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Preface

In too many schoals the educationdl mission isthwarted because of multifeceted fectors
thet interfere with youngders learning and parformance. It isfor this reason that schools
investin education support programsand sarvices. Giventhat theinvesment issubdantid,
it issomewhat surprising how little attention education policymakersand reformersgiveto
rethinking this arena of schodl activity.

Ulimatdy, if all Sudentsareto havean equa opportunity to succeed in schoal, theremust
be a focus on regructuring school and community resources desgned to counter
youngders leaning, behaviord, emationd, and hedth problems From a practicd
perspective, one place to dart is by restructuring the work of school counsdors,
psychologigs, socid workers, and other pupil service (“sudent support”) personnd.
Framing new directionsfor such professondsisan essentid facet of enhanding educationd
results for all sudents.

This report highlights the current date of afars and emerging trends with respect to
addressng barriersto sudent learning and discusses implications for reframing the roles
and functionsof schodl counsdors, psychalogias and sodd workers With changing roles
and functions comes the need for changes in presarvice preparation, cartification, and
continuing professona deveopment. Thus, the report concludes with a series of
frameworks to suggest waysto rethink these matters.

As dways it isimportant to recognize the Center's work reflects what we have learned
from interactions with many interested and concerned colleagues acrass the country. Our
intent hereisto soread shared indghts aswiddy as possible.

Howard S. Adelman & Linda Taylor
Co-directors



Framing New Directionsfor School Counselors,

Psychologists, and Social Workers

\V ith the upheaval in public education, the waysin which schools address student support services and
programs are changing and therefore 0 aretheroles and functions of school counsdors, psychologists, sodid
workers, and other "pupil services personnd.” What will it dl look like in the coming years? That probably
depends on whether pupil sarvice professonds gpproach thefuture reectively or takethelead in restructuring
gydemic reform. It ssams dear to usthat areactive sancewill leed to dire consegquences. Thus, our empheds
ison framing new directionsand encouraging avisonary and proactive gpproach onthe part of dl concerned.

To underscore the need for new directions, we begin by briefly highlighting the current date of the art and its
deficdendes. Then, we discuss the importance of reframing current reforms, offer some suggestions for a
proactive agenda to shape the future of "learning supports” and end with a discusson of implications for

credentiding.

WHAT'SGOING
ONAT THE
SCHOOL LEVEL?

A any teecher: Most days, how many of your students come to class
motivationallyreadyandabletolearn? Wehaveaskedthat question acrossthe
country. The congstency of reponseis surprisng and disurbing. In urban and rurd
schoals serving economicaly disadvantaged families teecherstdl usthey're ludky if
10-15% of thar sudents fdl into this group. In suburbia, teechers usudly say 75%
fit thet profile

Itisnot surprigng, therefore, that teechers are continuoudy asking for hepin dedling
with problems. And, to prevent problems, they dso would like support in fadlitating
thar dudents hedthy sodd and emotiond devdopment and in fodtering the
involvement of parents Despitedl this, rdevant programs and services continue to
be a supplementary item on a schodl's agenda. Thisaso is nat surprising. After dl,
schodls are nat in the mentd hedth or sodd sarvice busness Thar mandate is to
educate. Thus, adminigtrators and policy makerstend to see any activity not directly
relaed to indruction astaking resources avay from this primary misson.

Why, then, do schodls have as many psychologicd, counsding, and sodid support
programs asthey do? Thereare, of course, legd mandates requiring certain sarvices
for some dudents diagnosad with specid education needs. In addition, school
adminidrators, board members, teechers, parents, and sudents havelong recognized
that socid, emationa, and physcd hedth problems and other mgor barriers to
learning and teaching interfere with schools meeting their misson.

The bottom lineisthat, if schools areto ensurethat all Sudents succeed, designsfor
reform must reflect the full implicationsof theword all. Clearly, all indudes more
than sudents who are mativationdly reedy and abdle to profit from demands and
expectaions for “high dandards” Leaving no child behind means addressing the
prablems of the many who aren't bendfitting from indructiond reforms because of a
hog ofexter nal andinter nal barriersinterferingwithther development andlearning.



Most learning, behavior, and emotiond problems seenin schoolsarerooted infailure
to addressexternd barriersand learner differencesin acomprenensve manner. And,
the problems are exacerbated as youngders interndize frudrations of confronting
barriers and experience the debilitating effects of performing poorly at schodl.

How many are affected? Hgures vay. An estimae from the Cater for
Demographic Policy suggeststhat 40% of young people arein bad educationd shegpe
and therefore will fall to fulfill their promise. The redity for many large urben schools
is that well-over 50% of their sudents manifest Sgnificant learning, behavior, and
emationd problems. In a great many indances, the problems are rooted in the
restricted opportunities and difficult living conditions assodated with poverty.

Thelitany of bariesto leaning is dl too familiar to anyone who lives or works in
communitieswherefamilies sruggle with low income. In such neighborhoods, schoal
and community resources often are insuffident to the task of providing the type of
bedic (never mind enrichment) opportunitiesfound in higher income communities. The
resources dso areinedequiate for dedling with such thregtsto wel-being and learning
as hedth problems, difficult family drcumdances gangs vidlence, and drugs.
Inadequate dtention to language and culturd condderations and to high rates of
Sudent mobility creates additiond barriers not only to sudent learning but to efforts
to involvefamiliesin youngsers schoaling. Such conditions are bresding grounds for
frudration, gpathy, dienation, and hopdessness

It would be amigtake, however, to think only in terms of poverty. Asrecent widdy-
reported incdents underscore, violence is a specter hanging over al schools. And,
while guns and killings capture media atention, other forms of violence affect and
debilitate younggters a every school. Even though there isntt good data, thase who
sudy the many faces of vidlencetdl usthat large numbers of students are caught up
incydeswherethey aretherecipient or perpetrator (and sometimesboth) of physca
and s=xud harassment ranging from excessve teesing and bullying to mayhem ad
mgor crimind acts

Recognitionof and effortsto deal with such concernshaveledtoavariety of
school-owned servicesand programsandtoinitiativesfor school-community
collaborations. Schod palicy mekershavealong-higtory of tryingto assg teechers
indeding with prablemsthet interferewith schoal leaning. This indudes providing
avaieay of school-owned counsding, psychologicd, and sodd sarvice programs It
a0 indudes enhanaing schod linkages with community service agendes and other
neighborhood resources. Pardlding these efforts is a naturd interest in promoting
hedlthy development. Despite dl this, it remainsthe case thet too little is being done,
and prevailing gpproaches are poorly concaived.

School-Owned Programs



Almaos dl schodlsflirt withsomeformsof preventiveand corrective activity focused
on specific concerns, such as learning problems, substance abuse, violence, teen
pregnancy, school dropouts, and ddinquency. Looked a as awhole, one finds in
meny schoal didtrictsan extensverangeof preventive and corrective attivity oriented
to sudents needs and problems. Some programs are provided throughout a school
digrict, others are carried out a or linked to targeted schodls Theinterventionsmay
be designed to bendfit dl sudentsinaschool, thosein specified grades, and/or those
identified as having spedid nesds. The attivities may be implemented in regular or
specid education dassrooms and may be geared to an entire dass, groups, or
individuds, or they may be desgned as"pull out”" programsfor designated Sudents
They encompass ecologicd, curricular, and dinicaly oriented activities.

On pape, it looks like alat. It is common knowledge, however, thet few schools
come dose to having enough resources to repond when confronted with a large
number of sudents who are experiencing awide range of psychosocid barriersthet
interferewith ther leerning and performance. Mot schodls offer only bare essentids
Too many schoals can't even meet badc nesds Primary prevention often isonly a
dream. The smplefact is that education support activity is marginalized & most
schoals, and thus the positive impact such ativity could have for the entire schoal is
sharply curtalled.

While schoals can useawide-range of personsto help sudents, most school-owned
and operated services are offered as part of pupil personnd sarvices. Federd and
date mandates tend to determine how many pupil sarvices professonds are
employed, and dates regulate compliance with mandates Governance of daily
practice usudly iscentrdized a the schodl didtrict levd. Inlargedidricts, counsdors
psychologigts, socid workers, and other specidists may be organized into separate
units. Such units sraddle regular, specid, and compensatory education. Analysesof
the gtuation find tha the result is programs and savices that are planned,
implemented, and evauated in afragmented and piecemed manner. Sarvice S&f &
schoals tend to functionin relaiveisolation of each other and other Sakeholders with
agreet ded of the work oriented to discrete problems and with an overrdiance on
soedidized savices for individuds and amdl groups. In some schoals a sudent
identified as a risk for grade retention, dropout, and substance abuse may be
assgned to three counsding programs operating independently of each other. Such
fragmentation not only is codly, it works agang developing cohesveness and
maximizing results



Recent years have seen an increesing interest in school-community collaborations as
School- one way to provide more support for schools, students, and families Theinterest is
Community bolstered by arenewed palicy concern about countering widespread fragmentation
Collaborations of community hedth and sodd sarvices and by vaiousiinitiatives for schodl reform,
youthdeve opment, and community devel opment. Variousformsaf school-community
collaborations are being tested, induding gatewide inititivesin Cdifornia, Horida,
Kentucky, Misouri, New Jarsey, Washington, Oregon, among others. This
movement has fostered such concepts as school linked services, coordinated
services, wrap-around ser vices, one-stop shopping, full serviceschools,ad
community school s. Thegrowingyouth deve opment movement addsconceptssuch
as promoting protective factors, asset-building, wellness, and empower ment.

Inbuilding school-community collaborations; it isimportant not to limit onesthinking
about communities by focusng only on agencies. The range of resources in a
community is much gregter than the sarvice agencies and community-bassd
organizations that often are invited to the table. The most important resource in a
community, of coursg, is the families that resde there. Other community resources
indudebusinessss libraries, parks, youth, rdigious, and dvic groups, and any fedility
thet can be used for recregtion, learning, enrichment, and support.

Not surprigngly, ealy findings primaily indicate how had it is to edablish
collaborations Still, a ressonable inference from avallable data is that school-

community collaborations can be successful and cogt effective over thelong-run. By
placng gaff at schools, community agencies make access eeser for Sudents and
families -- especidly those who usudly are underserved and hard to reach. Such
effortsnot only provide services, they seem to encourage schoolsto openther doors
inwaysthat enhancerecreationd, enrichment, and remedia opportunitiesand gregter
family involvement. Andyses of these programs suggest better outcomes are
associ ated with empowering children and families aswl aswith having the cgpatillity
to address diverse condtituencies and contexts. Families using school-based centers
become interested in contributing to school and community by providing sodd
support networks for new sudents and families, teeching eech other coping kills,
particpeating in school governance, hdping cresteapsychalogica senseof community,
and soforth. It is evident that school-community collaborations have great potentid
for enhanding schodl and community environments and outcomes



M ar ginalization
& Fragmentation
are Still the Norm

Policymakers have cometo gppreciae the rdationship between limited intervention
efficacy and the widespread tendency for complementary programsto operatein
isolation. Limited efficacy doesssem inevitable aslong asinterventionsare carried
out in apiecemed and often competitive fashion and with little follow through.
From this pergpective, reformers have directed initiativestoward reducing sarvice
fragmentation and increesing access to hedth and sodd services

The cdl for "integrated services' dealy is motivated by a dedre to reduce
redundancy, wagte, and ineffectiveness resulting from fragmentation (Adler &
Gardner, 1994). Spedd atention is given to the many piecemed, categoricaly
funded gpproaches, such as those created to reduce learning and behavior
problems, substance abuse, violence, school dropouts, ddinquency, and teen
pregnancy. By focusing primarily on the above matters, policy mekersfail to ded
with the ovariding issue, namdy that addressng barriers to development and
learning remainsamargindized agpect of policy and practice. Fragmentation Sems
from the margindization, but concernabout such margindizationisnot evenonthe
radar screen of mogt policy mekers.

Despite the emphead's on enhancing collaboration, the problem remains that the
mgority of programs, sarvices, and specid projects designed to address barriers
to sudent learning il are viewed as supplementary (often referred to assupport
or auxiliary services) and continue to operate on an ad hoc basis The degree to
whichmargindizaion isthe caseis seenin thelack of atention given such activity
in consolidated plans and certification reviews and the lack of efforts to map,
andyze, and rethink how resources are dlocated. Educationd reform virtudly has
ignored the nead to reform and restructure the work of schoal professonaswho
carry out psychosocid and hedth programs. As long as this remains the case,
reforms to reducefragmentation and increese access are serioudy hampered. More
to the point, the desired impact for large numbers of children and adolescents will
not be achieved.

At mogt schools community involvement dsoisamargind concern, and thetrend
toward fragmentation is compounded by mos schoal-linked services initigtives
This happens because suchinitiaivesfocus primearily on coordinating community
savicesand linking themtoschoals withanemphassonco-l ocating rether than
integrating such sarvices with the ongoing efforts of school d&ff.

In short, policies shgping current agendas for school and community reforms are
sioudy flawed. Although fragmentation and access are dgnificant concerns,
magndization is of grester concern. It is unlikdy that the problems of
fragmentation and access will be appropriately resolved in the dosence of
concerted atention in policy and practice to ending the margindized gatus of
efforts to address factors interfering with devdopment, learning, parenting, and
teaching.



EMERGING
THEMES

Toward
cohesiveness

Toward compre-
hensiveness

Despite their flaws, existing reform initiatives represent atemptsto improve onan
unsatisfactory saus quo. And, thelr defidendes are dimulating idess for new
directionsthat reflect fundamenta dhiftsin thinking about mentd hedth in schodls
and about the personnd who provide such sarvices. Three mgor themes have
emerged o far: (1) themove from fragmentetionto cohesveintervention, (2) the
move from narrowly focused, problem specific, and specidig-oriented services
to comprehengve gengrd programmatic goproaches, and (3) the move toward
research-based interventions, with higher standards and ongoing accountability
emphasized.

As dready noted, mog dudent support servicesprograms (es wel as
compensatory and spedid education programs) are developed and function in
rdaive isolaion of each other. Avalable evidence suggedts this produces
fragmentation and ingppropriate competition for resources which, in turn, results
in waste and limited efficacy. Nationd, Sate, and locd initigtives to increase
coordingtion and integration of community services are just beginning to direct
schoal palicy makersto adoser look a school-owned services (Adler & Gardner,
1994; Cdifornia Depatment of Educaion, 1997; Hawa'i Depatment of
Education, 2001; Los Angdes Unified Schodl Didrict, 1995, Memphis City
Schoals, 1999; Urban Learning Center, 1995). Thisisleading to new drategiesfor
coordinating, integrating, and redeploying resources.

Most schodlsdill limit many student support interventionsto individudswho cregte
sonificant disruptions or experience srious persond problems and disdhilities. In
responding to the troubling and the troubled, the tendency is to rdy on narrowly
focused, short-term, codt intensive interventions. Given that resources are parse,
this means sarving asmdl proportion of the many students who reguire assstance
and doing S0 in a noncomprehensve way. The deficendes of such an goproach
haveled to cdls for increased comprehensveness -- both to better address the
needs of those served and to serve greater numbers. To enhance access, the cdll
has been to esablish schoolsasacontext for providing asgnificant ssgment of the
basc interventions that condtitute a comprehengve goproach for meeting such
needs. One responseto dl thisisthe growing movement to creste comprenengve
school-besad centers More broadly, to counter what somedescribe as™hardening
of thecaegories” therearetrendstoward granting flexible use of categoricd funds
and temporary walvers fromregulatory resrictions Thereisaso renewed interest
in cross-disciplinary training -- with severd universties tesing interprofessond
collaboration programs. Such initigtives are intended to increase the use of
generdig drategies in addressing the common factors underlying many student
problems. The am a0 isto encourage less emphass on who owns the program
and more atention to accomplishing desired outcomes (see Addman & Taylor,
1994, 1998; Dryfoos, 1998; Schorr, 1998; Y oung, Gardner, Coley, Schorr, &
Bruner, 1994).



Research-based interventions

Increesing demands for accountability are blending with the desire of scholarsto
improve the dae of the at rdated to interventions. Vaious terms are used
induding reseerch-based, empiricaly-supported, and empiricaly-vaidated. An
extengve literature reports postive outcomes for counsding, psychologicd, and
socid sarvice interventions avallable to schools However, enthusasm about
pogtive findings is tempered by the redity of the redtricted range of dependent
vaiadles (eg., short-term improvement on amdl, discrete tasks), limited
generdization, and uncertain maintenance of outcomes. With repect to individud
trestments, mogt pogitive evidence comes from work done in tightly structured
research dtuations (eg., “hot houss’ environments); unfortunatdy, comparable
results are not found when prototype trestments are inditutiondlized in schodl and
dinic sttings. (see Weisz, Donenberg, Han, & Kauneckis, 1995, for discusson of
this matter gpecificdly focused on psychotherapy; see Gitlin, 1996, for a
comparable discusson rdated to psychopharmeacdlogy.) Similarly, mogt findingson
classroomand smdl group programsreflect short-term experimentd Sudies(usudly
without any follow-up phase). It remains an unansivered question asto whether the
results of such projects will be sustained when prototypes are trandated into
widespread gpplications. And the evidence dearly is insufficient to support any
policy regtricting schools to use of empiricaly-supported interventions. Still, there
is amenu of promisng practices, with benefits nat only for schodls (eg., better
Sudent functioning, increased attendance, and less teacher frudration), but for
society (eg., reduced cods related to welfare, unemployment, and use of
emergency and adult sarvices). The date of the art is promising; the search for
better practicesremansanecessity. And, support must be mede availablenot only
for dudying spedific programs, but for the deveopment and evduaion of
comprehendve, multifaceted gpproaches.




BUILDING ON
EMERGING
THEMES

Expanding
compr ehen-
siveness

Key to ending the margindized datus of efforts to address bariers to leaning
indude expanding comprenengveness and ensuring schoadl reform initiaives fully
integrate “education support activity.”

A mgor breakthrough in the baitle againg learning, behavior, and emotiond
problems probably can be achieved only when a full range of programs are
implemented. Deved oping compreheng vegpproachesrequiresmor ethan spedfic
prevention and early intervention programs, mor e than outreach to link with
community resources (and certainly more than adopting a school-linked sarvices
modd), mor ethan coordineting school-owned sarvices, mor ethan coordinating
school savices with community sarvices and more than aeding Family
Resource Centers, Full Service Schools, and Community Schools. None of these
condtitute school/community-wide goproaches, and the growing consenausisthet
comprehensive, multifaceted, and integrated gpproaches are essatid in
addressng the complex concans confronting schodls  families, and
neighborhoods

FHgure 1 illugrates the type of school-community continuum thet Ssemsessantid.
Such a continuum mugt condst of overlgoping sysems - systems of podtive
youth development and prevention, sysems of early intervention to address
problems as soon after onsat as feasble, and systems of care for those with
chronic and severe problems FHgure 2 illudtrates such a continuum in ways thet
highlight examples suggesting that acomprenengve goproachisbuilt withahaligtic
and devdopmenta empheds Clearly, such an goproach requires a sgnificant
range of programs focused on individuds families and environments and
encompasses peer and Hf-hdp drategies. Implied is the importance of usng the
leest redrictive and nonintrusve forms of intervention required to address
problems and accommodate diversity. With respect to concarnsabout integrating
adivity, the continuum of community and schodl interventions underscores thet
inter-programconnections are essentid on adaily basis and over time. From our
perspective, a high levd of policy emphass on devdoping a comprehenave,
multifaceted continuum is the key not only to unifying fragmented activity, but to
usng dl avalable resourcesin the mog productive manner.

To these ends, radicd proponents of agenerdist orientation argue for an end to
categorica goproaches In doing o, they point to data suggesting the limited
efficacy of such programs (eg., Jenkins, Pious, & Peterson, 1988; Kahn &
Kamerman, 1992; Savin et d., 1991). Their advocacy lends support for policy
shifts toward block grants in digributing federd welfare, hedth, and education
dollars to sates. More moderate proponents of ageneraist pergpectivearguefor
a softening of the categories and use of walvers to encourage exploraion of the
vaue of blended funding. Debates over baandng generdis and spedidid roles
have given renewed life to discussons of differentiated gaffing and spedific roles
and functions for genegrdidts, pecididts, and properly trained pargorofessonds
and nonprofessonds



Figure 1. Interconnected Systems for Meeting the Needs of All Students

Providing a CONTINUUM OF SCHOOL AND COMMUNITY
PROGRAMS & SERVICES

Ensuring use of the LEAST INTERVENTION NEEDED

School Resources Community Resources

(facilities, stakeholders,
programs, services)

Examples

(facilities, stakeholders,
programs, services)

Examples

Systems for Positive
Youth Development

C Enrichment & recreation &

C Youth development programs

C General health education . C Public health & safety
C Promotion of social and SySte_mS of Prevgntlon programs
emotional development primary prevention C Prenatal care
¢ Drug and alcohol education (low end need/low cost C Immunizations
C Support for transitions per student programs) C Recreation & enrichment
C Conflict resolution C Child abuse education
C Parent involvement

C Early identification to treat
health problems

Monitoring health problems
Short-term counseling

Foster placement/group homes

C Pregnancy prevention
C Violence prevention
C Dropout prevention
C Learning/behavior

Systems of Early I ntervention
early-after-onset

(moderate need, moderate

cost per student)

O OO OOO

accommodations Family support
C Work programs Shelter, food, clothing
Job programs

C Special education for
leaming disabilities,
emotional disturbance,
and other health
impai rments

Emergency/crisis treatment
Family preservation

L ong-term therapy
Probation/incarceration
Disabilities programs
Hospitalization

Systems of Care
treatment of severe and
chronic problems
(High end need/high cost
per student programs)

OO OO

Systemic collaboration* is essentia to establish interprogram connections on adaily basis and over timeto
ensure seamless intervention within each system and among systems of prevention, systems of early
intervention, and systems of care.

*Such collaboration involves horizontal and vertica restructuring of programs and services
(8 between juridictions, school and community agencies; public and private sectors,
among schools; among community agencies
(b) within jurisdictions, school didtricts, and community agencies (e.g., anong departments,
divisons, units, schools, clusters of schools)



Figure2. From primary prevention to treatment of serious problems: A continuum of community
school programsto addressbarriersto learning and enhance healthy development.

I nterv_enti on
Continuum

Primar?/
prevention

Ear|y-after-onset
%rventlon

Int

TreaterZ
sever
pro

%nt far
ronic
ems

Examples of Focus and Types of I ntervention
(Programs and services aimed at system changes and individual needs)

1. Public health protection, promotion, and maintenance to foster opportunities
positive development, and wellness

* economic enhancement of those living in poverty (e.g., work/welfare programs)

« safety (e.g., instruction, regulations, lead abatement programs)

* physicd and mental hedlth (incl. hedthy start initiatives, immunizations, dental
care, substance abuse prevention, violence prevention, health/menta health
education, sex education and family planning, recreation, social servicesto access
basic living resources, and so forthy

2. Preschool-age support and assistance to enhance health and psychosocial
devel opment
* systems enhancement through multidisciplinary team work, consultation, and
staff devel opment
* education and social support for parents of preschoolers
* quality day care
* qudlity early education o _
* gppropriate screening and amelioration of physical and mental health and
psychosocid problems

3. Early-schooling targeted interventions

* orientations, welcoming and transition support into school and community life for
students and their families (especially immigrants)

* support and guidance to ameliorate school adjustment problems

» personalized instruction in the primary grades

* additiona support to address specific learning problems

* parent involvement in problem solving _

« comprehensive and accessible psychosocia and physical and mental health
programs (incl. a focus on community and home violence and other problems
Identified through community needs assessment)

4. Improvement and augmentation of ongoing regular support

* enhance systems through multidisciplinary team work, consultation, and staff
development

* preparation and support for school and life transitions _

* teaching "basics' of support and remediation to regular teachers (incl. use of

available resource personnel, peer and volunteer support)

* parent involvement in problem solvin _ S _

* resource support for parents-in-need %ncl. assstance in finding work, lega ad,
ESL and citizenship classes, and so forth) _

« comprehensive and accessible psychosocia and physical and mental health
interventions (incl. health and physical education, recrestion, violence reduction
'&ggrama and soforth)

. emic guidance and assistance _

» Emergency and crisis prevention and response mechanisms

5. Other interventions prior to referral for intensive, ongoing targeted treatmel
» enhance systems through multidisciplinary team work, consultation, and staff
development T o
« short-term specialized interventions (including resource teacher instruction
and family mohilization; programs for suicide prevention, pregnant minors,
substance abusers, gang members, and other potential dropouts)

6. Intensive treatments _ _
« referral, triage, placement guidance and assistance, case management, and
resource coordination .
« family preservation programs and services
. gJeaai education and renabilitation
* dropout recovery and follow-up support
* services for severe-chronic psychosocia/mental/physical heath problems

Adapted from Adelman & Taylor (1993)
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Because no comprehendve gpproach can be established without weaving together school and

community resources, it is essantid to develop modds and palicies thet expand the neture and

soope of schoal reform. Indeed, it istime for abesic palicy shift. In thisregard, we have
Expanding proposed that policy makers move from the inedecuate two component mode thet dominates

school schoal reform to a three component framework (see, for example, Addman & Taylor, 1994,
1998; Center for Mentd Hedth in Schoals, 1998). The continued failure of current models for
reform school reform suggests thet better achievement surely reouires more then good ingtruction and

well-managed schoals (Tyack & Cuban, 1995).

Ashighlighted in Hgure 3, athree component modd nat only empheasizes afocus on reforming
ingruction and how schoals are governed/managed, such amodd cals for a component thet
comprehenavedy enableslearning by addressing barriers to learning, deve opment, and
teaching. Moreove, it views such acomponent as afundamenta and essentid facet of
educationd reform and thus cdlsfor devating efforts for addressng barriersto ahigh leve of
policy focus When palicy and practice are viewed through the lens of this third componert, it
becomes evident how much ismissng in current efforts to endble dl gudentsto learn and
deveop.

Figure 3. A three component model for reform and restructuring.

D|rec1 Fa:llltatlon 0 Devel Addrul_ré(.%r %Fmeg'Tea:hl
(Ded S e Samporert) Py Campetariy oY

AN /

Governance and Resource M
(Management Component%

*Moving from atwo to a three component mode! for school reform and restructuring
calls for establishing a component for addressing barriers to learning and devel opment.
Such a component Is treated as primary and essential and is developed into a

comprehensive continuum of interventions by weaving together school and community
resources.

Adapted from: Adelman & Taylor (1998)
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The concept of an enabling component was formulated to encompasssuch a
third component (see references cited above). It provides abass for
combetting margindization and afocd paint for developing acomprenensive
framework for policy and practice. It can dso hdlp address fragmentation by
providing a unifying term for digoarate gpproaches to preventing and
amdiorating psychosodd problems and promoating wellness. The usefulness of
the concept of an enabling component as abroad unifying foca point for palicy
and practice is evidenced in its adoption by various sates and locdities around
the country and by one of the New American Schodl's design teams (i.e,
Urban Learning Center, 1995). In some places it is cdled a"'learning supports'
component or a"supportive learmning environment component. (In Hawali, itis
cdled a Comprehendve Student Support System -- CSSS)

Emergence of a cohesve enabling component requires palicy reform and
operationd restructuring that dlow for weaving together what isavallable & a
schodl, expanding this through integrating schoal, community, and home
resources, and enhancing access to community resources by linking as many as
feesble to programs at the schodl. Thisinvolves extensve restructuring of
school-owned enabling attivity, such as pupil sarvices and gpecid and
compensatory education programs, and doing so in waysthat fully integrate the
enabling, ingructiond, and management components. In the process,
mechanisms must be deve oped to coordinate and eventudly integrate schoal -
owned enabling activity with community-owned resources (eg., formdly
connecting schodl programs with assats & home, in the business and faith
communities, and neighborhood enrichment, recregtion, and service resources).

Andysesindicate that exising Sudent supports dudter reedily into Sx generd
functiond areas and that schoals can build an enabling component by
deveoping programnsin these aress (eg., see Addman & Taylor, 1998). As
outlined in Hgure 4 and Appendix A, the Sx interrdated areas encompass
interventionsto (1) enhance dassroom-based efforts to endble learning, (2)
provide prescribed sudent and family assstance, (3) respond to and prevent
crises, (4) support trangtions, (5) increase home involvement in schoaling, and
(6) outreach to deveop grester community involvement and support -
induding recruitment of volunteers. Work carried out in the context of school
reform indicates that ddlinedting these 9x aress for schodls (eg., asthe
"aurriculum’ of an enabling component) can foder comprehensve, multifaceted
goproaches that encompass school-community partnerships.

At sthools where exiding interventions have been mgpped and andyzed with
referenceto the Sx arees, the process quickly identified redundant and
nonproductive programs. It dso hdped daify the srengths and weeknessesin
eech areq, induding avariety of coordination and resource nesds. The mapping
and andyses then became the bases for making priority decisons regarding
redesgning interventions and enhancing outcome efficacy (Lim & Addmen,
1997; Rosenblum, DiCecoo, Taylor, & Addman, 1995).
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Figure 4. An enabling component to address barriersto learning and enhance healthy
development at a school site.
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(categorized in terms of their
response to academic instruction)

| = Moativaiondl
reedy & adle =
No Bariers I nstructional
>
Component
> :
(8 Classoom | Desired
Not very Teaching Outcomes
motivated/ [y Barriers +
lacking to (b) Envichment
prerequisite Learning Adivity
I = knowledge
& illg
different
learning rates
& gyles
minor _
vuneraalities Enabling
Component
Avoidant/ The Enabling Component:
very ddfident A Comprehensive, Multifaceted Approach for
in current Addressing Barriersto Learning
Il = cgpabilities
hes adisility/ Such an approach weaves six clusters of enabling
mgor hedth activity into the fabric of the schoal to address
problems - barriers to learning and promote hedthy
development for all students.
Adapted from: Cridd Student
H.S. Adelman & L Taylor Emergency & Family
(1994). On under standing Assistance & Assistance
intervention in psychology Prevention Resource| /  bmomeeee-
and education. Westport, CT: Coordination
Praeger. / Community
Support for Outreach/
Trangtions Volunteers
Home Involvement
in Schooling




Addressing Barriers and Promoting Devel opment

Itistimefor reform advocates to expand their emphad's on improving indruction
and schod management to indude acompr ehensive component for addressing
barriersto learning. And in doing S0, they must pursuie this third component with
the samelevd of priority they devate to the other two. Thet is, Such an engbling
(or learner support) component must be a primary and essentid facet of school
reform. Thiswill require shifting palicy to push schoal reform beyond the current
tendency to concentrate mainly on indruction and managementt.

Schodl reformersliketo say thar amisto ensureall children succeed. We think
that thisthird component isthe key to making all more than the rhetoric of
reform.

We haglen to dress that afocus on addressing barriers to devel opment and
learning is not & odds with the " paradigm shift” that emphasizes assets, Srengths,
protective factors and resilience. The vdue of promoting hedthy deve opment
and primary prevention is both evident and in need of continuous advocacy. At
the same time, we know thet too many younggers are growing up and going to
schoal in gtuationsthat not only do not promote hedthy development but are
antitheticd to the process

Commitment to enhanding child and youth development and improving indruction
can help redress these condiitions. But, effective prevention also requires direct
and comprehendve action designed to remove or & least minimize the impact of
bariers -- hodile environments, individud vulnerabilities, and true disabilities and
disorders. Otherwise, such barrierswill continue to interfere with youngsters
benfitting from programs designed to promote deve opment and provide the best
possble indruction

In addressng barriersto leaning a schools much of the intervention focus must
be on enhancing the school-wide and dassroom environment, and aso
connecting with the community to prevent problems and enhance every
youngder's srengths At the same time, for the few individuas who ned
something more, schoals and communities, sparatdy and working together, must
provide essentid supports and assstance. No paradigm shift can afford to ignore
these matters or assume that they will be rectified if only schodlswill mekea
gregter commitment to youth development. It's not ametter of ether/or. It's not
about apoditive vs anegative emphags (or excuang or blaming anyone). And,
it's not about what'swrong vs. what's right with kids. It is about developing and
building on assts, Srengths, protective factors, reslience. It dso is about
continuing to face up to the redity of mgor extringc bariers aswel as problem
conditionsthet are intringc to or have become interndized by some youngders
We dl share the responshility of promating hedthy devdopment and addressing
barriers
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TOWARD
SYSTEMIC
CHANGE

Windows of
Opportunity
Stemming
from Reform
Initiatives &
Advanced
Technology

Our andyses envison schools and oommunltleswea/l resources together to develop
acomprénengve continuum of programs and sarvices gned to address bari ers to
development, learning, parenting, ahd teaching. From a decentrdiz atperspet:tlvet
pnmayfocusmdes ning such an approach ison stemlc
nelghborhoodl hen, based on whet is tofaalltateand enhancelocd
ong da‘%ut must be mede for fawhesol‘ schodls and wider communities, Hndlly,
W|t aity what is necded to faallitate school and community-based efforts and
school-community partnerships, appropriate centrdized restructurl can be pursued
(eg., see Center for Mentd Hedlth in ' Schools, 1999a, 1999, 2

Whether or not what we envison turns develops, dl pupil serwoepersonnel mus be

proective in shgping thar future. In doing So, they must underdand and take advantage

of thewindows of gpportunity currently open asaresult of mgor reform initigtives and

the rgpid advances in technology. We dso think they need to adopt an expanded vison

of thar rdle and functions. Pdli cd , they must integrate themsdves fully into schod

ag‘é)rmatn?alkla/elsmdespeu ly & schools wherever decentraization leadsto locdl
don ng

Presentl){ there are severd windows of opportunity for taking alesdership rolein

he future. Among the mogt prominent are the magor inititives to reform
srhodsand wdfare and hedth srvices. Each reform initi velssnftm%gr\ewaysm
which d1|drmardthe|rfaﬂlles|nterfaoethhschod and community.
among ather things, schogl reform |se||mnat|ngsoad omation, pursling zero
t?aanoepolmesandcdh for induson of e<oqa|ond children mrgula programs.

changesareto t the targeted students, current impl ion draegies
must bethorO%hly overhauled anc wdl-desgned | mterventlonsfor pre/entlon axd
-after- correction of Pr emsae esantid. T SPU s[|vice
personnel must flndtherway Ieajermlptdz)lessntha e‘fedlvew emwide changes
are desgned and implement
Smllar unitiesarise around welfare reform Asthe pooI of Worklng parentsis
hereis an expanding ogramsand

programs 'to fill nonschool hours for dl youngﬂers edth re‘orms doae beg| nning to
gimulate renewed interest in pri secorxiaxpra/ermn Aslocd schoolsand
neghborhoodsvvralethhthel acatlonsof dl this theresult canbemore

agf and margindli edprograms,orsét%s be taken to weave changesinto
thefabric of acanprehensveapproach for addressng berrlersto development and
learni Pu | sarvice professonds have not yet emerged as key paticipantsin these
aenas, opportunity for assuming alesdership role |sthere

Ancther window of gpportunity comes from the rapid expandon of technologica
a)pllcatlons Although schoolsaejust beglnnlngtomoorporaethe avances, in
the next few earstech will provide mgor avenuesfar improvi hewl%/ pupil

sa\noepersonnel function ow |sthet|metotd<etheleed in planning

technology will beused ample, Improved computer programsae emerging thet
sydemdicdly many mterventlon a1|V|t|esg|ndudng teaching, assessmet and
monitoring), andt Internét offers amazing Way's to Incresse acoess to Information and

resources, enhance collaborative efforts induding consuitation and networking, provide
persondized continuing education and disance Iéaming, and on and on.
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New
M echanisms

Resource-oriented
teams at schools,
complexes, and
systemwide

Fundamenta palicy and practice changes carry with them cdlsfor restructuring
sysemic mechanisams and personnd roles and functions & schools, centrd offices,
and school boards. With specific repect to improving how problems are
prevented and amndiorated, dl support Saff need to leed the way in establishing
well-redesigned organizationd and operational mechaniams thet enable schoalsto
(@) arive a wise decigons about resource dlocation, (b) maximize sysematic
and integrated planning, implementation, mantenance, and evauation of engbling
activity, (c) outreech to cregte forma working relaionships with community
resources to bring someto aschool and establish specid linkages with others,
and (d) upgrade and modernize interventions to reflect the best modds and use of
technology. Implied in dl this are new roles and functions for some g&ff and
gregter involvement of parents, sudents, and other representatives from the
community. Also implied is redeployment of exiding resources aswal asfinding
new ones A few example of rdated reforms we are pursuing in our work are
offered below to highlight these metters For amore detalled discusson, seethe
references cited above.

Currently, many schoals do not have mechaniams focused spedificaly on how to
prevent and andiorate barriers to learning and teeching. No adminigtrator or
team has regponghility for mapping exising eforts, andyzing how well resources
are being usad to meat needs, and planning how to enhance such effarts An
example of mechanisms designed for these purposesis seen in work rdaed to
building aresource coordinaing team into the sructure of every school and
cregting aresource coordinating coundl for acomplex or “family” of schools and
cregting asysem-wide searing body (Addman, 1993; Addman & Taylor,
1998; Rosenblum, DiCecco, Taylor, & Addman, 1995).

A resource-oriented team differs from those creeted to review sudents (such asa
Student Sudy or success team, ateacher ass ance team, a case management
team). That is itsfocusis not on gpecific cases, but on darifying resources and
their best use. However, where creation of "another teem” is seen as a burden,
existing case-oriented teams can be asked to broaden their scope. Of course, in
doing 0, they mud take great care to dructure their agenda so that sufficient time
is devoted to the additiond tasks.

A resource-oriented team at a school and resource coundl for afamily of schools
provide what often are missng mechanigms for managing and enhanding systems
to coordinate, integrate, and srengthen interventions. For example, at aschool-
gte, aresource coordinating team can be repongble for (a) identifying and
andyzing attivity and resources with aview to improving the schodl’ s efforts to
prevent and amdiorate problems, (b) enhancing sysemsfor prereferrd
interventions, refarra, case management, and qudity assurance, (€) guaranteaing
gopropriate procedures for effective management of programsand
communication among schod g&ff and with the home, and (d) exploring waysto
redeploy and enhance resources — such as darifying which adtivities are
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School-site and
central office
leadership

nonproductive and suggesting better uses for the resources, aswdl as reeching
out to connect with additiond resourcesin the schodl district and community.

Creation of resource-oriented mechaniamsis essantid for darting to weave
together exiding school and community resources and encouraging services and
programs to function in an increesingly cohesve way. Such teams dso are
vehides for building working rdationships and can play ardein solving turf and
operationd problems, deveoping plansto ensure avallability of a coordinated set
of efforts and generdly improving the attention paid to devdoping a
comprehensve, integrated gpproach for addressing barriers to sudent learning.

One of the primary and essentid tasks aresource-oriented mechanism
undertakesistha of enumerating school and community programs and sarvices
that are in place to support gudents, families, and gaff. A comprehensve "gep”
asesIment is generated as resource mgpping is compared with surveys of the
unmet needs of and desired outcomes for sudents, their families, and schoal S&ff.
Andyses of what is available, effective, and needed, provide a sound bedis for
formulaing srategiesto link with additiona resources a other schodls, didrict
gtes, and in the community and enhance use of exiging resources Such andyses
a0 can gquide efforts to improve cod-effectiveness Inagmilar fashion, a
resource-oriented team for acomplex or family of schoals (eg., ahigh school
and its feeders) provides amechanism for andyses that can lead to Srategies for
cross-school and community-wide cooperation and integration to enhance
intervention effectiveness and garner economies of scde.

Although a resource-oriented mechaniam might be created soldy around
psychasodid programs it is meant to bring together representatives of dl mgor
programs and services supporting the ingtructiond component. Thisindudes, for
example, guidance counsdors, school psychologids, nurses, socid workers,
atendance and dropout counsdors, hedth educators, Specid education seff,
after schodl program g&ff, bilingud and Title | program coordinetors, hedth
educators, and safe and drug free school g&ff. It dso includes representatives of
any community agency that is agnificantly involved with schools. Beyond these
"sgvice' providers, such ateam iswdl-advisad to add the energies and expeartise
of adminidrators, regular dassroom teachers, non-certificated Saff, parents, and
older sudents.

School and multite resource-oriented mechanisms are not uffident. Steand
systemwide palicy guidance, leedership, and assstance are required. For
example itisunlikdy that aschodl can credte, inditutiondize, and foser ongoing
renewd of acomprehensve gpproach to addressng barriers to learning without
someone who has the formd responsibility, time, and competence to lead the way
and who dts a the adminigrative decison meking table
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School board
committee on
addressing
barriersto
learning

At the centrd office levd, leadership must focus on supporting school and dugter
levd activity. Thet is, Such leedership must ensure that systemwide resources are
truly designed to support the work of schodl stesin the mog effective and
effident ways. Thisrole requires much maore then didributing a“far” shareto
everyone. It encompasses capadity building srategies that fadilitate school Site
deve opment of comprehensve goproaches for preventing and amdiorating
problems, induding credting reediness for systemic change, leedership training,
sakeholder deve opment, and cgpitalizing on commondities across Stesto
achieve economies of scae. Centrd didrict offices generdly have not atended to
establishing a cohesive infragtructure for supporting school-based effortsto
develop and enhance comprehensve gpproaches. Many have quite independent
units focused on rdaed méatters (eg., schoal psychology, counsding, nurang,
socid work, specid and compensatory education, school sefety, hedth
education). There often isno overdl adminidrative leader, such as an asodate
superintendent, who has the time and expertise to weave the parts together and
ensure they are usad effectivey to support what must go on in eech schoal. Such
aleader isnesded to (a) evalve the didrict-wide vison and drategic planning for
preventing and amdioraing problems, (b) ensure coordination and integration of
enabling activity among groups of schools and sysemwide, (€) etablish linkages
and integrated collaboration among systemwide programs and with those
operated by community, city, and county agendes, and (d) ensure integration with
ingructiond and management components This leeder'sfunctionsdso
encompass eva uation, induding determingtion of the equity of various efforts,
quaity improvement reviews of dl mechaniams and procedures, and, of course,
ascertaining how well outcomes are achieved.

Asoneof our Center's policy reports notes (Center for Mental Hedth in Schoals,
1998), most schoal boards do not have a ganding committee that gives full
atention to the problem of how schools address barriers to learning and teaching.
Thisisnot to suggest that boards are ignoring such maters. Indeed, items rdated
to these concerns gppear regularly on every school board's agenda. The problem
Isthet each item tendsto be handed in an ad hoc manner, without suffident
atention to the“Big Picture” Given this it isnat surprigng that the adminidrative
dructurein mogt didrictsis not organized in way's that codlesce various functions
for preventing and amdiorating sudent problems. The piecemed dructure reflects
the margindized gatus of such functions and both creetes and maintains
fragmented palices and practices. Given that every school endeavorsto address
barriersto learning and teaching, school boards should carefully andyze the way
they ded with these functions and consder whether they need to restructure
themsdlves to enhance cohesion of palicy and practice. Leedersfor an "engbling”
or "learning supports’ component mugt advocate for such restructuring.

The above examples are only afew illudrations of arenasin which support
sarvice parsonnd could play leadership roles The need for changeis evident, so
isthe pressure and opportunities for pursuing systemic reforms. Equily obviousis
the fact that making fundamentd changesisnat atask for thetimid.
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RETHINKING
ROLES,
FUNCTIONS,
DEVELOPMENT, &
CREDENTIALING

Asthe preceding discusson indicates, many influences are reshgping the work
of pupil services personnd. Besdes changes cdled for by the growing
knowledge based in various distiplines and fidds of practice, initigtivesto
restructure education and community health and human sarvices are creating
new roles and functions. Clearly, pupil service personnd will continue to be
needed to provide targeted direct assstance and support. At the sametime,
ther roles as advocates, catdydts, brokers, and fadilitators of systemic reform
will expand. Asaresut, they will engegein anincreaangly wide aray of
adtivity to promote academic achievement and hedthy development and
address barriers to gudent learning. In doing o, they mugt be prepared to
improve intervention outcomes by enhancing coordination and collaboration
within aschool and with community agendesin order to provide the type of
cohesve goproaches necessary to ded with the complex concerns confronting
schools (Addman, 1996a, 1996b; Freeman & Pennekamp, 1988; Henderson
& Gydoers, 1997; Marx, Wooley, & Northrop, 1998; Reschly & Y ssddyke,
1995).

Conggent with the systemic changes that have been unleashed
isatrend toward less emphads on intervention ownership and
more atention to accomplishing, desired outcomes through
flexible and expanded rales and functions for g&ff. Thistrend
recognizes underlying commondlities among a vaiety of schod
concearns and intervention Srategies and is fosering increased
interest in cross-disaiplinary training and interprofessond
education (Carnegie Coundil on Adolescent Devdopment,
1995; Lawson &, Hooper-Briar, 1994).

Clearly, all this has major implications for changing
professional preparation and credentialing.

Effortsto cgpture key implications areillugtrated in the following
frameworks. Theseframeworkswere sketched out by an expert
pand convened by one da€s credentiding commisson to
provide guiddines for revison of the daés dandards for
deveoping and evauating pupil saervices personnd credentid
programs.
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Framework 1

Areasof function, level sof professional devel opment, and nature& scope
of competencies. Thefirg framework outlinesthresbas cdimensonsthat should
guide development of programs to prepare pupil personnd professonds. As
illugrated on the next page, the falowing four mgor aress of function are
concalved.

(1) direct interventions with gudents and families
(2) interventions to enhance sysems within schoals

(3) interventions to enhance school -community linkages &
partnerships

(4) supervisor/adminigtration

Within each of these areas are sets of generic and specidized competencies The
meny competendes ae learned a various leves of professond deve opment.
There is a need to develop criteria with respect to eech of these aress. (See
examples in the exhibit falowing the framework.) Of course, the number of
criteriaand the Sandards used to judge performance should vary with the spedific
job assignment and leve of professond devel opment.

Although some new knowledge, skills, and attitudes are learned, specialized
competence is seen as emaging primaily from increesng one's breadth and
depth rdaed to generic competencies. Such gpedidized learning, of course, is
shaped by onésfidd of gpedidization (eg., school counsdor, psychologi, socia
worker), aswedl as by prevaling views of job demands (eg., who the primary
dientde arelikdy to be, the spedific types of tasks one will likdy perform, the
sdtingsin which onewill likdy serve).

Note tha most competencies for supervison/adminidration are left for
devdopment a Levd IV. Also note tha crosscutting al dimensons are
foundationd knowledge, skills, and attitudes related to areas uch as (@) human
growth, devdopment, and learning, (b) interpersond/ group rdaionships,
dynamics and problem solving, (C) culturd competence, (d) group and individud
differences, (e) intervention theory, (f) legd, ethica, and professond concarns,
(9) applications of advanced technology.
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Framework 1. Areasof Function, Levels of Professional Development, &
Nature & Scope of Competencies

Levd 11
Induction
LEVELSOF
PROFESSIONAL Levd 11

DEVELOPMENT Inservice for
Mastery

Levd IV
Professional
Development

for Supervision/
Administration

@
Direct
Interventions

@
Interventions
to enhance
MAJOR AREAS Systems within
OF FUNCTION Schools

®
Interventions
to enhance
School-Community
Linkages &
Partnerships

G
Supervision/
Administration

Generic Competencies Specialized Competencies
(greater breadth & depth,

aswell as added new facets
of knowledge, skills, & attitudes)

NATURE AND SCOPE OF COMPETENCIES

Notes:
Cross-cutting al dimensions are foundational knowledge, skills, and attitudes related to such topics as
(@) human growth, development, and learning, (b) interpersonal/group relationships, dynamics and problem
solving, (c) cultural competence, (d) group and individual differences, (€) intervention theory, (f) legal, ethical,
and professional concerns, and (g) applications of advanced technology.

(a) Direct interventions = implementing one-to-one, group, or classroom programs and services

(b) Interventions to enhance systems within schools = coordination, development, & leadership related to
programs, services, resources, and systems

(c) Interventions to enhance school-community linkages & partnerships = connecting with community resources

(d) Supervision/Administration = responsihility for training pupil personnel and directing pupil personnel services
and programs
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Exhibit: Examples of Generic Criteriafor Staff Performancein Each Area of Function
(2) Direct interventions with students and families

Student support —demonstrates the ability to plan, implement, and evaluate programs and services
that equitably address barriers to learning and promote healthy development among a diverse
range of students (e.g., developmental and motivational assessments of students, regular and
speciaized assistance for studentsin and outside the classroom, prereferral interventions, universal
and targeted group interventions, safe and caring school interventions, academic and persona
counsdling; support for trangitions)

Family assistance — demongtrates the ability to plan, implement, and evaluate programs and
services for students families whenever necessary to enhance student support (e.g., providing
information, referrals, and support for referral follow-through; instruction; counseling; home
involvement)

(2) interventions to enhance systems within schools

Coordination and integration of programs/services/systems — demonstrates the ability to plan,
implement, and evaluate mechanisms for collaborating with colleagues to ensure activities are
carried out in the most equitable and cost-effective manner consistent with legal and ethical
standards for practice (examples of mechanismsinclude case-oriented teams; resource-oriented
teams; consultation, coaching, and mentoring mechanisms; triage, referral, and care monitoring
systems; crisis teams)

Development of program/service/systems — demondtrates the ability to enhance development of
a comprehensive, multifaceted, and integrated continuum of interventionsfor equitably addressing
barriers to learning and promoting healthy development among a diverse range of students and
their families (e.g., collaborates in improving existing interventions; collaborates to develop ways
to fill gaps related to needed prevention programs, early-after-onset interventions, and assistance
for students with severe and/or chronic problems; incorporates an understanding of legal and
ethical standards for practice)

(3) interventions to enhance school -community linkages & partner ships

Coordination and integration of school-community resources/systems — demonstrates the ability
to plan, implement, and evaluate mechanisms for collaborating with community entities to weave
together school and community resources and systems to enhance current activity and enhance
development of a comprehensive, multifaceted, and integrated continuum of interventions for
equitably addressing barriers to learning and promoting healthy development

(4) supervison/administration

Supervision of professionas-in-training and induction of new staff -- demonstrates the ability to
coach, mentor, and supervise professionas-in-training and newly hired pupil services personnel
both with respect to generic and speciality functions

Administration of pupil services -- demonstrates the ability to design, manage, and build capacity
of personnel and programs with respect to speciaized pupil services activities and %eneric
?/Stgnic gpproaches to equitably addressing barriers to learning and promoting healthy
evel opment

Adminigrative leadership in the district -- demonstrates the ability to participate effectively in
District decison making to advance an equitable and cost-effective role for pupil services
personndl in addressing barriers to learning and promoting healthy devel opment

Inaddition to the above, each fidd (e.g., school psychology, counsdling, socia work) will want
to add severa specidized competencies.
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Framework 2

Levelsof competence and professional devel opment and possible types of
certification. Thesecond framework sressesthe need to articulate different levelsof
competence and daify the levd of professond devdopment a which such
competenceis dtained. It dso highlights types of catification that might be attached
to the different levels of competence and professond deve opment.

Key outcome criteria for desgning presarvice programs (induding internship) are
concalved as developing a least the minimd leve of competence necessary to qudify
for initid employment. The gopropriate certification a this levd is described as a
preiminary credentid.

Criteriafor professond devdlopment a Levd 1l isdefined astheleve of competence
necessary to qudify as a proficient school practitioner. This competence can be
developed through on-thejob insarvice programs designed to “Induct® new
professonds into thar roles and functions. Such an induction involves providing
support in the form of forma orientation to settings and daily work activity,
persondized mentoring for the fird year on-thejob, and an insarvice curriculum
designed specificdly to enhance proficient practice. At the end of one schodl year's
employment, bassd on supervisor verification of proficent practice, a"dear credentid”
could beissued.

Both with respect to ongoing professond devdopment and carexr ladder
opportunities, availability of gppropriate on-the-job inservice and academic programs
offered by inditutions for higher education is essentid. These should be designed to
dlow professonds to qudify as meder practitioners and, if they dedre as
upavisordadminidrators. At the same time, it is important to gppreciate thet few
school didricts are ready to accept formd certification a theselevdsasarequistefor
hiring and developing sdary scdes Thus, such certification is seen assomething to be
recommended -- not required.

Because of the many controverses associated with renewd of catification, the best
solutionmay betotierenewd to participationinforma orn-the-jobinsarvice programs
This presupposes that such insarvice will be desgned to enhance rdevant
competendesfor pupil sarvice personnd.
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Framework 2.

L evels of Competence and Professional Development and Possible Types of

Certification

LEVELS OF LEVELS OF POSSIBLE TYPES
COMPETENCE PROFESSIONAL OF CERTIFICATION
0 DEVELOPMENT
N
G Level IV
@]
| Competenciesto Professond Development Supervisory/
N qudify asa for Supervisor/Admin. Adminigtrative
G supervisor/ (recommended but
P administrator not required)
R
O Level I
F
E Competenciesto Inservice for Magtery Magter Practitioner
S qudify asamaster (recommended, but
| practitioner not required)
@)
N Level I1
A
L Competenciesto Inservice for Induction Clear Credential
D qudify asa (program to provide support for
E proficient beginning professionals—
orientations, mentoring, and
v school .. inservice professional devel.)
E practitioner
L
O Level |
]
M Minimd Preservice Education — Prdiminary Credentid
E Competencies indluding practicum and
N necessary to internship
T qudify for initial
employment
Note:

Cross-cutting all levels of competence are foundational knowledge, skills, and attitudes related to such topics as
(a) human growth, development, and learning, (b) interpersonal/group relationships, dynamics, and problem
solving, (c) cultural competence, (d) group and individual differences, (€) intervention theory, (f) legal, ethical, and
professional concerns, and (g) applications of advanced technology.
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Framework 3

Gener ating genericand specialized competenci es. Toguideprofessiond program
design and evauation and for purposes of evauaing candidatesfor catification, ligs
of competencies need to be generated. As dready Stressed, such competencies can
be grouped withrespect to crass-cutting foundationa knowledge, skills, and attitudes
and four generd areasof function. Thus the foundational stepinlisingcompetendes
involves ddinedting whet isto be learned rdated to eech cross-cutting area.

As noted with respect to thefour generd areas of professond functions, the necessary
competendies in each of these areas can be divided into those common to dl pupll
sarvices personnd ("generics’), those common to more than one pecidty but not
shared by dl (specidty overlgps), and specidized competencies unique to one
Soedidlty.

Logcdly the nature and scope of competendies ligted for each leve of professond
development varies The processin generding competencies & each levd should be
dore in deps At Levd 1, this involves ddineting cross-cutting foundationd
knowledge, skills, and attitudes and then generating those generics and goedidized
competendiesthat provideat leest theminimd leve of competence necessary to qudify
for initid employment. At subseguent leves of professond devdopment and with
repect to each area of function, the first gep involves ddineating generics

and the second sep encompasses ddinedting specidized competencies for each
gpedidization. In generating specidized competendies for schoal psychologigs, and
sodd workers, specidity overlgos and perhaps previoudy unidentified generics ae
likely to emerge

Note: The essantid competendies for carrying out child wdfare and attendance
functions are seen asreedily embedded in both the school counsdor and school socid
work spedidization and perhgps eventudly in the schoadl psychology specidization.
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Framework 3. Stepsfor Generating Generic and Specialized Competencies

Foundational Step: Ddineate cr oss-cutting foundational knowledge, skills, and attitudes

(e.g., related to topics such as (@) human growth, development, and learning, (b) interpersonal/group relationships, dynamics, and
problem solving, (c) cultural competence, (d) group and individual differences, (€) intervention theory, (f) legal, ethical, and
professional concerns, and (g) applications of advanced technol ogy)

AREAS OF NATURE AND SCOPE OF COMPETENCIES FOR LEVEL
FUNCTION
First Step: Ddinestegeneric competencies
1 1
Oy P
Interventions >
>
>
>
>
X)
2
Interventionsto 1)
Enhance Systems >
within Schoadls ;
>
>
>
X)

3
Inter\gezlti onsto 1)
Enhance School- >
Communi

3/ S
Linkages, >
Patnardhips Z
>
X)
(4)
Supervison/ 1)
Adminigration ;
>
>
>
>
X)
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Framework 3. (cont.)
AREAS OF NATURE AND SCOPE OF COMPETENCIES FOR LEVEL
FUNCTION _ o _
Second Step: Ddinegte specialized competencies
(greater breadth & depth, as well as added new facets of knowledge, skills, & attitudes)
School Counsdlor  School Psychologist ~ School Social Worker
(1)

Direct
Interventions

XVVVVVVE

2
Inte(rv)mtiu’lsto 1)
Enhance Sysems >
within Schodls

3
Ir1ten§er)1tionsto 1)
Enhance Schodl-

Linkages,
Patnerships

EVVVVVV

(4
Supervisony 1)
Adminidraion

XVVVVVV
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About
Reviewing
Pupil

Per sonnel
Programs

Fndly, afew words about devel oping Sandardsfor the operation of credentiaing
programs.

After thenew st of competenciesare ddineated, therewill begreater darity about
how to revise sandardswith repect to (1) inditutional resourcesand coordingtion
and (2) admisson and candidete sarvices,

In revisng these particular sets of gandards, the firg concean is to darify the
necessary program functions for deve oping intended competendesa apecified
levd of professond deveopmentt.

Thenext concarnistoddineatethetypesof str uctur es, goedfic mechani sms, and
degree of resour ces essantid for ensuring that program funcdtionsarewd | planned,
implemented, and evauated.

With spedific repect to admisson and candidate sarvices, the ongoing concarns
areto ensure that diverdty and equity are gppropriately addressed.

In daifying expectations for vaious levds of inditutiond involvement, current
dandards should be extended. That is in addition to evduating the overdl
resources of the inditution, reviews should darify how resources are deployed a
the levd of (8) a school/department of education and (b) areas and the specific
professond preparation programs within the school /department.

It ds0 is essatid to daify the degree of coherence between the credentid
preparaion program's curriculum and practicum and internship placements
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CONCLUDING
COMMENTS

Inthelast part of thetwentieth century, nationdl godsfor education ascodified into
law have cdled for ensuring (8) dl children areready tolearn, (b) sefeschoals, and

(c) partnershipsto increase parent involvement and participation in promating the
sodd, emationd and academic growth of children. During the same period,

intigtives to restructure community hedth and humen sarvices encompassed a
mgor focus on linking services to schools. These ongoing forces and others will

reshape the roles and functions of pupil sarvices personnd. Such forces provide
both a chdlenge and an opportunity for dl pupil sarvices personnd to play
multifaceted roles -- providing sarvicesand much more.

Although some current roles and functionswill continue, many will disgppear, ad
otherswill emerge. Opportunitieswill arisefor pupil sarvices personnd not only to
provide direct assgtance, but to play increesing roles as advocates, catayds,
brokers, and fadlitators of reform and to provide variousformsof consultationand
insavice training. All who work to address barriers to sudent learning must
participate in cgpedity building activity thet dlowsthem to carry out new rolesand
functions effectively. This will require ending their margindized datus through full
participation on school and digtrict governance, planning, and evauation bodies.

The new millennium marks a turning paint for how schodls and communities
addressthe problemsof children and youth. Currently being detlerminediis Inwhet
direction should we go? And who should decide this? It is essentid thet
professonds a dl levdsinthefidd find aplace a the rdevant tablesto hep shepe
the answers to these questions. And, it is essentid that policy makers end the
margindization of such personnd by fully integrating pupil services professonds
into initigtives to reform and restructure education.

Obvioudy, all thishasmajor implicationsfor professional devel opmentand
certification. Thereis much work to be done.
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Appendix A

“Curriculum” Areasfor an Enabling Component

(1) Enhancing teacher capacity for addressing problems and for fostering
social, emotional, intellectual and behavioral development. When a classroom
teacher encountersdifficulty inworking with ayoungster, thefirs sep isto see whether thereare
way's to address the problem within the classroom and perhaps with added home involvement.
Itis essentid to equip teachers to respond to garden variety learning, behavior, and emotiond
problems using more than socid control strategies for classroom management. Teachers must
be helped to learn many waysto enable the learning of such students, and schools must develop
school-wide approaches to assist teachers in doing this fundamenta work. The literature offers
many relevant practices. A few prominent examplesare: prereferrd intervention efforts, tutoring
(e.g., oneto-one or smdl group ingtruction), enhancing protective factors, and assets building
(induding use of curriculum-based approaches to promoting social emotiona development).
Outcome datare ated to such mattersindicate that they do make adifference (see accompanying
Resource Aid Packet).

(2) Enhancing school capacity to handle the variety of transition
concer ns confronting studentsand their families. It hastakenalongtimefor
schools to face up to theimportance of establishing transition programs. In recent years
abeginning has been made. Trangition programs are an essentid facet of reducing levels
of dienation and increasing levels of positive atitudes toward and involvement at school
and learning activity. Thus, schools must plan, develop, and maintain a focus on
trangition concerns confronting students and their families. Examples of relevant practices
are readiness to learn programs, before, during, and after school programs to enrich
learning and provide safe recreation, articulation programs (for each new step in formal
education, vocationd and college counsdling, support in moving to and from specid
education, support in moving to post school living and work), welcoming and socid
support programs, to and from specia education programs, and school-to-career
programs. Enabling successful trandtions has made a sgnificant difference in how
motivationaly ready and able sudents are to benefit from schooling.

(3) Responding to minimizing impact, and preventing crises. The need for crisis

response and prevention is constant in many schools. Such efforts ensure assistanceis provided

whenemergencies arise and follow-up careis provided when necessary and appropriate so that

students are able to resume learning without undue delays. Prevention activity stresses crestion
of asafe and productive environment and the devel opment of student and family attitudes about

and capacities for dealing with violence and other thregts to safety. Examples of school efforts
indude (1) systems and programs for emergency/criSis response a a dSte, throughout a
complex/family of schools, and community-wide (including aprogram to ensurefollow-up care)

and (2) prevention programs for school and community to address safety and violence
reduction, child abuse and suicide prevention, and so forth. Examples of reevant practices are
establishment of a criss team to ensure criss response and aftermath interventions are planned

and implemented, school environment changes and safety Strategies, and curriculum approaches
to preventing crisis events (violence, suicide, and physical/ sexud abuse prevention). Current

trends stress school- and community-wide prevention programs.

(cont.)



“Curriculum” Areasfor an Enabling Component (cont.)

(4) Enhancing homeinvolvement. Inrecent years, the trend has been to expand the nature and
scope of the school’ s focus on enhancing home involvement. Intervention practi ces encompass efforts
to (1) address specific learning and support needs of adults in the home (e.g., classes to enhance
literacy, job skills, ESL, mutual support groups), (2) help those in the home meet their basic obligations
to their children, (3) improve systems to communicate about matters essential to student and family, (4)
enhance the home-school connection and sense of community, (5) enhance participation in making
decisons that are essentia to the student, (6) enhance home support related to the student’s basic
learning and development, (7) mobilize those at home to problem solve rel ated to student needs, and (8)
dicit help (support, collaborations, and partnerships) from those at home with respect to meeting
classroom, school, and community needs. The context for some of this activity may be a parent center
(which may be part of the Family and Community Service Center Facility if one has been established
at the site).

(5) Outreachingtothecommunity to build linkagesand collabor ations. The
aim of outreach to the community isto develop greater involvement in schooling and enhance
support for efforts to enable learning. Outreach may be made to (&) public and private
community agencies, colleges, organizations, and facilities, (b) businesses and professional
organizations and groups, and (c) volunteer service programs, organizations and clubs. Efforts
in this area might include 1) programs to recruit and enhance community involvement and
support (e.g., linkages and integration with community health and socia services; cadres of
volunteers, mentors, and others with special expertise and resources; local businesses to
adopt-a-school and provide resources, awards, incentives, and jobs, forma partnership
arrangements), 2) systems and programs specifically designed to train, screen, and maintain
volunteers(e.g., parents, college students, senior citizens, peer and cross-age tutors/counselors,
and professionas-in-training to provide direct help for staff and students--especialy targeted
students), 3) outreach programsto hard-to-involve students and families (those who don’'t come
to school regularly--including truants and dropouts), and 4) programs to enhance community-
school connections and sense of community (e.g., orientations, open houses, performances and
cultural and sports events, festivals and celebrations, workshops and fairs). A Family and
Community Service Center Facility might be a context for some of this activity. (Note: When
there is an emphasis on bringing community services to school sites, care must be taken to
avoid creating anew form of fragmentation where community and school professionas engage
in aform of parald play at school sites.)

(6) Providing special assistance for students and families. Some problems cannot be
handled without a few specia interventions; thus the need for student and family assistance. The
emphasisis on providing specia servicesin a persondized way to assist with a broad range of needs.
School-owned,- based, and -linked interventions clearly provide better accessfor many youngstersand
their families. Moreover, as a result of initiatives that enhance school-owned support programs and
those fostering school-linked services and school-community partnerships (e.g., full service schools,
family resource centers, etc.), more schools have more to offer in the way of student and family
assistance. In current practice, available socid, physical and menta health programsin the school and
community are used. Specia attention is paid to enhancing systems for prereferral intervention, triage,
case and resource management, direct services to meet immediate needs, and referral for special
services and specia education resources and placements as appropriate. A growing body of data
indicates the current contribution and future promise of work in this area.
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§ %— From the Center’s Clearinghouse...
Center :

oo‘%' Tecln\\&\s
Thank you for your interest and support of the Center for Mental Health
in Schools. You have just downloaded one of the packets from our clearinghouse. Packets not yet
available on-line can be obtained by calling the Center (310)825-3634.

We want your feedback! Please rate the material you downloaded:

How well did the material meet your needs? Not at all  Somewhat Very much
Should we keep sending out this material? No Not sure  Yes

Please indicate which if any parts were more helpful than others.

In general, how helpful areyou finding the Website? Not at all  Somewhat Very Much

If you arereceiving our monthly ENEWS, how helpful are you finding it?
Not at all Somewhat Very Much

Given the purposes for which the material was designed, are there partsthat you think
should be changed? (Please fedl freeto share any thoughts you have about improving the
material or substituting better material.)

We look forward to interacting with you and Send your responce to:
contributing to your efforts over the coming School Mental HealthProject,
years. Should you want to discuss the center UCLA Dept of Psychology
further, please feel free to call (310)825- 405 Hilgard Ave.

3634 or e-mail us at smhp@ucla.edu Los Angeles, CA 90095-1563

The Center is co-directed by Howard Adelman and Linda Taylor and operates
under the auspices of the School Mental Health Project, Dept. of Psychology,
UCLA, Los Angeles, CA 90095-1563 -- Phone: (310) 825-3634.

Support comes in part from the Office of Adolescent Health, Maternal and Child Health

Bureau (Title V, Social Security Act), Health Resources and Services Administration L 1;*’"‘5%?:.,“ e

(Project #U93 MC 00175) with co-funding from the Center for Mental Health Services, @L el
EW‘“S’"’)I Substance Abuse and Mental Health Services Administration. Both are agencies of the Skl il d e Lk
,,,,,,,,,,,,,,,,,,,,,,,,,, U.S. Department of Health and Human Services.

Return to Resource List
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