content. Although it does not
follow the traditional “lesson
plan” of opening with objectives, doing the T-shirt task first
will allow for an inductive
approach to the content and
model your openness to change.

Pursuit—My T-Shirt [20 minutes]
1. Set participants up for an important ice breaker with the following
premise: A key element of any good workshop is building relationships that support positive growth and development—even over a
day’s training. Presuming that this will occur is not the way to construct culture and climate. So, we must model connecting in our
session and request that you do it in yours. Even teachers who have
worked together for years may know little of real import about each
other. Discussions about where to get good teaching supplies or
unwinding after a conversation with a difficult parent can too often
overwhelm our brief lunch or planning time. So, people need to get

Facilitator’s Note
The personal writings of students
from Columbine High School
were crafted into a powerful
play, Columbinus, which is
touring the United States. We
anticipate that stories from the
2005 hurricanes will become
a part of our national memory.
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Facilitator’s Note
The T-Shirt Handout 1 and
Slide 4 are void of directions
and rules so that you can
easily shift to your own
program targets. Posting the
specific quadrant assignments
and rules (on a flip chart or
additional slide) will help
participants to follow
directions correctly.

Facilitator’s Note
The challenge of drawing and
not using words or letters will
be tough for participants. If
they balk and complain, try
to diffuse it with humor and
motivation. “Think of all the
times students say they can’t
do something. Don’t let this
be a barrier for you, because
there is so much other hard
work yet to come in this
workshop.”

to know each other a bit, all in line with whatever havoc or hope
brought them together.
2. Explain that to model the importance of recognizing and building
relationships, participants will share a bit about themselves by
creating their own T-shirt.
3. Set up the task: Through the centuries, people have let themselves
be known by how they presented to others. A tribal mask carried
by African dancers, a silk pattern woven through the fabric of Asian
rulers, and a coat of arms on the shield of European warriors all
revealed a bit about the wearer. For us and our students, one way to
show who we are is by the T-shirts we wear. Let’s start with a huge
empty white one and create our own personal T-shirt design. And
think about it: many of the people evacuated from the Gulf Coast
left their place of birth with little more than the shirts on their backs.
4. Have participants design the shirt image that tells us about them
(Handout 1; Slide 4). They must use the space in each quadrant
(1–4) to draw answers to the following cues:
Show where you are from (1).
Diagram your educational role, grade level, and field in
education (2).
Draw something you and your school do for struggling
youth (3).
Represent a time in your life when you triumphed over a
challenge, crisis, or ordeal (4).

Facilitator’s Note
If you see the T-shirt pursuit
as valuable, use it in your
work. If it doesn’t seem useful,
with a little creative energy
and willingness to “try,” you
can reconstruct ideas that are
right for you. We want you to
be willing to change and not
feel stuck…by personal or
professional circumstances.
When you change something
and it works and your feedback
is positive, it is empowering.
That’s important for your own
well-being and bodes well for
the school’s culture and climate.
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5. Challenge participants to follow these rules:
You must use art—symbols and graphic images.
You may not use any words or numbers.
You will have only five or six minutes to sketch your shirt
design.
(Colored markers and crayons are just fine if available.)
6. After about five minutes, have participants share their T-shirt designs
by asking them to hold up their drawing and talk about each quadrant.
If your group is small (fewer than 10 participants), everyone can share
their art. In a large group, create subsets (departments, table groups,
crossing neighborhoods) for sharing. One minute per participant is a
tight and reasonable goal for sharing.

7. Ask for unique samples or stories for each quadrant from the entire
group. Place the art around the room so that the group begins to have
personal ownership of the space. Or have participants use their T-shirt
as their workshop notebook cover. This can assist individuals to connect as a learning community.

What We Know—School Culture and Climate [20 minutes]
1. Introduce the importance of school culture and climate to the
participants, drawn from the introduction to this workshop.
2. Tell participants that as they read each slide (6–10), they should
think about and share positive examples of school culture and
climate fostered at their site.

The Definition of School Culture and Climate
School culture and climate refers to the sum of the values, cultures,
safety practices, and organizational structures within a school that cause
it to function and react in particular ways.
Some schools are said to have a nurturing environment that recognizes
children and treats them as individuals; others may have the feel of
authoritarian structures where rules are strictly enforced and hierarchical
control is strong.
Teaching practices, diversity, and the relationships among administrators,
teachers, parents, and students contribute to school climate. Although the
two terms are somewhat interchangeable, school climate refers mostly to
the school’s effects on students, while school culture refers more to the
way teachers and other staff members work together (McBrien & Brandt,
1997).
3. Using guided imagery, lead participants on a tour that highlights
aspects of school culture and climate (Handout 2). Try the following
script: “To sense the current state of your school, imagine yourself as
an outside education consultant, with a specialty in school culture
and climate. Your task is to walk about a school that is considered a
model program—equitable and effective. Other experts who have
been there before have praised it on many counts and say that
students, teachers, and all school personnel are really connected. The
school attempts in several ways to manage the realities of diversity
given the gender, race, ethnicity, class, regionalism, and abilities of
the students. And now, the school has welcomed a large number of
youngsters from the Gulf Coast area. You are planning to take good
mental (or written) notes on your visit. Imagine that we will be

Facilitator’s Note
These four cues have been
selected for our session, to
represent the importance of
your connection to the school’s
culture and climate. Depending
upon your class or participant
group, age level, and subject
area, this task is a wonderful
way to introduce people and
build relationships.
As an example, imagine you are
teaching middle school science
and want to build rapport in
your room. Frame your four
sections with an amoeba and
set up four cues to motivate
them. Ask students to
1. Sketch a picture of a scientist.
2. Draw something you have
studied in science.
3. Tell what you are doing when
you are having fun at school.
4. Show something about you
that made you and others
proud.
Cues to support faculty and staff
in collaborative problem solving
might be
1. Sketch a self portrait as your
students might see you.
2. Draw yourself when you are
(or were) having a terrific
time teaching.
3. What current school concerns
are on your to-do list?
4. What one professional area
are you currently working on?
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walking with you, probing your observations as you observe
and record. Be conscious of the other two target areas (building
resiliency and exploring parent and community partnerships)
from this program.”
4. Slowly state each aspect of school climate and culture and pause.
Ask participants to imagine what they see, hear, smell, feel, and
even taste! Encourage them to create mental pictures or jot down
notes about what they see.

•

Physical Environment

•

Curriculum/Instruction

•

Composition/Access

•

Community Outreach

•

Instructional Materials

•

Behavior Management

•

Relationships/Connections

•

Other(s) ___________________

5. Ask participants to imagine how students might respond to the aspects
of school culture and climate. Is it positive? Is it supportive? What
are you hearing in the words of traumatized youth? What are you
seeing in their behaviors? What’s not okay and might be worth
changing, to create better outcomes?

What We Know—First- and Second-Order Change
[20 minutes]
1. Review the change concepts from the Facilitator’s Guide. People don’t
generally rush to change. Introduce the process and elements of
change with Slide 11 (see pp. 94–97). First-order change is a step-bystep process of improvement. It’s what we plan for with our time and
talent. Second-order change is far from incremental and requires striking shifts in what people think, say, and do. Solicit site-based examples from the participants’ experiences for each type and check their
answers against the definitions.
2. With the group, discuss patterns we face when we desire or need to
change. Usually, when we examine an old idea or learn about a new
one (like the introductory get to know each other T-shirt pursuit), our
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pattern is to use it as is, or say, “This won’t work with my school/site/
parents/students/so forth,” and cast the idea aside. For us, especially
in a tough educational climate, it is important to look at policies and
practices in a thoughtful, analytical manner. Then, instead of avoiding
change, plan to make changes (first-order change) in a strategic way.
Or take the risk and power associated with second-order change, if
that is in keeping with your school role and opportunity.
3. Ask participants to consider the T-shirt task. It can easily be reconfigured to be meaningful and explicit for another group or in their own
classroom. The key point is that everything in this workshop can be
used as is or changed to meet the needs of staff and students at your
site. It is absolutely okay—in fact, even admirable—to make changes
that positively affect your school culture and climate. This point will
be continued in Part B of the workshop.

Closing and Action Planning [10 minutes]
1. Rather than having participants complete an evaluation about the
workshop, ask them to consider themselves and their educational
circumstances to develop their first personal/professional action plan.
It is important to dignify this self-study with enough time to make
notes responding to each of the selected items. Use or revise the
Overview (Parts A and B) Action Planning Handout 3 in the appendix.
2. When most people have completed their plans, it is useful to take their
written words to a higher level. Have participants verbalize, with one
or two partners, one item under each category. Stating elements from
their plan out loud extends their commitment to action. Hearing others’ ideas about what they will do, or how they need assistance, promotes support and collaboration.

Facilitator’s Note
Some workshops end as people
complete their paperwork
(typically evaluations) and dash
out the door to pick up a child,
head off to the sports field, or
saunter back to class to finish
a lesson plan. This dissipates a
group’s energy and the shared
climate and culture we intended
to cultivate. It is wiser to end
the workshop as a full group
and in a positive, “up” manner.

3. If possible, collect, review, and copy each action plan. In a short time,
return the originals to the participants. This generates awareness that
their thoughts and talk are the beginning of a commitment to behavior
changes and actions. When you, as the workshop facilitator, add positive feedback to a returned action plan, it demonstrates support and
accountability for all constituents.
4. Distribute a copy of the Introduction and Facilitator’s Guide (pp.
89–111), to participants. Reading these pages will promote understanding of the content along with the experiential processes of this
program.
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Facilitator’s Note
If you do the Overview
(A and B) in one session,
material distribution and
logistics would follow the
end of Part B.

5. In addition to confirming dates and locales for future sessions, thank
everyone for their workshop contributions and their commitment to
action.

Overview (A and B) Action Planning Handout 3
6. Have participants focus on the session’s topics: school culture and
climate, building relationships by sharing who you are, and using a
strategy to implement first-order change. The action plan format is
shown below.

Consider the information presented and how it can be used in your
job/assignment/responsibilities, with special regard for traumatized
youth and the school culture and climate.
As a result of this session,
1. Activities/ideas I want to accomplish are…
2. During the next two weeks, I will…
3. During the next year, I will…
4. Ways in which I need resources and support are…
5. A question I still have is…
Name __________________________________________________
Job Area ________________________________________________
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Workshop Overview (Part B)
This workshop is designed to continue Program 2, Supporting Positive
School Climate and Culture, by expanding your understanding of life in
schools. As educators, it is natural for us to care about children’s welfare
and academic attainment. However, what we think, say, and do may not
always promote the best for individuals or groups of students, especially
when they have been traumatized. Following the introduction covering
characteristics of a positive and supportive school, Part B will pinpoint
attitudes, verbalizations, and behaviors adults can model in practices
and programs. When certain school rituals and routines aren’t working,
there’s even a strategy for change.
Reading the Introduction and Facilitator’s Guide ahead of time will give
you a chance to recall stories and cite examples that bring meaning to the
process. As the trainer, you are welcome to use this agenda or change it
(maybe even using the change strategy) so that it works for your
participants.

Objective:
Enable participants to study their schools (generally outside the classroom) and pursue short- and long-term changes so that the well-being
and achievement of all students are supported.
Time (min)

Activity

5

Welcome and Opening

20

What We Know: Attitudes, Verbalizations,
and Behaviors—Understanding AVBs

25

Pursuit: Change Strategy

10

Closing and Action Planning

1:00

Total Approximate Workshop Time

Workshop Materials
For this section, you will need for each participant copies of
Handout 4, Understanding AVBs (Attitudes, Verbalizations, and
Behaviors)
Handout 5, Come On In (Optional)
Handout 6, Change Strategy
Handout 3, Overview (A and B) Action Planning
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Pages 89–111 from the Introduction and Facilitator’s Guide
You will need a transparency or slide of
Slide 12, Change Strategy
Other materials and equipment needed for this workshop include
Overhead projector or laptop and monitor
Newsprint pad and easel
Tape, markers, name tags, and snacks

Welcome and Introduction (Workshop Overview Part B)
[5 minutes]
1. Welcome everyone to the workshop and introduce yourself as
the facilitator. Your role includes guiding the group through the
content and processes and assisting participants to meet the workshop objectives.
2. This section begins by introducing participants to the workshop
terms (Slide 5), including attitudes, verbalizations, and behaviors
(AVBs) from the Introduction in the Facilitator’s Guide (pp. 92–93).

What We Know—
Attitudes, Verbalizations, and Behaviors [20 minutes]
1. With the entire group, describe the distinctions between attitudes
(what we think), verbalizations (what we say), and behaviors
(what we do). Use a story (your own or our example about
breakfast food) to clarify the concept.
2. Use the Understanding AVBs Handout 4 to play out a problematic
and then a positive scenario with attendees. Do they recognize
their school colleagues or themselves in any of the thoughts,
words, and deeds?
3. Ask for participant examples that demonstrate personal AVBs that
are aligned and affirmative. Can they generate any from their role
as educators? Reinforce examples when educators think, say, and
do effective work for students and schools.
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Pursuit—Change Strategy [25 minutes]
1. Discuss each of the five change elements with examples and Slide 12
(Morris & Stiehl, 1999). The T-shirt pursuit examples below will
connect participants with their previous experience and knowledge.
Applying a change strategy will assist everyone to make first- and
second-order changes at school.
People: Rearrange the way people are organized and working.
Examples: Become the artist for a close colleague or
friend; put yourself as a teacher on the front and as a student on the back; have people work in departments, project
teams, or grade-level clusters to create a team design.

Facilitator’s Note
If the T-shirt example doesn’t
work for you and your
participants (perhaps because
you used a different introductory
pursuit), use the process of
setting up a workshop (logistics,
resources, table arrangement)—
something most ASCD members
will easily recognize.

Equipment: Alter (by quantity and quality) the materials used.
Examples: Try real T-shirts; draw a T-shirt on paper that
becomes your workshop book-cover; work with only one
color marker; bring out all the wild art supplies, including
glue and sequins.
Movement Pattern: Add or modify the physical action in the task.
Examples: Have people design one section of a T-shirt and
then pass it to someone else who fills in the next quadrant;
do it over a series of days or months, to see transitions;
draw on the classroom floor.
Rules: State what you can and cannot do.
Examples: Make five (or 15) quadrants instead of four;
draw only with the nondominant hand; use only words
and letters; limit the time to two minutes.
Purpose: Consider the real reason for the task.
Examples: If the original purpose of the T-shirt task was
to introduce yourself to others, draw in a reflective journal
so that only you will see it; modify the four cues to meet
targeted math indicators; have small finished shirt designs
identify each faculty mailbox.
2. Help participants understand that changing one or more elements
can really change the entire purpose or product. In fact, it isn’t
necessary to change many things just perhaps the right thing, to
get a desired outcome.
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Facilitator’s Note
The Come On In (Optional)
Handout 5 is a sample that
involves changing the entrance
to the school and the way
students are welcomed.
This could be a take-away
assignment or one you revise
with attention to your site
circumstances.

3. Focus on each of the elements separately. Some people tend to take
a big and onerous approach (How can I fix after-school detention?).
It is better to suggest lots and lots of possibilities under each element
(People: How can we assign the teachers? Who else could we assign?
How many students can fit in the room? Can they work in large or
small groups?) After you have many ideas for each element, synthesize some solutions worthy of first-order implementation or secondorder transformation.
4. Explicitly state that the big purpose is to understand the change strategy so that participants can apply the five change elements to school
policies and practices, thus supporting a positive culture and climate.
If they relate the process only to the T-shirt pursuit, then they have
missed the bigger purpose.

Closing and Action Planning [10 minutes]
1. Brainstorm several other routines that are part of the school culture
and climate (going to assemblies, cafeteria patterns and seating,
getting into classes on time, bringing new students to after-school
activities). How could these be more positive and supporting?
2. Cue participants to the Change Strategy Handout 6 and review the
task. Reinforce the value of moving beyond thoughts and talk to actually doing something! Assign this task to participants. They could
work alone or in small groups. It’s important to use the change strategy to implement or transform routines and practices at their school.
3. Establish a way for participants to share their results with other
attendees: via posting on a Web site or blog, creating a collaborative
notebook, or presenting at a follow-up workshop. By doing this,
facilitators are modeling that the work is ongoing and developmental—a real chance to enhance school culture and climate by stretching the typical time limits of a session.
4. If you have not already done so (at the conclusion of Overview Part
A), distribute to participants a copy of the Introduction and Facilitator’s Guide (pp. 89–111). Reading these pages will promote understanding of the content.
5. In addition to confirming dates and locales for future sessions, thank
everyone for their contributions to the workshop and their commitment to actions at their schools.
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This workshop is designed for use with Program 2, Supporting Positive
School Climate and Culture, which introduces the significance of life in
schools. Following the overview (Parts A and B), we study the importance of connections—those demonstrated in students’ relationships and
in student-teacher interactions. Major themes are the importance of joy
for students, the circle of friendships that support student resiliency, and
the personal regard revealed in our interactions with them. Throughout
the workshop series, we will spiral back to previous content, reviewing
AVBs and giving you continuous chances to action plan around your
school culture and climate.

Workshop 1

Reading the Introduction and Facilitator’s Guide in advance of the training will provide useful information. Although we have provided an
agenda, you may choose to revise it to accommodate particular concerns
at your site. Working with a team to define and direct your efforts might
be timely and a useful extension of this work.

Objective:
Facilitate individual connections through interpersonal relationships and
teacher-student interactions so that all populations are valued.

Time Guide and Agenda
Time (min)

Activity

5

Introduction

25

What We Know: Individuals are connected through interpersonal relationships and teacher-student interactions
The Importance of Joy
Circle of Friends

30

What We Know: Teacher-Student Interactions

10

Pursuit: Teacher-Student Interactions: Good? Bad? Ugly?

10

Pursuit: AVBs—In Their Shoes

10

Closing and Action Planning

1:30

Total Approximate Workshop Time
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Workshop Materials
For this section, you will need for each participant copies of
Handout 7, Action Plan: In Their Shoes
Pages 89–111 of the Introduction and Facilitator’s Guide
You will need a transparency or slides of
Slide 13, What We Know About Connecting Students
Slides 14–15, Expressing Joy
Slide 16, Circle of Friends
Slide 17, Making Connections
Slides 18–23, TESA
Other materials and equipment needed for this workshop include
Overhead projector or laptop and monitor
Newsprint pad and easel
Tape, markers, name tags, and snacks

Welcome and Introduction [5 minutes]
Facilitator’s Note
A buzz group is a directed
conversation on a particular
topic for a defined time period.
Since faculty often need and
deserve a chance to talk, why
not dignify the process?

•

•

Explain one thing you
have consciously thought,
said, or done intentionally
as a result of the last
workshop.
Describe a particular
student at your school
who has high coping
skills and resiliency.
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1. Create brief buzz groups for participants as they enter the workshop.
Having them fill up tables from one side to the other will allow individuals to become a part of the cadre and get right into conversations.
As people gather, they should discuss with their colleagues responses
to the comment(s) you have posted on the board (or flip chart). Chat
related to the previous session and school culture and climate is
important and a good warm-up.
2. Welcome everyone to the workshop and introduce yourself as the facilitator. Your role includes guiding the group through the content and
processes and assisting participants to meet the workshop objectives.
3. If your participants are new to the series, use a quick icebreaker so
that they feel welcomed and included. Have each participate state
their name and describe a person they really connect with (from the
past or present) in education.

What We Know About Interpersonal Relationships
[10 minutes]
Facilitator’s Note

Individuals are connected through interpersonal relationships and
teacher-student interactions
4. Introduce the importance of connections—each one of us deepening
a link to our inner selves, to important close friends, and to the community (Slide 13).
5. Explain to participants that one of the most magnetic forces keeping
kids close to school and each other is experiencing joy. Following
trauma, it takes high-impact happiness to compensate (in a healthy
way) for a severe sense of loss. It is certainly better that young people
feel joy through the myriad of positive pursuits available in schools
(Slides 14–15).
6. Review the list of ways schools can promote joy and have participants
Think, Pair, and Share about their own experiences. Can they recall
times as a student, educator, or even parent when the expression of
joy has been evident in school?
7. Show participants the Circle of Friends slide (16) and ask them to
create their own series of circles as you cover the content and criteria from the four areas (see p. 98 in the Facilitator’s Guide section).
Like any good graphic organizer, people’s active drawing will connect the content. It is also an artistic expression (however minor)
that could bring some joy.
8. Review the four circles, from outside to inside, and have participants
add, on their organizer, the personal names that fall into each area. By
identifying important names in one’s Circle of Friends, participants
will validate their own community and better support students’ needs
to connect.

Sample Introductions (to model
a tight and accurate response):
“I’m Felicia Munroe and I really
connected with my school principal when I was in 4th grade.
She was this big woman who got
on our level when she talked to
us. She never talked down to
anyone. And, when I got in big
trouble once, she listened, gave
me a break, and reset the bar
high for me. I exceeded her
expectations from then on.”
“I’m Peter Thompson and my
science department (of three!)
has reconfigured our schedules
so that we are working in our
strongest area and really collaborate on the test prep.”

Facilitator’s Note
Think, Pair, and Share is a
strategy to quickly promote
interaction and support learning.
Individuals begin by hearing
and thinking about defined
content, then finding a nearby
partner, and briefly talking.

9. Use the Making Connections slide (17) and have participants popcorn
ideas until each box has at least one idea to help students connect with
a circle of friends before, during, and after school.
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What We Know About Student-Teacher Interactions
[30 minutes]
Facilitator’s Note
Popcorn(ing) responses is a
term used to describe quick,
short answers, often shouted
out, from a group. As a
facilitator, you can point
to people, go up and down
rows, or accept the call outs.

1. Remind participants that adults in schools are always interacting
with students. Whether it’s a formal classroom environment or a
walk through the halls, teacher-student interactions include the
young people we speak to (or ignore), hear (or avoid), touch
(or evade), walk toward (or dodge), and remediate (or discipline).
2. With the assistance of Slides 18–23, introduce the Teacher Expectations and Student Achievement (TESA) program strand titled
“Personal Regard.” Explain briefly about each of the interactions
using these talking points and integrating examples from your
own or the participants’ experiences.
Positive
Regard
Proximity

…means being within arm’s distance from a student
over the course of a time segment.

Courtesy

…is evident across a supportive and positive school
culture and climate.

Personal
interests and
compliments
Touching
Desists
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TESA (Teacher Expectation and Student Achievement)

…affect the tone of a school.
…(in positive ways that support learning) is an important
form of communication.
…is a term used to mean what a teacher does to stop
a misbehavior.

Pursuit—Good? Bad? Ugly? [10 minutes]
1. Ask participants for good, bad, and ugly examples of each interaction
as you move through the list. Ideas can be recorded on flip charts by
group members. Our higher-level approach, particularly to support
traumatized students, demands understanding the effective (good) use
of these interactions. It is our experience that many educators understand them, and yet some are not able to demonstrate these skills
equitably or with students who need them the most.

•

Good (effective for the students’ affective and cognitive
development)

•

Bad (didn’t influence the student in a constructive manner)

•

Ugly (may have been destructive, biased, or discriminatory)

2. Reinforce that what matters about demonstrating positive regard—
we do the strategy well, and we do it for all of the students. When
we don’t, there is a chance that our unconscious yet well-intended
behaviors show bias or even discrimination.

•

Ask educators to recall a time when they used effective instruction but used it selectively, with only certain students. (Wait
time is often used only with students for whom we hold high
expectations.)

•

Or ask educators to remember a time when they treated everyone
exactly the same, but perhaps it was in the same ineffective manner. (Doing a 45-minute lecture with no engagement strategies to
chunk content or check for understanding.)

3. Check in with participants’ attitudes, verbalizations, and behaviors
(AVBs). Are their student-teacher interactions a positive and supportive representation of effective instruction? As a whole group,
ask participants to share what they have learned about interactions
and how it relates to school culture and climate. How do these
interactions, fostering personal regard, connect students in school?
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Pursuit—In Their Shoes Handout 7 [10 minutes]
Facilitator’s Note
Assigning a reading section
(from the Tools) with a duringreading strategy will prepare
participants for the next
workshop. As individuals read,
they can make a ☺ in the
margin next to several items
with which they agree, a
question mark (?) next to any
confusing items, and a L next
to text with which they really
disagree. And, if people don’t
do the assignment, it gives us
a chance to reflect on our
own AVBs about students who
do not complete work.

1. Ask participants to imagine a student in their school dealing with
difficult circumstances. Can they make a connection by predicting
what the student is thinking, saying, and doing during school? If
possible, bring to mind authentic observations of three particular
students and record them on Handout 7. (A sample response is
included.)
2. Discuss, in groups of two or three (across departments or grade
levels), some of the participants’ observations or predictions. Let
each image, positive and negative, become a snapshot that allows
everyone to see the school in someone else’s shoes.

Closing and Action Plan [10 minutes]
1. Ask participants how they can improve connections in their schools.
Now remind them that what they have said must now shift from
thoughts and words to actions.
2. Focus participants on the relevant pages in the Facilitator’s Guide
(pp. 98–102). Reading these pages before the next workshop will
augment understanding and processing skills.
3. In addition to confirming dates and locales for future sessions, thank
everyone for their contributions to the workshop and their commitment to actions at their schools.
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This workshop is designed for use with Program 2, Supporting Positive
School Climate and Culture, which introduces the nature of life in
schools. As you considered the connections between students and teachers, you may have thought, felt, and observed patterns of bias and even
discrimination in the school. Major themes are the importance of joy for
students, the circle of friendships that support student resiliency, and the
personal regard revealed in our interactions with them. Throughout the
workshop series, you will spiral back to previous content, reviewing
AVBs and noting the ongoing opportunities to action plan changes
around your school culture and climate.

Workshop 2

Reading the Introduction and Facilitator’s Guide in advance of the training will provide useful information. Although we have provided an
agenda, you may choose to revise it to accommodate particular concerns
at your site. Working with a team to define and direct your efforts might
be timely and a useful reflection of this work.

Objective:
Integrate layers of diverse youth with an engaging, affirming, and comprehensive approach to curriculum.

Time Guide and Agenda
Time (min)
5
30

Activity
Introduction
What We Know: Diverse learners are engaged with fair
and affirming curriculum
What We Know About Generalizations and Stereotypes
What We Know About Bias

45

Pursuit: The Forms of Bias

15

Action Planning (AVBs) and Closing

1:35

Total Approximate Workshop Time
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Workshop Materials
You will need a transparency or slides of
Slide 24, Engaging Diverse Learners (Intro slide)
Slide 25, What We Know About Diversity
Facilitator’s Note
As you begin to get to know
your participants (remember
“personal regard”), make
the connection concrete by
modeling the five strategies.
Move close to people (in a
positive way); be courteous
(about people who come in
late and scattered); recall
some personal interests of
individuals (during the
workshop); touch people
in ways that support their
involvement (a warm
handshake as they enter the
room); and, if necessary, use
effective desists (intervene
quietly and directly if small
groups are off task).

Slide 26, Expectation Theory
Slides 27–29, Generalizations Versus Stereotypes
Slides 30–37, Forms of Bias
For this section you will need for each participant copies of
Handout 8, Understanding Bias
Handout 9, Forms of Bias
Handout 3, Action Planning (as is or revised)
Pages 89–111 of the Introduction and Facilitator’s Guide
Other materials and equipment needed for this workshop include
Overhead projector or laptop and monitor
Newsprint pad and easel
Blank 3x5 cards, one per person
Tape, markers, name tags, and snacks

Facilitator’s Note
The facilitator can model this
icebreaker effectively. It is
intended to cover the facts and
connect with diversity. Many
people have stories that stretch,
or even break, our expectations
or stereotypes. Examples from
a recent workshop include an
older teacher who did off-road
motor biking; a principal
whose son directs the local
PFLAG center; a black
instructor who teaches Russian;
an elementary teacher whose
parents are both surgeons; and
a middle school administrator,
with no identifiable regional
accent, who grew up and went
to college in New Orleans.
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Welcome and Introduction [5 minutes]
1. Welcome everyone to the workshop and introduce yourself as
the facilitator. Your role includes guiding the group through the
content and processes and assisting participants to meet the
workshop objectives.
2. Use a quick ice breaker so that everyone feels welcomed and
included. One easy technique is for each individual, in only
one sentence, to

•

Tell the group your facts (name, school site/role, grade level,
or subject area)

•

Share something about you that we wouldn’t know from
looking at you.

What We Know About Diversity and Learners [30 minutes]
Diverse learners are engaged with a fair and affirming curriculum.
1. Introduce the importance of diversity and learning—each educator
finds a way to integrate a multicultural approach in his or her work
(Slides 24–26). A focus on teacher expectations, particularly those
related to diversity cultures, remains a critical element of school
climate. There are still teachers whose classroom behaviors reflect
different beliefs about student ability and potential based on stereotypes and expectations, and therefore contribute to uneven achievement (Facilitator’s Guide pp. 102–103).
2. Remind everyone that they will want to avoid simplistic and destructive stereotypes based on ability, class, ethnicity, gender, origin, race,
and religion. We have all heard adults say—
“I don’t see color; I only see children.”
“All of our students are active in the school community.”
“The evacuated kids are assimilating.”
“I treat boys and girls the same.”
Such statements suggest that the educator is speaking about treating
students fairly. Unfortunately, given the fast pace of school interactions, teachers and students often miss subtle and not so subtle
group differences. Becoming aware of these differences is the first
step on the road toward more effective and equitable teaching actions.

What We Know About Generalizations and Stereotypes
1. Ask participants to quick jot a brief answer to the question, “What’s
the difference between group generalizations and stereotypes?”
2. After a few minutes, use the slides (27–29) to compare and contrast
the terms (Cortés, 2000).

•

Flexibility: Generalizations are open to change; stereotypes are
inflexible, rigid, and impervious to new information.

•

Intragroup Heterogeneity: Generalizations recognize that there
are differences within a group; stereotypes make the assumption
that all group members are homogeneous.

•

Clues: Generalizations give teachers a start, an insight about
group members; stereotypes replace clues with assumptions.

Facilitator’s Note
A quick jot is a learning
strategy designed to promote
equitable engagement, giving
each participant a chance
to hear, think, react, and
write (briefly) about a
particular idea.
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3. Transition from the importance of high expectations, for all individuals and the numerous groups they represent, to the impact of
inequitable, unfair, or biased expectations. There was a time, in
decades past, when we could legally discriminate against students
because of their (dis)ability, class, ethnicity, gender, origin, race,
and religion. Some children who did not speak English on the
campus were suspended. Some blacks in the South were taught to
read using only the Bible. Some young people with handicapping
conditions were not admitted to schools. Some girls and boys had
very different coursework.

What We Know About Bias
1. Explain to participants that even though discrimination is illegal,
many schools and teachers perpetuate bias with their students.
Several forms of bias have been identified that will frame our
discussion (Slides 30–37). They include activities and resources;
the environment; and the types of expectations, interactions, and
behaviors to which students are subjected (Sadker & Sadker, 2003).
Forms of Bias

Key Talking Points/Notes

Invisibility

Underrepresenting certain groups in education

Stereotyping

Assigning traditional and rigid roles or attributes to
a group

Imbalance/
Selectivity

Presenting only one interpretation of an issue,
situation, or group of people

Unreality

Glossing over controversial topics and avoiding
discussions of inequity and discrimination

Fragmentation/
Isolation

Separating issues of diversity from the dominant
culture, implying that these issues are less
important and not a part of our society

Linguistic Bias

Using language that reflects the discriminatory nature
of the dominant group

Cosmetic Bias

Creating an illusion of equity in materials and messages

2. Distribute Handout 8, Understanding Bias. Ask participants to take
notes in the center section. After you have briefly described each
form, participants can make a visual representation that best connotes their understanding. This is a learning technique to assist
understanding and recall.
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Pursuit—Forms of Bias, Handout 9 [45 minutes]
1. Distribute Handout 9, Forms of Bias. Divide the attendees into
seven small teams in preparation to jigsaw this pursuit. Each team
will become expert in one form of bias and present their information
to the full cadre. Assign each team one of the seven forms of bias:
invisibility, stereotyping, imbalance/selectivity, unreality, fragmentation/isolation, linguistic bias, and cosmetic bias.
2. Ask each group to focus on its form of bias and respond to the
questions on the handout. Have groups select a recorder to take
notes (using a flip chart, paper, or other available medium). When
the time is up, the groups should select a spokesperson or two who
will present their content to the entire workshop.

•

Read your paragraph. As a group, underline, create, or identify
a statement that defines your form of bias. (This requires participants to quietly read their selection and synthesize an answer.)

•

How does this bias exist or persist in our area, and how specifically might it affect traumatized youth? (This pushes people to
acknowledge what is current at their site.)

•

Thinking back into your past (recent or historic), share problematic
examples of this form of bias. (This focuses participants on our
common history of discrimination and bias. Many of the examples from their past will be evident at other schools now.)

•

Identify several ways you have (or could) overcome this form
of bias, especially for struggling children. (This reinforces educators who have taken great strides to eliminate bias in their
schools and gives them a chance to share solutions that work
for troubled students.)

3. Address all seven forms of bias and any questions as necessary.
If members of the team speak publicly to bias at the school, it is
a highly effective way to shake some individuals out of denial.

Facilitator’s Note
For this task, you want working
groups of four to six people,
with one form of bias per group.
If you are working with a large
workshop, keep the groups
small and assign the forms to
more than one team. When the
working groups are too large,
it limits equitable and effective
participation. (So, for example,
if you have 70 participants,
divide the participants into
14 teams, two for each type
of bias.)

Facilitator’s Note
When this task is done as a
jigsaw, findings of bias are
coming from the participants
themselves—which encourages
a sense of ownership and
lessens denial. This is much
more effective than an outside
(or even on-site) facilitator
targeting the school community.
It also avoids, in our Trainer
of Trainer model, forcing any
one leader to become an expert
in all of the forms of bias.
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Closing and Action Planning Handout 3 [15 minutes]
Facilitator’s Note
The examination of one’s
personal or school bias can
be challenging, and it is
usually more meaningful
when staff arrive at their own
awareness with the pushing or
pulling of friendly colleagues.
So, rather than a facilitator
announcing what’s biased
(or discriminatory), let the
participants provide useful
examples. If you suspect
significant bias, examples
from similar sites may cause
people to have the “ah-ha”
moment.
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1. Use the Action Planning Handout (3) from previous sessions or revise
it to match your site. This is critical when examining diversity and the
school’s climate and culture.
2. Ask several participants to write, on a 3x5 card, personal, and then
professional, actions they plan to take—even before the next workshop. Individuals can sign their cards with initials, if there is a need to
code responses. Collect the commitment cards after the training and
consider using selected cards as the opener for the final workshop.
3. Thank participants for their attendance and contributions to the session.
Make sure the date and location of the next session is announced.

This workshop is designed for use with Program 2, Supporting Positive
School Climate and Culture, which introduces the nature of life in
schools. Just as your students experience stress, many of the same problematic yet routine stressors affect your life. When students are reeling
from stress related to divorce, poverty, homelessness, illness, and daily
expectations, we must recognize that many of the same tensions weigh
heavily upon teachers. We can’t eliminate stress, but we can take some
steps, especially when the school is in crisis mode, to better manage it.
In this final workshop, you will integrate many of the previous concepts
to reinforce, revive, or re-create your school’s culture and climate.

Workshop 3

Reading the Introduction and Facilitator’s Guide before each workshop
will connect your skills with the specific content. In addition to the
agenda, you can target pursuits toward the particular stress points (like
flashpoints) at your school.

Objective:
Ease personal and professional stressors so that the school and students
survive and thrive.

Time Guide and Agenda
Time (min)

Activity

10

Introduction

15

What We Know: Stress is managed so that people and the
school survive and thrive
What We Know About Stress

15

Pursuit: Personal To-Do List

20

Action Planning: Where Are We Going? What Will You Pursue?

1:00

Total Approximate Workshop Time
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Workshop Materials
For this section you will need for each participant copies of
Handout 10, Managing a To-Do List
Handout 11, Final Action Planning
Pages 89–111 of the Introduction and Facilitator’s Guide
You will need a transparency or slides of
Slide 38, Manage Our Stress (Intro Slide)
Slide 39, What We Know About Stress Management
Slide 40, Schools Can Help Relieve Teacher Stress
Slide 41, How we can…
Slides 42–45, Review: Facilitate Connections; Integrate
Diversity; Manage Stress
Slide 46, Action Planning
Other materials and equipment needed for this workshop include
Overhead projector or laptop and monitor
Facilitator’s Note

Newsprint pad and easel

Whenever you are asking participants for a quick introduction,
modeling a short, accurate
example will help them to follow
directions. If not, participants
may get long winded and their
intros will get longer (and
longer) as well. “My name is
Celia Cruz and I am stressed
because my car’s warning light
went on this morning when I left
to drive here.” “Hi. I’m Ashley
Montgomery and I am stressed
because the new test prep books
haven’t arrived.” “I’m Walteen
Brown and I’ve got this one
student who just keeps walking
off campus during lunch.”

Tape, markers, name tags, and snacks

If you have a large group, have
people introduce themselves to
their table mates or cluster.
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Welcome and Introduction [10 minutes]
1. Welcome everyone to the workshop and introduce yourself as the facilitator. Your role includes guiding the group through the content and
processes and assisting participants to meet the workshop objectives.
2. Connect this session with the previous workshop by reading several
commitment cards written by participants at the close of the previous
workshop. See if people kept their commitment. Without embarrassing anyone, you will probably discover that the reason people couldn’t
complete their commitments will lead you right into this session on
stress management.
3. Welcome old and new participants to the series with a quick icebreaker. Have each participant state their name and briefly describe
what’s stressing them out right now, even as they attend the workshop.
Chances are that the cumulative list of stressors will be universal
and draw the group together.

What We Know About Stress [15 minutes]
Stress is managed so that people and the school survive and thrive. Show
Slides 38–39.
1. Introduce the importance of managing stress—with an understanding
that it is not possible to eliminate stress from our own lives or from
the lives of people who surround us.
2. Ask participants (in small groups, and using a flip chart) to generate a
list of the primary sources of our occupational stress. Give them only
a brief time (five minutes) to add to their stress.
3. Check participant lists against the one presented by Pullis (1992) and
shown below. Pullis surveyed teachers working with behaviorally disordered students. These children certainly represent a highly stressful
community, not dissimilar from traumatized youngsters. We suspect
that both lists will have many sources in common.
a. Inadequate discipline policies of the school
b. Attitudes and behavior of administrators
c. Evaluations by administrators/supervisors
d. Attitudes and behavior of other teachers/professionals
e. Work overload
f.

Poor career opportunities

g. Low status of the teaching profession
h. Lack of recognition for good teaching
i.

Loud, noisy students

j.

Dealing with parents

4. Tell participants to remain in their small groups as you show Slide 40,
which describes what teachers want from their schools to relieve
stress. As educational leaders, have everyone look carefully at the list.
What does the team notice about the lists? (Possible responses below.)
a. Allowing time for teachers to collaborate/talk
b. Providing more workshop/inservice training/advanced courses
c. Providing more verbal praise/reinforcement/respect for the job
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d. Providing more support
e. Providing more paraprofessionals/support staff/clerical assistance
f.

Providing more educational opportunities to learn about students
with behavioral disorders and program options

g. Building better communication and decision-making involvement
with administrators

•

Notice how frequently the teachers want MORE? What do
you suspect that means?

•

What can you do as a site leader to provide this relief?

•

What are you already doing to minimize occupational stress?

•

How have your colleagues approached and succeeded in
making the work culture/climate positive and supportive for
teachers?

5. Show Slide 41. Explain to participants that two actions often result in
diminished stress for faculty and staff. When people use (and enjoy)
a support system, the circle of friends from all levels tends to reward
their psyche. But this is most valuable when the collegiality plays
down negative problems, the second useful action.
6. Describe the following scenario (or one that rings true for you) for
participants. If a group of teachers are friends, and the basis of that
friendship is complaining about their world of work, they will probably be stressed and may even be stressed out. Since we can’t break up
faculty (or even student) friendships, it is best to infuse the group with
positive people and some occasional joy. A few whiners in the staff
room can drag everyone down. Many teachers respond by not lunching there, avoiding certain seats at workshops, and silencing themselves during staff meetings. Consider the change strategy from the
earlier session and develop solutions to the downers on your staff.
When competent and upbeat people are affirmed (and less stressed
out), they act in empowering ways.
7. Review themes: facilitate connections, integrate diversity, and managing our stress (show Slides 42-45).
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Pursuit—Managing a To-Do List, Handout 10 [15 minutes]
1. Explain that when educators get overwhelmed or a campus crisis
comes up, we can barely complete the top one or two items we need
to do daily. Getting things done and out of our way makes us feel
productive and on top of things. That’s positive. On the other hand,
we focus our time on those things that must be done, and taking care
of ourselves may not appear on the list.
2. Ask participants to use some of their must do energy to refuel their
personal and professional energy by doing Handout 10, Managing a
To-Do List. List 10 favorite things on the handout.
3. When participants have completed their lists, ask them to reflect on
the items as you pose the following questions:

•

Is there anything on your favorite-thing list that is related to
education, students, and your job? It would be informative to
discern whether being in education is a part of someone’s joy
and well-being. If nothing on the list is related to schooling,
that’s informative as well.

•

Are there items on your favorite-thing list that are all related
to the same thing? If all 10 of a person’s favorite things are
centered on eating food or playing sports, it presents a clear
(albeit limited) focus.

•

Look carefully at your list. Make a check next to everything
you have done in the last three months. Make a star next to
everything you have done in the last year. If you have no checks
or stars, it suggests that you have not been doing any of your
favorite things. This lack could account for a higher stress level
in anyone’s life.

•

Now, make this list an important to-do list. Post it on your
refrigerator; tape it in your calendar; tell your friends, family,
and colleagues—the people who are your circle of supporters.
Do what you can to regularly get this assignment done.
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Closing and Action Plan Handout 11 [20 minutes]
1. This final action planning deserves considerable time and perhaps
some individual and small group attention.
2. Have participants fill out the Final Action Planning Handout (11).
Show Slide 46.
3. As AVBs (thoughts, words, and actions) have been an important part
of the workshop, have each individual state, to the full group or to a
department or grade-level cluster, what they will do in the next two
weeks that will make a difference for devastated youth. Called Taking
a Stand, this exercise asks each participant to stand up when they
speak and remain standing until the whole group is on their feet.
Add your own voice at the end, drawn from your observations of the
group’s process and content.
4. Thank participants for their attendance and contributions to the
session. Let them know what follow-up, at the local, regional,
and national levels, is available to support and celebrate their
accomplishments.
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HANDOUT 1

Pursuit—
T-Shirt

Name:_____________________________________________________
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HANDOUT 2
As you slowly read each numbered item, jot down thoughts from your
mind’s eye—what you imagine (or know) you might see—on a school
walkabout.

Walkabout

Pursuit—
Walkabout
(Optional)

1. At opening time, you walk up to the building and through the entry
doors. Describe what you see as you walk into the halls. What do you
see on the display and bulletin boards? What’s in the trophy cabinet
or on shelves? What do you notice that gives you an immediate
impression about this school, its personnel, history, and mission?
Who greets you and who doesn’t? If this school were a model of
excellence, how might this snapshot change?
(Physical Environment)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
2. As you continue your tour of the building, you meet several students
chatting about their classes. You ask them for descriptions and decide
to visit at least three, for 20 minutes each. After observing and documenting the visits, you review your notes for positive and negative
actions that demonstrate attention to effectiveness and equity. What
are some of your remarks? If these classrooms were a model of
excellence, what else might your notes reveal?
(Curriculum/Instruction)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
3. You decide to examine enrollment patterns for issues of diversity. You
look at higher-level math and science courses and special education.
You check out the computer club roll sheets and the varsity basketball
team. You glance at the list of parents who attended a recent PTO
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HANDOUT 2—Walkabout—Continued

meeting and the children in after-school care. And you look at state (or
local or national) testing data to see if there are any patterns related
to gender, race, class, and ethnicity. You ask if the students displaced
by the hurricanes are identified and tracked. How is your school
mirrored in all of these (and other) areas? How would you know if
you really had an outstanding program throughout the campus?
(Composition/Access)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
4. In one room, you see a guest speaker, a member of the community.
As the classroom teacher comes back to sit with you, what do you
notice about the guest, the topic, presentation style, resources, and
student engagement? If this outsider were making a contribution to
multicultural awareness, how might the session be altered?
(Community Outreach)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
5. Before you depart each room, you flip through a few textbooks and
support materials in the bookcase adjacent to where you’re sitting.
You check out some recent Web sites on the computers, scan student
work on the walls, and note the homework assignments on the board.
What observations could you make? How might the resources be
expanded if a diverse approach were fully integrated with materials?
(Instructional Materials)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
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HANDOUT 2—Walkabout—Continued

6. As you exit one of the rooms, you hear a student make a derogatory,
sexist remark to someone nearby. Other students and at least one
teacher and school counselor overhear the comment. You ponder
how this situation will be handled. Describe what happens. How
would it be the same or different if all parties understood harassment
and fully respected others?
(Behavior Management)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
7. Take some time to sit down with several different groups of students.
Ask them questions and really listen to their remarks. What about
the school makes it a safe, secure, and caring place for all learners?
How do individual perceptions about the school play out in the formal and informal areas (lunchroom, counseling and resource centers,
hallways, faculty rooms)?
(Relationships/Connections)
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
8. What else in your walk identifies this school as effective—
representing an intentioned approach to climate and culture?
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
As you complete your imaginary walk around the school, what
general statements might you offer to make the school a better
place? Consider the AVBs. What did you feel and think as
you went through the place? What did you or others say about
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HANDOUT 2—Walkabout—Continued

their school? And, what behaviors did you observe? If students
reported that they get along, did you see diverse cafeteria seating
and recess groups? If teachers talked about liking the students,
did they greet students by name and respond effectively to problems in the hall? Did security personnel manage all behavior
positively and consistently in nonclassroom environs?
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________
What if you were a teacher or administrator, what could you do
to target a positive school environment? If you were a student
who had been through a crisis, what would help you to be successful right now?
__________________________________________________________
__________________________________________________________
__________________________________________________________
__________________________________________________________

While this pursuit gave you a chance to do an imaginary walkabout of a model school, you also became familiar with school
culture and climate. Imagine these elements as a series of circles,
all swirling around the school, and then imagine how it might
be to walk through as a student in a totally new school or as a
teacher being placed midyear in an alternative program. The
chance to take a walk in someone else’s shoes is a powerful way
to connect with the content and the context many youngsters
have faced.
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HANDOUT 3
Consider the information presented and how it can be used in
your job/assignment/responsibilities, with special regard for youth
recovering from crisis situations and the school culture and climate.
As a result of this session,
1. Activities/ideas I want to accomplish are…

Overview
(A and B)
Action
Planning

•
•
•
2. During the next two weeks, I will…

•
•
•
3. During the next year, I will…

•
•
•
4. Ways in which I need resources and support are…

•
•
•
5. Questions I still have are…

•
•
•
Name _______________________ Job Area ______________________
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HANDOUT 4
Play out a problematic scenario.
1. What is a really negative (exaggerated) attitude you have had (or could
have) about working with traumatized students?
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________

Pursuit—
Understanding
AVBs
(Attitudes,
Verbalizations,
and Behaviors)

2. What’s the worst thing you have verbalized (or heard someone else
say) about working with traumatized students?
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________

3. What’s the most terrible behavior (yours or someone else’s) you know
about working with traumatized students?
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
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HANDOUT 4—Understanding AVBs—Continued

Now, let’s work it through again, only with a positive twist.
1. What is a really (exaggerated) positive attitude you have had (or could
have) about working with traumatized students?
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________

2. What’s a terrific thing you have verbalized (or heard someone else
say) about working with traumatized students?
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________

3. What’s the most significant behavior (yours or someone else’s) you
know about working with traumatized students?
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
_____________________________________________________________
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HANDOUT 5
How does the entrance to your school set the tone for the day? What do
you currently have in place to welcome and integrate new kids? Are
there maps at entryways and color-coded paths? Are bilingual materials
and staff available? Are there student ambassadors, tour guides, or best
buddies? Do new teachers have mentors, and do senior staff work in networks? Are kids sent to a holding tank until classes begin? Are children
on the playground given equipment and supervision? Are faculty available in their rooms for tutoring and conversations? Is there music over
the PA system? Is the site administrator greeting youngsters as they
come off the bus?

Pursuit—
(Optional)
Come On In

Describe, in some detail, the way students routinely enter your school.
(Or pick a routine practice that you would like to explore and change to
benefit school culture and climate.)
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________

Is the entrance to your school positive? Is it welcoming for all students
and school attendees? Let’s brainstorm how you might initiate a more
positive day by using the five elements to generate first-order change.
Try to generate at least three ideas under each element, so that you can
select wisely and mix easily from among your new possibilities.
1. How would you change the way people (all constituents) are organized
and come and go?
2. What changes in equipment would affect the entrance environment?
3. How could the pattern of movement better support the culture and
climate?
4. What rule changes might improve the safety, security, and spirit of
everyone?
5. And finally, how would the purpose of coming to school be improved
if several good ideas were put in place?
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HANDOUT 6
Policy or practice to change: _________________________________

1. Describe briefly the policy or practices you want to analyze and change.

Pursuit—
Change
Strategy

2. Create a list of many changes (alternatives) under each of the five
elements. Do NOT look at the task from the top (“How do I change it?
How do I fix it?”). Look instead at each separate element and work
through the categories one at a time (“How do I change the people?
Hmm, more people ideas. What else could I do with people?”)
People

Equipment

Pattern(s) of movement

Rule(s) or standards

Purpose

3. Now, look at your full set of ideas, starting at the bottom with purpose, and synthesize a change in the policy or practice that would be
valuable for school culture and climate, and particularly for troubled
students. List several of these alternatives below.

4. Collaborating with colleagues, assess what might be worth a try at
your site and describe the first- or second-order changes needed.
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HANDOUT 7
Walking in another person’s shoes is a powerful opportunity to connect
with kids and demonstrate empathy. In closing today, share what you
imagine a student is experiencing. Or, if you are well-connected with
struggling students, let us know what’s going on through this process.

Student’s First
or Code Name
Devon

Action Plan—
In Their Shoes

Attitudes

Verbalizations

Behaviors

I feel pretty awful.
Being alone is
easier than looking
at people in the
halls or quad.

I told the principal I
was OK, but he was
pushing me to say
exactly what was OK.
I guess things are OK.

Wearing headphones
means I get to listen
to music rather than
all those screaming
kids in the cafeteria.

1. __________________

2. __________________

3. __________________

Consider your comments and frame each one with these sentence starters.
A–Some students feel (or are probably feeling)…
V–Some students say (or are probably saying)…
B–Some students do (or are probably doing)…
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HANDOUT 8
Use this handout as an advance organizer for note taking on the forms
of bias. Take a few moments during the lecture to draw a visual icon
that best represents each bias. This is a learning technique to assist
with your understanding and recall.

Forms Of Bias

Key Talking Points/Notes

Pursuit—
Understanding
Bias
Visual Representation

Invisibility

Stereotyping

Imbalance/Selectivity

Unreality

Fragmentation/Isolation

Linguistic Bias

Cosmetic Bias

Sadker & Sadker (2003)

159

HANDOUT 9
1. Read your paragraph. As a group, underline, create, or identify a
statement that defines your form of bias.

Pursuit—
Forms of Bias

2. How does this bias exist or persist in our area, and how specifically
might it affect traumatized youth?

3. Thinking back into your past (recent or historic), share problematic
examples of this form of bias.

4. Identify several ways you have (or could) overcome this form of bias,
especially for struggling children.
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HANDOUT 10
List your 10 favorite things to do. The sequence is not important,
and if you have more than 10, that’s alright. Since this is your personal
(and private) list, using code words and abbreviations is okay. When
you have finished, wait to hear further instructions from your facilitator.

Pursuit—
Managing
a To-Do List

Name _______________________ Job Area ______________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________

•

______________________________________________________________
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HANDOUT 11
Consider the information presented and how it can be used in your
job/assignment/responsibilities.
1. Cite an example of your shifting awareness, given your current
attitudes, verbalizations, and behaviors (AVBs).

Final Action
Planning

As a result of this session,
2. Activities/ideas I want to accomplish are…

•
•
•
3. During the next two weeks, I will…

•
•
•
4. During the next year, I will…

•
•
•
5. Ways in which I need resources and support are…

•
•
•
6. Questions I still have are…

•
•
•
Name _______________________ Job Area ______________________
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APPENDIX
Workshop Overview A
Time (hr:min)

Activity
Workshop Overview A

9:00

Welcome and Opening
What We Know: School Culture and Climate

9:10

Pursuit: Readers Theater
Writing, pictures, images from the field

9:20

Pursuit: T-Shirt Design

9:40

What We Know: First- and Second-Order Change

10:00

Stretch

Sample
Full-Day
Model
Workshop
on Supporting
Positive
School
Culture and
Climate

Workshop Overview B
Time (hr:min)

Activity

10:15

What We Know: Attitudes, Verbalizations, and Behaviors

10:30

Pursuit: Change Strategy

Workshop 1
Time (hr:min)
10:45

Activity
What We Know: Individuals are connected through
interpersonal relationships and teacher-student interactions
The Importance of Joy
Circle of Friends

11:15

What We Know: Teacher-Student Interactions
Pursuit: The Good? The Bad? The Ugly?

12:00

Lunch
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Workshop 2
Time (hr:min)
12:45

Activity
What We Know: Diverse learners are engaged with a fair
and affirming curriculum
What We Know About Generalizations and Stereotypes
What We Know About Bias

1:15

Pursuit: The Forms of Bias

Workshop 3
Time (hr:min)
2:00

Activity
What We Know: Stress is managed so that people and
the school survive and thrive
What We Know About Stress
Pursuit: Personal To-Do List
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2:30

Action Planning: Where Are We Going? What Will You
Pursue?

3:00

Closure

These content-based quotations can be used creatively to open or close
each session.

Additional
Resources

Workshop 1
Individuals are connected through interpersonal relationships and
teacher-student interactions.
Without the cooperation of its members, society cannot
survive, and the society of man has survived because the
cooperativeness of its members made survival possible….
It was not an advantageous individual here and there who
did so, but the group. In human societies the individuals
who are most likely to survive are those who are best
enabled to do so by their group.
—Ashley Montagu, 1965

Workshop 2
Diverse learners are engaged with a fair and affirming curriculum
(the overt, covert, and hidden curriculum).
I am convinced that if we are to get on the right side of the
world revolution, we as a nation must undergo a radical
revolution of values. We must rapidly begin the shift from
a “thing” oriented society to a “person-oriented” society.
When machines and computers, profit motives and property
rights are considered more important than people, the giant
triplets of racism, materialism, and militarism are incapable
of being conquered. A true revolution of values will soon
cause us to question the fairness and justice of many of
our past and present policies.
—Martin Luther King, Jr.,
“A Time to Break Silence,” April 4, 1967
“End oppression with education.”
—Mukhtar Mai, Victim of a government-sanctioned
gang rape in her Pakistani village of Meerwala, 2005
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Workshop 3
Stress is managed so that people and the school survive and thrive.
“It’s a very big issue….The data show that, next to the loss
of a parent, an abrupt move is one of the highest stressors
that kids can have.”
—Kevin Dwyer, former president of the
National Association of School Psychologists, 2005
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Babad, E. (1998). Preferential affect: The crux of the teacher expectancy
issue. In J. E. Brophy (Ed.), Advances in research on teaching.
Expectations in the classroom (pp. 183–214). Greenwich, CT: JAI Press.
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T

he Exploring New Roles for Families, Schools, and Communities
workshop is designed to provide strategies and support to schools
during times of unplanned change and crisis. The focus of this session
will be on schools that have opened their doors to the displaced families
of the fall 2005 hurricanes.

•

With a goal of developing a collaborative environment that will
support quality learning and improve family outcomes, the workshop
focuses on three critical areas:
1. Engaging families in schools

Exploring
New Roles
for Families,
Schools, and
Communities
Diane L. Horowitz

2. Connecting communities to schools
3. Supporting school, family, and community partnerships

•

Participants will develop strategies and be provided with tools for
engaging families and identifying and bringing together community
resources to support the needs of families and schools.

•

To ensure the continuation of partnerships, the workshop will then
focus on the third challenge—sustaining and supporting the developed
comprehensive collaboration. Suggested strategies and tools will be
presented and participants will begin action planning.

Throughout the workshop, participants will have opportunities to work
in teams to strategize, share ideas, and develop responses to the specific
needs of individual schools and communities.
Intended audience: school administrators, teachers, teacher leaders,
and community group leaders who will use this information in their
own work or provide workshops and materials to their colleagues.
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Introduction

Time:
Approximately one hour

Materials:
Slides:
1.
2.
3.
4.
5.
6.
7.
8.
9.

Goal of Workshop
Objectives
Before Unplanned Change 1
Before Unplanned Change 2
After Unplanned Change 1
After Unplanned Change 2
Goal/Vision 1
Goal/Vision 2
Challenges

The facilitator will:

•

Welcome the participants

•

Introduce herself or himself

•

Introduce the workshop by showing and explaining the slides:
◆

Goal of Workshop

◆

Objectives

The facilitator will then provide the participants with the following
information:
Our lives are full of unplanned change. Sometimes the change is
positive and sometimes the change presents challenges.
Unplanned change, when it is positive, surprises and delights us.
Unplanned change, when it is a challenge, can create havoc and
crises, creating a traumatized environment.
But, in both cases, positive and challenging, we find ourselves
affected by and needing to adjust to the change.

Facilitator’s Note
Provide an example from your
own experience, such as an
engagement, new baby announcement, or other positive change.
Facilitator’s Note
Again, provide an example,
such as hurricanes, earthquakes,
school shootings, or other
challenging change.

How we deal with change, then, is significant, and when the
unplanned change affects many people at one time, collaboration
is essential.
In the case of unplanned change in schools and school districts,
it is critical to develop a collaboration that includes families and
the communities that surround the schools.
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In situations where new families are introduced into the
school system, the needs of those families and the school’s
administration, faculty, and staff have to be addressed and
accommodated.
As a result of major disasters such as hurricanes and earthquakes, many families become displaced and often homeless
and are likely to remain so for months and sometimes years.
The families may be faced with financial ruin, loss of
employment, and the inability to afford to repair or replace
their homes.
Statistics from the U.S. Department of Education identify
372,000 children displaced by Hurricane Katrina.
The National Mental Health Association estimates that 30
percent of those children are likely to develop post-traumatic
stress disorder. Symptoms may include sleeplessness, lack of
appetite, headaches, mysterious stomach ailments, isolation,
and fear.
Collaboration is the path to more comprehensive and appropriate services leading to the improvement of learning and
family outcomes.
Collaboration among schools, communities, and families
supports quality learning, involves many in the process, and
encourages growth through diversity of intent and purpose.
Collaborative partnerships identify and build on strengths in
the community and within families.
When there is unplanned change, it is even more critical to
establish collaborative links in the community to support the
changes and plan for future continued success.

Activity
Ask participants to close their eyes, take a deep breath, and imagine the
following:
Facilitator’s Note
Recite the following scenarios
in a slow, calm voice.

You find yourself in an unfamiliar environment. The people are
kind and sympathetic, but you wish you could go home. However,
the leader of the people tells you that you cannot go home until
conditions improve there.
What are the conditions? The leader does not know.
When will you be able to go home? The leader does not know.
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Is your home OK? The leader does not know.
Do you still have your job? The leader does not know.
You have a family and are worried about where you will live, how
you will get food and clothes for them, how you will find a job.
You are anxious.
One of your children has nightmares and wets the bed. The children
don’t want to go to a strange school. They say they have no friends.
They say the food at lunch smells funny and they don’t want to eat it.

Facilitator’s Note
Take a short pause.

You are stressed and don’t know what to do.
OK. Open your eyes and take a deep breath.
Now, close your eyes again and imagine this:
You are teaching at your school and find there are new students in
your class. There aren’t enough seats for them.
They don’t have supplies or books and you do not have enough.
The principal tells you she is trying to get more supplies and seats.
One of the new students cries a lot and never picks up her head.
One mother is sitting in the back of the room and says she can’t
leave because she has to stay with her child.
Some of the youngsters wear the same clothes every day and they
are becoming smelly.
You talk to the school counselor, who tells you that the same thing
is happening in other classes and she is overwhelmed with students
who have problems.
You do not feel you have the skills to deal with all of the problems
and do a good job of teaching.
Some of your regular students are starting to complain about the
newcomers. Some of their parents are complaining, too. They think
resources will be scarce and their children will suffer.
You have a giant headache and no longer look forward to going
to work every day. Nothing seems to be happening to relieve the
situation.
You are feeling anxious and overwhelmed and don’t know what
to do.
OK. Open your eyes and take a deep breath.
For many of you, this was not an exercise. This was reality.

Facilitator’s Note
Take a short pause.
Facilitator’s Note
Give participants a minute or
two to move from the activity to
the next phase.
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Explain that we are here today to strategize ways to deal with the present
situation and make plans for the future.
Show the slide “Before Unplanned Change 1,” and explain that this
represents a typical structure for many communities.
Show the slide “Before Unplanned Change 2,” and review the points
with the group.
Show the slide “After Unplanned Change 1,” and explain that this
represents the addition of new families to the existing structure.
Show the slide “After Unplanned Change 2,” and review the points
with the group.
Show the slide “Goal/Vision 1,” and explain that this is the goal we are
working toward: bringing the new families into the community as full
members.
Show the slide “Goal/Vision 2,” and review the points with the group.

Facilitator’s Note
This is a good time to give
participants a stretch break
before starting the next session.
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Explain that the group will be discussing three challenges during the
workshop.
Show the slide “Challenges,” and review them for the group.
Explain that the workshop will continue with the first challenge, which
is Engaging Families in Schools.

Time:
Approximately 1.5 hours

Materials:

Engaging
Families in
Schools

Chart paper
Markers
Masking tape
Slides:
1. Logistics of Accommodation and Possible Stresses
2. Individually
3. As a Group
4. Some Suggested School and Family Strategies
Handouts:
1. Logistics of Accommodation and Possible Stresses
2. Some Suggested Family Strategies
3. Have You Thought About
The facilitator will explain that the first identified challenge is to engage
families in schools.
This may be a challenge whether or not there is an unplanned event.
Families are varied in their membership. Some families have one or two
parents, some families are extended families, and some families are selfdefined families. Situations like hurricanes and earthquakes may cause
families to be displaced and force them to live together in crowded conditions for periods of time. The adults and some teenagers in the family
often work outside of the home. In addition, families may need to
arrange for child care and care for other family members. It is difficult
for families to find time for school-related events.
This challenge is increased for all families when new families are introduced into the school after a crisis. The new families come with many
problems and worries, and all the families are concerned about how the
additional students will affect the school and the learning process.
All families should be included in decision-making meetings. It is critical to involve both the established and the new families in decisions that
affect their children and to be respectful of cultural and family values.
This will also work toward integrating the new families into the school.
As a group, we will be exploring some of the challenges and strategies
to engaging families in schools.
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Explain to the participants that when unplanned change brings new families into the schools, issues are raised in two critical areas: first, in the
logistics of accommodating the new families; and second, in recognizing
and dealing with the physical and psychological stresses to the new families and school personnel.
Explain that they will be exploring issues related to new families and
students. This is the first challenge. They will then build on this information to address the next two challenges.
Show the slide and distribute the handout “Logistics of Accommodation and Possible Stresses,” and review them with the participants.
Explain that these are just some of the issues that could exist in schools
with an unplanned influx of new families.
Explain that participants will be doing an activity that will help them
identify the issues specific to their school and school district.

Activity
Facilitator’s Note
If possible, teams should be
made up of representatives
from the same school or
school district, so that they
can identify and discuss
realistic situations related
to their specific schools
and school district.

Show the slide “Individually,” and ask participants to respond to the
slide. Give them five to ten minutes to respond.
Separate the participants into teams of five to ten, depending on the size
of the group. Provide each team with chart paper, masking tape, and
markers. Ask the teams to respond to the slide “As A Group.” Give
them 30 minutes for this activity.
Ask each team’s spokesperson to put up the chart paper and share their
information with the whole group.
Star the items that are most frequent for all teams, and observe the need
to address these items first for most schools and school districts.

Facilitator’s Note
You may choose to show the
slide and distribute the handout
“Some Suggested School and
Family Strategies,” depending on
the responses you get from the
teams. This handout and slide
make some basic suggestions.

Explain that there are some other suggestions that they may choose to try.
Distribute the handout “Have You Thought About,” and review with the
participants.
Ask participants if they have some other suggestions that have worked
for them or that they think might work. Note the suggestions on chart
paper for participants to add to their handout.
Introduce the idea that all that they do and all that they give may sometimes create stress, frustration, and exhaustion for them.
Taking care of yourself becomes more important in stress situations.
Explain that they are very valuable to many people, students, families,
coworkers, administration, and community members. They wear many
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hats: teacher, spouse, parent, child, caretaker, and on and on. And, they
solve problems, soothe hurts, reduce fears and concerns, and, of course,
they are excellent teachers.
They also are valuable to themselves and their families, so they must
take care of themselves and find ways to reduce stress. Following are
some suggestions:
1. Take a class in yoga, Pilates, tai chi, or meditation. If enough people
at school are interested, arrange for a class after school hours. Many
instructors will come to your site if there are enough people for a
class.
2. Take breaks during the day, even when it seems impossible. Even
10 minutes of quiet will help.
3. Learn to say NO gracefully without having to give an excuse.
4. Take a walk.
5. Eat a healthy lunch in a quiet place.
6. Laugh a lot.

Activity
Relaxation exercises can be helpful as well in stress-filled lives.
Let’s try one.
Relaxation Exercise
Sit or lie in a comfortable position, arms resting at your sides.

Facilitator’s Note
You may do the following
relaxation exercise, or one
of your own choice. Use a
calm and even voice as you
facilitate the activity.

Take a deep breath and visualize that the earth below you is
filled with the color blue.
This color blue extends 50 feet below you into the earth.
Now imagine that you are opening up energy centers in the
bottom of your feet.
Inhale and visualize the soft blue color filling up your feet.
When your feet are completely filled with the color blue, bring
the color up to your ankles.
Now, bring the color up through your legs.
Up through your pelvis.
Up through your lower back.
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Each time you exhale, see the blue color leaving through your
lungs, carrying any tension and stress with it.
See the tension and stress dissolve into the air.
Continue to inhale blue into your abdomen.
Into your chest.
Into your shoulders.
Into your arms.
Into your neck.
Into your head.
Exhale the blue color slowly out of your lungs.
Facilitator’s Note
Allow participants to relax
for a minute or two and then
tell them that it is a good time
for a break.

Relax a few minutes.
Explain that after the break, they will be discussing ways to work with
community agencies and organizations to provide some of the needed
resources.
Thank them for their hard work.
Break – 15 minutes

184

Time:
Approximately 1.5 hours

Materials:

Connecting
Communities
to Schools

Slides:
Some Suggested School and Community Strategies
Handout:
4. Assessing the Need for Interagency Partnerships
The facilitator will welcome participants back from their break and
explain that they will now be focusing on the second challenge, to connect communities to schools.
Positive community action and the bringing together of community
resources enables families to get the services they need and provides
support for schools and families.
Building social networks that link schools, families, and community
agencies and organizations fosters the availability of health care, child
care, housing, education, job training, and recreation.
Partners in collaboration benefit by understanding that it is not only
about what they are giving, but also about what they are getting. An
investment of time, money, and services for young people and their
families results in a payback of those young people maturing into
responsible, productive adults who will be an asset to the community.
Families benefit and develop a strong community bond. And, even if
families eventually move, the reflection of the community moves with
them and they become assets wherever they go.
Explain to the participants that communities have many agencies and
organizations, as well as residents. Many of these agencies and organizations are working with schools in traditional ways and are integrated
into the school community.
However, in many communities, services are fragmented, and families
have to deal separately with each agency, involving multiple visits,
potential overlapping of services, and gaps in service. All members of
the community can play a role in creating a holistic design for supporting schools and families. However, having services located in one place
is not enough. Staff from all of the agencies need to talk to and work
with each other.

185

Interagency partnerships have the potential for delivering comprehensive
services. They offer the opportunity to bring together a broad range of
professional expertise and agency service to families. These partnerships
also have the capacity to combine financial resources, thereby creating a
more effective delivery of needed services.
Although the delivery of service may not be as comprehensive as desired,
the ability to show effective outcomes through the efficient use of funds
will strengthen the case for additional funding.

Activity
Distribute the handout “Assessing the Need for Interagency Partnerships,” and ask participants to return to the teams they were working
with previously.
Ask teams to share their thinking on the questions and develop a plan
for encouraging agencies in their community to use these questions to
assess their services and where they are in the process of developing
partnerships with other agencies.
Who are the key players who could provide assistance in encouraging
agencies to participate in the process?
Give them 30 minutes for this activity.
At the end of 30 minutes, bring the whole group together and facilitate a
discussion around the questions.
Acknowledge the good work the teams have done, and explain that they
will be continuing to build on their work in the next session to discuss
ways to sustain and support a community-wide collaborative effort.
Again, thank them for their hard work.
Break – 15 minutes
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Time:
Approximately 1.5 hours

Materials:
Slides:
1. Albert Einstein Quote
2. Supporting School–Family–Community Partnerships:
6 Slides
3. Solving Complex Problems
4. Discussion Points

Supporting
SchoolFamilyCommunity
Partnerships

Handouts:
5. Solving Complex Problems
6. Discussion Points
The facilitator will welcome everyone back and explain that the group is
in the home stretch of their planning. Participants will now discuss ways
to sustain and support the collaborative efforts of schools, families, and
the community.
Review where the group is by explaining that they have discussed the
first two challenges to exploring new roles for families, schools, and
communities, and will now take up the last challenge, which is supporting
school–family–community partnerships.
Explain that in discussing how to engage families and the community
with the schools to deal with unplanned change, the group has looked
at a number of strategies, one of which was to assess the need for interagency partnerships.
We will make the assumption at this point that that assessment has taken
place, and there is a willingness to work together to improve service to
families.
Based on that assumption, the next step is to develop a system to sustain
and support the collaborative efforts.
Show the slide of the “Albert Einstein Quote,” and explain that although
we do not always create the problems, the message is appropriate since we
have to move on in our thinking to create a sustainable support system.
Ask for any comments about the slide.
Show the slide “Supporting School–Family–Community Partnerships,” and explain that there are five suggested steps to developing
partnerships.
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Show the five individual slides and discuss the bullet points with the
following additional information:
Establish a Team
A small group comes together to explore improving services to
the school and families. This small group will then identify and
recruit other community representatives.
The team should be made up of key players from the school,
established and new families, and the community.
Team members should be accessed and recruited through a
well-planned process developed by the initial small group.
The members of the team then make a joint commitment to
collaborate, set basic ground rules, and establish shared
leadership.
The team is essential for the total community to buy in to the
comprehensive change process.
Assign a Dedicated Person
The dedicated person, a full-time community school coordinator,
will act as liaison between the team and the community.
This coordinator could be recruited from the school, families, or
the community agencies.
The coordinator will become a staff person located at a school.
The coordinator will coordinate and provide support and training
(if needed) to the team, as well as keeping them updated on how
well they are achieving their goals and on whether action is
necessary.
Training for the Coordinator
Training will be provided in implementing a school/community
model of collaboration. Training may be provided by a local
community agency or, if that is not feasible, an outside source.
The coordinator will then use the training to support the team,
strengthen faculty and staff capacity where needed, and to assist
the team in building a strong constituency to support the goals
of the collaboration.
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Team Goals
The team members will share information about each other and
work toward establishing trust and developing a shared vision.
The team will establish desired outcomes and tools to measure
how well they are achieving the outcomes. Ongoing evaluation
helps to identify additional adjustments that may be necessary,
to make midcourse adjustments, and to measure results.
Outcomes and measures will be site-based and data-driven.
This information will support two-way accountability between
the school and the community in fulfilling identified needs.
Partners in the collaboration will take steps to ensure that the
changes and strategies are adapted and expanded. Teams may
find that new partners, new problems, and new goals may
require revisiting previous understandings to achieve the desired
ends.
Appreciation
Opportunities for appreciation should be fostered.
Ongoing, small gestures such as treats at meetings, frequent
thanks, small gifts, and awards and certificates should be
provided.
Appreciation may include field trips to school events, community
events, and other community celebrations.
If possible, an annual celebration is recommended, with all of
the school and community members participating.
The facilitator will show the slide and distribute the handout “Solving
Complex Problems” and explain that it may be used as a guide for
teams in their work. The coordinator can facilitate in guiding the team
through the model and keeping them on track.
Review the handout with the teams, emphasizing that each identified
problem is important for teams that have complex issues to resolve.
The team, facilitated by the coordinator, should work together to answer
all of the questions and return to their responses periodically to ensure
that they are on track and providing comprehensive solutions.
The facilitator will ask the participants to return to their teams.

189

Activity
Show the slide and distribute the handout “Discussion Points,” and ask
the teams to respond to the discussion points.
Give the teams 15 minutes for this activity.
At the end of the 15 minutes, explain that they may not have finished
the discussion points, and encourage them to continue the discussion
when they return to their schools.
Facilitator’s Note
You can decide on the length
of the break, depending on the
time limits of the workshop.
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Give them a short break before they come back to reflect on the day’s
work and develop an action plan for when they return to their schools
and communities.
Again, thank them for all their work.

Time
Approximately 15 minutes

Materials:

Reflection
and
Conclusion

Slide:
Action Planning
Handout:
7. Action Planning
The facilitator will welcome everyone back for this final session
together to reflect on what has been learned and what needs to be done
when they return to their schools and school district.
Thank everyone for their willingness to participate in the day’s workshop.
Explain that although the workshop is over, they will continue to be
supported in their efforts to accomplish the goals and objectives they
will be setting for themselves. Ongoing support and training will be
made available to participants of the workshop.

Activity
Show the slide and distribute the handout “Action Planning,” and ask
participants to reflect on what they have learned and take a few minutes
to respond to the handout.
Give participants 10 minutes to respond to the handout.
After 10 minutes, explain that they have probably not completed the
information and will need to take this action planning form back with
them to think about and continue to work on, perhaps along with others
who have taken the workshop with them.
Remind them that this workshop is just the beginning of a process that
they will continue, and remind them that support will be available to
them.
Thank them all for a great day, and wish them good luck in the coming
months as they develop a comprehensive collaborative effort.
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HANDOUT 1
1. Teachers who are faced with accommodating new students into classrooms with limited space and resources.
2. Administrators who are faced with limited resources, faculty, and
staff.
3. Transportation issues—increased need for buses and bus drivers.

Logistics of
Accommodation
and Possible
Stresses

4. Maintaining high standards of learning while accommodating new
students and families, some with emotional and learning differences.
5. Families that have suffered loss of home, jobs, family members,
friends, or neighbors and continue to be traumatized by those events.
6. Parents who do not want to be separated from their children and have
trouble leaving them at school.
7. Cultural differences in clothes, food, and language.
8. Parents who are planning to return to their homes and do not want
their children assimilated.
9. Students who resent the newcomers and think they are getting better
treatment, and parents who think their children are getting shortchanged because of the new students.
10. School staff and faculty who are faced with emotional and psychological behaviors and may need additional training and support to be
effective advocates.
11. Administrators who are faced with finding the resources for faculty
and staff who are stretched and need more training and support.
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HANDOUT 2
1. Invite parents into the school during school hours so they can
be near their children. You can have morning coffee with parents
(new and existing) in a room separate from the young people.
This will encourage sharing information and allow parents to get
to know each other.
2. Have parent volunteers organize a pot luck lunch or dinner once a
month so that families can share traditional foods. Include all families.

Some
Suggested
School and
Family
Strategies

3. Build on the cultural values of families. Invite parents to visit
classrooms to share their skills, such as music, art, handicrafts,
and others. This will allow young people to learn about diverse
cultures and their traditional arts and crafts, and allow parents to
demonstrate their skills.
4. Some parents may need increased communication and personal
contact. Practice outreach rather than the traditional approaches to
involvement.
5. Open the school in the evening and invite community representatives to provide information related to school issues and accessing
services in the community.
6. Help families learn strategies to support students’ academic needs
and reinforce classroom learning.
7. Provide parents with information about how to identify, cope with,
and help their children with problems and with adapting to a new
environment.
8. Be inclusive of all parents and encourage parents to get other
parents involved.
9. Facilitate accommodations for family involvement, including
transportation, translators, and similar services.
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HANDOUT 3
1. Though inviting families into the school is important, another strategy
would be to meet families at locations away from the school. For
example—

•

Offering classes for parents—on both academic strategies for
helping their children and getting familiar with a new neighborhood—in easily accessible locations like community centers,
houses of worship, and libraries.

•

Holding meetings in the same locally accessible locations on
topics of importance to families, such as accessing community
services, applying for driving licenses and other permits, and
finding job and housing opportunities.

Have You
Thought
About

2. Provide regular communications so families can begin to expect them,
such as—

•

Weekly phone calls to check in and update them on their student’s
progress.

•

Informing them of upcoming events at the school or in the
community.

•

Weekly notices about the coming week’s assignments for their
students.

•

Providing the opportunity for families to ask questions or make
suggestions.

3. Assist families in developing other means of communication, such
as—

•

Phone trees for announcements.

•

E-mail lists to share information. It is important to let families
know where they can access computers (e.g., the library or the
school) if they do not have one at home.

•

Facilitating the provision of computer classes to assist families
in developing the ability to access e-mail and Web sites.

4. Students may be a good source of information about how to better
engage their families. In addition, students may be helpful in facilitating communication.
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HANDOUT 3—Have You Thought About—Continued

5. Meet regularly with families, either in the school setting or the home,
to ensure that you continue to have shared values and expectations for
individual students.
6. Facilitate transportation to school and community events, when
necessary.
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HANDOUT 4
The following inventory is suggested to stimulate community and
agency thinking about the services provided for families.
How are we doing on our own?
1. Are agency services improving the lives of families?
If not, why not?

Assessing
the Need for
Interagency
Partnerships

2. Have we reassessed our mission recently in light of the new needs
of our families?
3. How well are services integrated within our own agency?

•

Does staff working with the same clients communicate
frequently?

•

Does our agency measure the impact of services?

•

Are our services organized around client needs or constrained by
available funding and administrative rules?

4. How well are we connected with other agencies offering services that
our families need?

•

Does our staff have effective working relationships with their
counterparts in other agencies?

Do we need to change?
1. How effective will we be in 10 years if we continue to do “business
as usual”?
2. What resource limitations do we face if we bring more comprehensive
services to our families?
3. How might closer relationships with other agencies help us improve
services to our families?
How ready are we to engage in interagency partnerships?
1. Do the agencies in our community share a common vision for
families?
2. What is the history of cooperation and collaboration in our community? What lessons can we learn from past experiences?
3. Do we have close working relationships with the directors of other
agencies serving our families?
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HANDOUT 4—Assessing the Need for Interagency Partnerships—Continued

•

Do we know what their needs and priorities are?

•

Do we share common problems and potential solutions for our
families?

4. Who are the leaders from outside the direct-service community who
might take a leadership role in a collaborative effort?
5. What are we willing to pay in terms of tangible resources and loss
of unilateral control to formulate common goals with other agencies
and to better serve our families?
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HANDOUT 5
Effective groups solve complex problems. A group’s participants must
solve all of the following problems for the group to be effective:

•

The Macro-Purpose Problem: What is the group’s mission?

•

The Strategy Problem: What has to be done to accomplish the
mission?

•

The Theory Problem: How will the strategy work?

•

The Measurement Problem: How does the group know it is doing a
good job?

•

The Target Problem: What indicators help measure progress, and
how much progress should be made in a specific time?

•

The Communication Problem: How do you convince group members and the schools, families, and community members that all this
makes sense?

•

The Resources Problem: Are there enough resources to make
progress?

•

The Motivation Problem: How do you persuade group members and
the schools, families, and community members to carry out the plan
with energy and intelligence?

•

The Learning Problem: What must be done this year to get better
next year?

•

The Credibility Problem: How do you win the confidence of others
that the mission is being accomplished?

Solving
Complex
Problems

—Taken and modified from an article by Robert D. Behn,
who teaches at Harvard’s Kennedy School of Government.
The article appears in a recent issue of his
Public Management Report, available at
http://www.ksg.harvard.edu/TheBehnReport/.
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HANDOUT 6
•

What barriers do you anticipate in establishing this process?

•

What are some possible solutions to the barriers?

•

Who are the key people to support the solutions?

Discussion
Points
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HANDOUT 7
Consider the information presented and how it can be used in your
job/assignment/responsibilities, with special regard for youth recovering
from crisis situations.

Action
Planning

As a result of this session,
1. Activities/ideas I want to accomplish are…

•
•
•
•
2. During the next two weeks, I will…

•
•
•
•
3. During the next year, I will…

•
•
•
•
4. Ways in which I need resources and support are…

•
•
•
•
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HANDOUT 7—Action Planning—Continued

5. Questions I still have are…

•
•
•
•

Name ______________________________________________________
Job Area____________________________________________________
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APPENDIX
“Quality leadership is essential. A top-level catalyst,
champion, convener, facilitator is needed—someone who
recognizes and acknowledges that the current delivery of
education, health, and human services is not meeting the
needs of at least some of the target population. This catalyst
must have the vision and authority to facilitate interagency
collaboration.”

Quotes

—L. Rigsby and M. C. Reynolds,
School community connections: Exploring issues
for research and practice.
San Francisco: Jossey-Bass Publishers.

“The community of mind that bonds community members
together and binds them to a set of ideas constitutes a
collective conscience. This conscience represents the
community’s ‘moral constitution.’ Being united with
others in a collective conscience gives one certain rights
that guarantee a sense of individualism while at the same
time extracting certain community obligations.”
—T. J. Sergiovanni,
Building community in schools.
San Francisco: Jossey-Bass Publishers.

“Although there is a need to clarify the exact factors that
make schools effective, there is general agreement that the
following are important: (a) a clear emphasis on academics
and a system to encourage and reward students’ accomplishments; (b) a shared sense of purpose and a value system
that emphasizes high academic standards, collaboration
among staff, and positive relationships between teachers
and students; (c) a supportive administrative structure and
strong leadership; and (d) clear procedures for monitoring
and modifying programs and policies.”
—J. Durlak, “School-based prevention programs
for children and adolescents.” Developmental
Clinical Psychology and Psychiatry (Vol. 34).
Chicago: Sage Publications, Inc.
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APPENDIX—Continued

“Collaboration occurs when a group of autonomous stakeholders of a problem domain engage in an interactive
process, using shared rules, norms, and structures to act
or decide on issues, related to that domain. The term stakeholders refers to those groups and/or individuals who are
affected by the problem under consideration. Organizing
for successful collaboration requires new approaches to
management, including ‘efforts to coordinate autonomous
organizations without the authority of a formal hierarchy.’
The outcome of collaboration is a negotiated order among
the stakeholders in which the parties have reached some
common agreement about the problem domain.”
—L. Rigsby and M. C. Reynolds,
School community connections: Exploring issues
for research and practice.
San Francisco: Jossey-Bass Publishers.
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Belief Statements
Fundamental to ASCD is our concern for people, both individually and collectively.
•
•
•
•
•
•
•

We believe that the individual has intrinsic worth.
We believe that all people have the ability and the need to learn.
We believe that all children have a right to safety, love, and learning.
We believe that a high-quality, public system of education open to all is imperative for society to flourish.
We believe that diversity strengthens society and should be honored and protected.
We believe that broad, informed participation committed to a common good is critical to democracy.
We believe that humanity prospers when people work together.

ASCD also recognizes the potential and power of a healthy organization.
•
•
•

We believe that healthy organizations purposefully provide for self-renewal.
We believe that the culture of an organization is a major factor shaping individual attitudes
and behaviors.
We believe that shared values and common goals shape and change the culture of healthy organizations.
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