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The increasing importance placed on performance-based accountability systems
for public schools, without an attendant emphasis on building the capacity of
administrative and teacher leaders in those schools can - and has - created the perverse
effect of widening the gap between low-performing schools and all others (Elmore,
2001). In referring to capacity, the authors of this paper mean the levels of skill,
knowledge, motivation and resources needed to deal effectively with the complex
demands faced by schools attempting to systematically and sustainably improve
achievement. Additionally, if Hatch (2002) is right, that it takes capacity to build
capacity for school change, the field of school reform faces a paradox: those schools most
in need of change are those least able to do it.

While schools that are well-equipped to respond to external accountability
demands often act in productive ways, those that are less prepared lose ground. They
respond to external demands by becoming more and more busy and by working in
chaotic and even haphazard ways. Furthermore, as policymakers have stepped up the
focus on accountability nationwide', emphasizing accountability over the substantive
processes and structures schools need to support a continuous improvement process, even
middle-class schools, blessed by greater human and material assets have struggled with
the question of how to help historically marginalized students meet the new standards.
Given the lack of coherence that results when multiple school reforms are enacted
simultaneously (Hatch, 2002) coupled with the often-opposing demands of contemporary
standards-based accountability efforts, most schools struggle mightily to develop the
capacity to sustain a focused and continuous improvement process, whether they are
well-positioned to change or not. One response to this dilemma which is gaining
increasing currency is school coaching (Tung and Feldman, 2001; Mims, 2000; Asera &
Hamil, 1999; Williams, 1996; Fullan 1991; McDonald, 1989).

In contrast to traditional educational consultants who often know little about the
specific context in which they work (Sula, 1998; Goodman, 1994) and who attempt one-
size-fits-all remedies (Sula, 1998; McLaughlin, 1990), school coaches develop site-
specific views. As educational professionals external to a school, coaches are concerned
with building leadership capacity and improving the coherence of the school’s program

and leadership skills among its teachers and administrators. The site-based orientation of



school coaches also contrasts with the orientation of district-level personnel in positions
of support to schools, who often focus more on district mandates and policy compliance
(Massel, 2000). Additionally, although external educational consultants have been in
existence for many years (Tung and Feldman, 2001; Sulla, 1998), recent research shows
that the normative and cultural shifts necessitated by contemporary, inquiry-driven school
reform and the attendant improvements in teacher practice are often accelerated,
deepened, and sustained by coaches who work directly with school leaders on the
context-specific issues that leaders face within schools (Guiney, 2001 and Kirby &
Meza, 1997).

Coaches can help bring coherence to schools dizzied by a disparate array of
programs and initiatives (Hatch, 2001). They can also mitigate some of the paradoxical
nature of distributed leadership in schools and districts (Elmore, 2001) by helping teacher
and administrative leaders balance their newly emerging roles around some core
competencies, while also serving as a resource and performing triage when the required
skills and knowledge sit beyond school personnel’s area of specialty.

Goals of this paper and the Bay Area School Reform Collaborative

. This paper seeks to articulate the process and content of the coaching model
developed by the staff who work in schools affiliated with the Bay Area School Reform
Collaborative (BASRC). BASRC is a seven-year-old, non-profit, grant-funding
organization whose mission is to:

transform schools across the Bay Area into vital places to learn and to teach.
[BASRC] works with education leaders in both schools and districts to develop,
assess and use the knowledge needed for schools to engage. in a systematic and
sustainable improvement process. BASRC aims to help create a future in which
all students learn to high levels and where race, class, language, gender, and
culture are no longer good predictors of educational outcomes.
BASRC supports school and district reform efforts through on-going grant funding that is
intended to support schools and districts in their data-based, continuous improvement
processes.
Also central to BASRC’s support of its member schools are its school coaches,

who, on average, work with three to five individual schools in the same school district.

Each coach works for four to five hours per week with formal and informal leaders of



each school. These leaders include administrators, teacher leaders, and all representative
leadership committees who are collectively called “instructional leadership teams.” The
coach works with an instructional leadership team to enact a set of activities designed to
foster and sustain a schoolwide continuous improvement process whose goal is to
improve the “technical core” (teaching and learning) of schooling (Elmore, 2001).

As arelatively new strategy in BASRC’s work (just under two years), the
coaching strategy continues to evolve as the coaches and organization reflect upon the
efficacy of their support. Consequently, this paper serves dual roles: (1) to contribute to
the growing body of scholarly literature on school coaching and (2) to provide a vehicle
for the BASRC coaching staff to reflect upon the effectiveness of their approach and the
utility of their support.

BASRC'’s coaching framework in context

Although coaches are increasingly prevalent in contemporary reform (Guinney,
2001; Tung and Feldman, 2001; Brunner & Davidson, 1998; Sulla, 1998 ), they come in
many forms and BASRC’s coaches are an amalgam of those found in the field more
broadly. Some of the earliest iterations and most commonly found coaches today are
those who work with school personnel to build their capacity around instructional issues
and “best practices.”

Curricular coaching

Content-oriented or curricular coaches, such as those specifically working on
literacy or math instructional issues, consult with school leaders on a discrete academic
program or element of teacher expertise (Symonds, 2002). These educators generally
coach individual or small groups of teachers, aiming to impart new ideas or to follow-up
on professional development that teachers have gotten elsewhere. Curricular coaches
thus supply a form of on-going, site-based professional development as they support
teachers’ skills in particular instructional areas through the modeling of effective
strategies, by observing teachers and providing attendant feedback, or by providing other
forms of instructional capacity building. (Joyce and Showers, 1988). Although
curricular coaches may also analyze a schools’ literacy, math or other curricular program,

their role is generally to provide school-based professional development and support in



instructional best practices rather than to analyze and integrate that discrete support into a
school’s larger academic program.

Cognitive coaching

In addition, several models of coaching found in the field today take a multi-
person approach to building school leaders’ capacity for change. Like those who espouse
the “cognitive coaching” model, these coaches believe in “meeting leaders where they
are” with the goal of changing behavior by making the client aware of his or her
behavioral tendencies This model assumes that school leaders, given the proper
prompting, will come, almost organically, to the appropriate solutions to reform their
schools. In this model, a coach is actually a mediator, one who figuratively stands
between a person and his/her thinking to help him/her become more aware of what is
going on inside his/her head. This model posits that it is not enough for a leader to behave
in a certain way--what’s important is the thinking that goes on behind the behavior (Costa
and Garmston, 1996 & 1994). Because the client must be willing to explore and reveal
her own thinking, she must develop trust and rapport with the coach; accordingly, the
coach spends a significant amount of time building this in consultations. In cognitive
coaching and other similar models, it is the client, rather than the coach, who evaluates
what is good or poor, appropriate or inappropriate, effective or ineffective about his/her
work. This approach claims greater authenticity and ownership of outcomes since it starts
where the teacher or administrative leaders are—not where they should be.

Principles Coaching
In contrast to the curricular and cognitive coaching models currently being

employed in the field, there are also principle-based coaches who seek to enact in
schools, a particular comprehensive school reform model that is based on a set of core
principles or values (Tung & Feldman, 2001; Brunner & Davidson, 1998). Coaches who
- work with the Accelerated Schools program and other reform organizations that articulate
their programs around particular creeds are examples . These coaches are more akin to
traditional educational consultants and look to facilitate “the program” that schools have

agreed to enact as a consequence of affiliating with each respective reform organization.



BASRC School Coaches

BASRC coaches, whose orientation is a hybrid coaching model, that draws on
elements of the three models described above, and adds elements from traditional
organizational consulting,ii aim to equip school leaders with the analytical and facilitative
skills necessary to bring about an organizational structure and culture that promotes
continuous improvement of teaching and learning in a school. Predicated on a notion
similar to the “gradual release of responsibility” described in the reading comprehension
literature (Keene, 1994), this coaching model specifies that work starts at a
developmental level appropriate to the leaders and their school. In the early stages of the
consultation, as the relationship is developing, and as the coach and client are conducting
a formal needs assessment, BASRC coaches are responsible for taking almost full
responsibility for the clients’ learning—of both the facilitative processes of continuous
improvement and curricular, student assessment, and programmatic “best practices.” As
the clients develop skills and understanding, coaches seek to have the school community
and its leaders take the needs assessment (and its attendant recommendations) as their
own — a process that often starts even while the needs assessment is occurring. The goal
is for the school’s leaders to understand how the needs they articulate can be addressed
through the reforms they work to put in place since those same leaders are ultimately
responsible for acting on the recommendations. The role of the school coach is twofold:
to help school leaders figure out how to internalize, and put their own spin, on the needs
that have been articulated, and to teach the leaders how to model a process of data-based
inquiry for other colleagues in the school.

Thus, it is crucial for school coaches to be conscious of the process they use in the
conduct of their work . They are not only teaching a process of data-based inquiry and
decision-making, but also modeling it through the coaching relationship. Consequently,
BASRC school coaches generally follow the following broad steps (which will be
explicated in more detail later in the paper):

1. Introductory Phase: Upon initial entry into a school, each coach works

first to build positive working relationships with school-level clients.
During this Introductory Phase, as coaches spend time in building the



relationships crucial to the success of the coaching relationship, they also
begin to understand the systems, programs, capacities of leaders, and the
political map of each respective school.

Study Phase: As they continue to build positive relationships, coaches
engage in a Study Phase during which they evaluate the readiness of the
school’s leaders and broader community for change and the attendant
vitality of the school’s systems, structures and culture. Coaches conduct a
formal needs assessment related to a model of a continuously improving
learning community (Senge, 1990). Implicit in this approach is the notion
that coaches believe that they must build upon the strengths in a school
instead of merely working from a deficit model that merely tells schools
what is not working."

Plan & Contracting Phase: Once BASRC school coaches have
ascertained the assets and challenges presented by a school community
and, more specifically, its leadership, coaches then enter a Planning Phase
with school leaders. During this phase, they negotiate and establish the
areas in which the coach will work; these areas are determined by a needs
assessment developed in the previous phase. This Contracting Phase is
critical because it enables the school’s leaders and the BASRC coach to
clearly lay out the coaches role and responsibilities and to establish the
clients’ expectations during the consultation. Additionally, this is an
important juncture for the coach to establish and articulate important needs
that must be addressed by the school’s leadership if sustainable reforms
are to be enacted—either through the coaches support or through an
alternative means.

Action Phase: Coaches then do the work they have contracted with the
school to enact. This can involve discrete facilitation modeling or
instruction on meeting management with school leaders, or can involve
direct instruction in data-based inquiry with teachers. Again, the action
itself is intended to model and build the capacity of site leaders to lead a
sustainable continuous improvement process for their school site.

Reflection: Coaches periodically review their contracts (individually or
with their clients) either when new needs arise (often as a result of
continued coaching) or when stated agreements are not carried out. These
occasions provide coaches with an opportunity to model a process of data-
based inquiry. Coaches and their clients look at the data they have
collected over the course of the consultation; these may be data about the
efficacy of the coach’s work or the overall progress of their reform work.
After reviewing and reflecting on the data and considering options, |
coaches then re-contract with their clients based on a new set of
assessments and concomitant agreements.



We will now go into more detail regarding each of fhe discrete phases of this
coaching model so as to give more detail to the various phases and articulate explicit
examples of this work in practice. Subsequent to that description, the essay will conclude
with a discussion and analysis of the central dilemmas and challenges that have arisen as
this model has been enacted and earmark future areas of inquiry into its efficacy.

Introductory Phase

During the Introductory Phase of coaching, BASRC coaches are really
introducing two aspects of how they work. First, is the technical aspect of the work.
These are the coaching skills, tools and processes coaches have to bring to bear to help
their school clients. Introduction to this part of the work is mostly a matter of making
presentations, providing written materials describing who they are and what they do,
ha{/ing discussions and answering quéstions. The second aspect of the coach’s work is
harder to get at, but essential from the very beginning. It is the more affective aspect of
coaching that has to do with building the kinds of positive and productive relationships
they hope to foster in the school communities in which they work. From the very first
meeting, BASRC coaches begin to introduce themselves as coaches by how they express
themselves; respond to others; give and receive feedback.

Shared vision as a basis for a coaching relationship

As a mission-driven organization, BASRC and its coaches have definite ideas
" about the kinds of places schools could and should be. Central to the organization’s
work is the idea that schools — and the people who work in schools — have a
responsibility to work towards an equitable and juét society. This means that schools
have or are actively commited to working towards a future in which all students learn to
high levels and where race, class, language, gender, and culture are no longer good
predictors of educational outcomes. It is clear that this is not the current state of
education in California or across the nation. Indeed, the achievement gap between white
students and minority students has been widening steadily since the mid 1980°s (Lucas,
1999).

Because BASRC coaches bring a strong sense of what they believe they are
working towards, it is necessary to be up-front with their school clients from the very

beginning. This approach differs from education consultants who work with schools to



get better at what they already do. Unlike this strictly organizational development model
of coaching that focuses on building the capacity of organizations to do what they do
better, BASRC coaches are more specific about the kind of change they are after. As in
an organizational development model, they focus on capacity building, but that focus is
linked to the question, “Capacity building for what?” If schools merely get better at
doing what they are doing, students may achieve at higher levels, but the insidious effects
of maintaining an underclass of students broken down along racial lines will persist.
Instead, coaches work to build site capacity to accelerate the learning of the school’s
lowest performing students while increasing overall student achievement.

The first step in developing a coaching relationship at a school site, then, is to be
clear about the coach’s vision of the work. BASRC coaches need to discuss the extent to
which the vision of closing the achievement gap is shared with our prospective school
clients. They do not seek school-wide consensus prior to formalizing a partnership with a
school site. Indeed, developing a shared commitment to closing the achievement gap
may be a central part of their initial work with a staff. But they do need to hear from the
site leadership that they share this vision. BASRC coaches need key decision makers to
be on board to move forward. As Peter Senge (1990) writes, “Without a pull toward
some goal which people truly want to achieve, the forces in support of the status quo can
be overwhelming.” Coaches need to be clear that without the commitment and resolve of
site leaders, the prospects for success are dim.

Specifying the client

Specifying the client, the person or group of people coaches work with directly, is
an important part of the introductory phase of the coaching work. In most cases, BASRC
coaches work with site administrators and leadership teams (generally comprised of site
administrators, teachers representatives from grade-levels or departments and a few other
site leaders such as a literacy coach or reform coordinator). There are several reasons
why they locate their coaching at the site leadership level. The first is obvious — school
improvement needs to involve key leaders and decision makers (Fullan 1991; Newmann,
1996). In some cases, the key leaders at a school site may have the formal role authority
that comes with a title. For example, a coach’s clients often include the site principal,

department chairs and content specialists. However, they recognize that there are
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informal leaders at a school site that often play a pivotal part in moving work forward or
undermining progress. To the extent possible, BASRC coaches try to work both with
formal and informal leaders at a school site.

A second reason for working at the leadership level stems from the importance of
distributed leadership in implementing and sustaining a process for continuous
improvement. Copeland (2002) points out that the notion of an heroic leader single-
handedly taking on all challenges and overcoming all obstacles is more a myth than a
reality. Rather, it takes a coordinated and concerted effort of a dedicated group of people
to manage the sheer work-load that comes from undertaking a new process for
improvement. The BASRC coaching model focuses on building the capacity of a core
group of leaders who can then build the capacity of others in the school system.

Inquiry as an improvement process

BASRC coaches work with school leaders using a Cycle of Inquiry (COI) process
to guide and frame their efforts. The Cycle of Inquiry" is a six step process to identify
and focus on critical problems at a school site. First, an initial analysis of data informs
the creation of a core problem statement. Second, inquiry questions focus on student
achievement and teacher practice. Third, goals and measures are set to define and test for
progress and success. Fourth, specific work plans detail the steps taken to address the
focal problem, as well as the human and other resources involved. Fifth, the workplan
guides implementation. Finally, the measures specified in step three, as well as other
forms of data, are collected and analyzed to help inform a structured reflection on what
went well, what needs to get better and what next steps to take as the cycle begins again.

Essentially, the COI is a rational model learning, applicable at both an
organizational level (school) and an individual level (teacher). From a school-level
perspective, the Cycle of Inquiry helps schools to identify and address systemic issues
contributing to patterns of inequity and low achievement. This might be to examine and
restructure how resources are allocated between honors courses and intervention courses;
or, who has access to these courses. At a classroom perspective, a COI helps teachers to
coherently examine how a specific teaching practice impacts specific groups of students.
At one of the sites we work with, a second grade teacher is working with a colleagues to

examine how they are using small group instruction time to provide additional support
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for the lowest performing students. In schools like this with strong implementation, we
see teachers examining each others practice, as well.

The COI approach places school personnel in the role of the producers of
knowledge, generating for themselves the information and understanding necessary to
make informed decisions about how to shape their respective improvement efforts. This
is contrast to reform initiatives that are more prescriptive and standardized, where a
specified reform is imported and adopted at the school site (Brunner & Davidson, 1998;
c.f. Slavin, 1996). Rather, BASRC coaches’ emphasis is placed on building the capacity
of site personnel to understand their unique contexts and make evidence based decisions
to address the needs they identify. ’

The introductory conversations with site leadership are an opportunity for
BASRC coaches to begin Cycles of Inquiry of their own. Explaining the inquiry
approach — what it is and what it takes — is the start of an ongoing process of collecting
and reflecting on data. For example, after a BASRC coach described how problem
statements guide inquiry, an administrator mentioned that site’s reading scores have
dropped over the last two years, especially among the ELL population. While the main
point of this meeting was for the BASRC coach to describe the COI process, she learned
about an area of concern and potential area of focus.

Study

In the Study Phase, coaches move from explaining the inquiry approach and
exploring the compatibility of a potential partnership to learning about the school’s
context. There are four purposes to the Study Phase: 1) to understand and assess the
school context by conducting a needs assessment, 2) to identify high leverage areas for
improvement from the data analyzed in the needs assessment, 3)to reach consensus with
the faculty on priority areas for change, and 4) to build the buy-in necessary to maintain
the sustained focus required for improvement, which is accomplished through the first
three purposes. The work of this phase is driven by the coach’s desire to uncover multiple
perspectives creating as detailed and layered a picture of the school and the community as
possible because in these contrasting perspectives lie important clues about present assets

and challenges and what work the school needs to do in the future.
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As “outsiders,” it is important for BASRC coaches to learn about the system they
are charged with assisting. As external coaches, they are positioned to compile the views
of the entire school staff, a picture that might otherwise be unavailable. Although it takes
concerted time and effort to learn the school’s modus operandi, without this knowledge
the risks of coaching gaffs and missteps increase dramatically. And, each time the coach
enters the school it is an opportunity for building buy-in—establishing relationships and
credibility.

Assessing School Context

Coaches conduct a needs assessment in which they collect and analyze data from
a variety of sources including: teacher surveys, focus groups, student achievement data,
and demographics on students, teachers and the community. Teacher surveys uncover
areas of agreement and confusion across the school to be explored further in focus groups
facilitated by BASRC coaches. The very process of asking questions in the focus groups
provides a productive forum for staff to voice opinions and share perspectives at the same
time that it contributes to the coach’s credibility and the staff’s willingness to understand
and buy into the coaching relationship. Although there are other ways to structure the
collection of this data, coaches who missed the opportunity to facilitate focus groups had
a more difficult and protracted time gaining access to people and information within the
system of the school.

A short history of the school and the district in which it is situated provides more
context description. Demographic trends in the school and community add detail about
diversity and equity concerns that the school’s plan will need to anticipate. Teachers’
years of experience and certifications impact instruction and therefore need to be
included in the description of context. Finally, many schools engage in partnerships with
external organizations that provide resources, money or people. There is a limit to the |
capacity of any school faculty to implement varied programs and meet the needs of
numerous grants, so the coach needs to be aware of the entities that vie for teachers’ time
and energy. Data collected and analyzed in the needs assessment point to strengths and
areas for improvement that the coach synthesizes into a form with which the school site

staff can interact.
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Coaches view data collection as an iterative process that is negotiated, so after
creating an initial picture the coach shares it with the faculty of the school and asks, “Is
this picture accurate?” Including all voices creates a more productive working
relationship between the coach and the school staff, as well as among staff members.
BASRC coaches learned that to marginalize difficult personalities or teams rather than
seeking their perspectives and ciuestions only served to divide the faculty. Conversely, the
work was enriched when all perspectives and questions were used as stimuli for

discussion.

Identifying High Leverage Areas for Improvement

A second purpose of the study phase is for coachesto identify high leverage areas
for improvement—those areas that most directly impact student aéhievement and could
narrow the achievement gap. BASRC Coaches 6rganize the findings from the needs
assessment into a framework with three interrelated components: 1) student achievement;
2) curriculum, instrug:tion and assessment; and 3) systems and structures since research is
pointing to those as areas of focus and attention in high achieving schools (Elmore,
2001). Within each area the coach outlines strengths and gaps connected to specific
findings from the data.

By analyzing disaggregated student achievement data from standardized tests,
coaches identify strengths and gaps in the broad areas of math, reading and language,
look at specific subgroup performance and model the work that teachers and
administrators will do in their own inquiry. Although standardized test results may be all
that is readily available, coaches look for other school-wide, grade-level or classroom
assessments that point to specific skills gaps and inform instruction because this is the
level data necessary for teachers to conduct inquiry at grade-levels. Other relevant data,
such as disciplinary referrals, absences, grade point averages or graduation rates may also
be included in a coach’s analysis when it highlights areas of note or concern.

Assets and challenges also need to be identified in the areas of curriculum,
instruction and assessment. It is important to note what curricula has been adopted by the
district or state, what curricula is actually being implemented by teachers and to what

extent the implementation is consistent across the school. Initially collected in surveys,
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this data can be amplified through focus groups and observations or walk-throughs.
Coaches look for alignment between curriculum, instruction, and assessment because
unless the written, taught and tested curricula are aligned, assessments will not inform
stakeholders on the effectiveness of instruction.

Finally, the coach needs to understand the organizing systems and structures of
the school that contribute to the identity of the school and may either place barriers in the
way of or provide avenues for change. Leadership and communication systems support
the staff’s ability to engage in and sustain reform. Other structures such as grade-level or
department teams provide individual teachers the support necessary to change teaching
practices to meet the needs of specific students.

Building Consensus on High Leverage Areas

The coach uses all the data and feedback from the initial discussion with the
clients to formulate recommendations. But whose diagnosis drives the recommendations?
A paradox exists here: the coach doesn’t necessarily accept the faculty’s analysis of the
data, but the faculty doesn’t necéssarily accept the coach’s view. Both parties must spend
enough time in data collection and the initial presentation to understand where these
differences lie. The coach then determines which recommendations are negotiable and
which are not. This may portend the end of the coaching relationship. However, if
agreement is reached, the coach re-contracts with the staff to establish the roles and
responsibilities the coach will take on during the next stage of creating the action plan.
Plan

When the recommendations are negotiated to the satisfaction of the coach and the
faculty, the next stage is to create goals and an action plan that includes: a timeline,
strategies to reach the goals, resources required, and persons responsible for coordinating
the work. This Planning Phase serves the following purposes: 1) translating the
recommendations into concrete steps for action, 2) building the capacity of the staff to
become better consumers of expertise, and 3) building understanding and buy-in to the
goals and objectives of the proposed work. During this phase of work the coach shifts
from driving the work to more of an advisory role—asking questions and identifying

issues to be addressed.
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To move from the recommendations to action steps, BASRC coaches assist the
administration and staff to put systems and structures in place that will support the
writing of the plan and the ensuing work. In most schools this means establishing
leadership teams that are representative of all grade levels/ departments as well as other
programs or constituencies in the school. The coach then supports this team to lead the
writing of the plan by developing skills, such as facilitation, and co-creating processes to
complete the work. Where these structures are in place and functioning, planning .
proceeds. Putting structures in place requires additional support from the coach during
the planning process.

BASRC Coaches support the school leadership team and staff to set student
achievement goals that are both realistic and will result in closing the achievement gap.
In the goal setting process the coach models data analysis skills which grade level or
department teams will eventually use in their own inquiry. The California Department of
Education sets school goals in the Academic Performance Index and school staffs can
begin the discussion with these goals. When teachers translate the goals into numbers of
students they must move in their classrooms it makes it more concrete so that teachers are
able to determine if it is realistic. After goals have been set, the staff must determine what
strategies they will use to meet the goals.

Translating the Recommendations to Actions and Building Buy-in

To build understanding and buy-in, it is important to involve as many school staff
members as possible in decisions about specific strategies and action steps in the plan, so
processes are designed with that outcome in mind. Depending on the structures in place
at the school, it may be grade level or departments teams, the various groups take one of
the recommendations and propose specific action steps with facilitation and assistance as
needed. Coaches learned that existing school improvement plans or other school site
plans also need to be taken into consideration as action steps are determined to be sure
that resources are available and priorities are agreed upon. Otherwise, this work can
become yet another plan that goes unimplemented.

The work of the individual groups is then modified through faculty input until

there is agreement about the specific action steps, the person responsible for overseeing

the steps, due dates, resources required and the evidence or data that will show progress

Q 15

ERIC 16




all of which is included in the plan. Ideally, the action plan will include all the work of
the school providing a realistic picture of the upcoming year. Teachers engaged in action
planning often experience frustration because the daily requirements of their jobs don’t
disappear as they take on this new task. Coaches found that the earlier analysis of student
achievement data could create a sense of urgency that maintained the momentum
necessary during the Planning Phase. Finally, the coach supports the leadership team to
take the final plan to the staff for ratification and any final adjustments.

Becoming Better Consumers of Expertise '

Because the plan will require knowledge and skills in instructional materials and
strategies as well as other areas such as meeting facilitation, the coach needs to build the
capacity of the staff to become better consumers of expertise. Clarifying outcomes,
sharing research and assisting staff to make connections between the needs surfaced in
the study phase and the actions being planned are some of the areas in which the coach
can assist. Depending on the knowledge and skill of the BASRC coach, they may be able
to provide some of what is needed or act as a critical friend as options are surfaced.
Otherwise, it is neéessary to engage external support providers with the knowledge
necessary to create the plan.

After the planning phase is complete, the BASRC Coach will then re-contract to
clarify the roles and responsibilities of the coach and school site staff during the next
phase of implementation, the Action Phase. Re-contracting models the importance of
having clarity around roles and responsibilities and provides a framework against to
measure efficacy for both the coach and the school administration and staff.

Act

During the Action Phase, leadership once again shifts. This time the school staff
takes 70% of the responsibility, leaving 30% to the coach. The purpose of the coaching in
this phase is to support the staff, usually in the form of the leadership team, to guide
changes in teacher practice that lead to improved student achievement and closing of the
achievement gap. Coaching activities during this phase include: building capacity to use
Cycle of Inquiry as a continuous improvement process and acting as a critical friend to
the leadership team.

Building Capacity to Use Inquiry
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For BASRC, meeting student instructional needs means using the Cycle of
Inquiry process to answer questions about skills students need and about teacher practices
to address those needs. The Cycle of Inquiry is similar to the coaching process modeled
at the school: look at data to determine a problem and questions to be answered, create
measurable goals, create and implement a plan and then reflect on the results and
determine the next question to be addressed. The BASRC coach often provides grade
level/ department teams with tools to support their inquiry, such as student work
protocols, and supports the teams to use the tools.

One model of coaching support is for the BASRC Coach to work with the
leadership team to develop capacity for the members to lead grade level/ department
teams in the steps of inquiry. Developing this capacity requires a time commitment from
both the coach and leadership team. In another model the BASRC coach works with a
school-based coach Who serves the intermediary role of facilitating the grade level/
department teams while the leadership team members build capacity.

" With or without this intermediary, the BASRC coach monitors progress towards
the goals set out in the action plan through consistent reflective practice, coaching
sessions with other BASRC coaches and interactions with formative evaluators working
on the project. Regularly scheduled meetings with school administrators help maintain
communication and focus in addition to providing coaching opportunities outside of the
leadership team setting.

Acting as a Critical Friend

The coach also helps the leadership team identify needed resources and acts as a
critical friend as decisions are made about resource allocation. A distributed leadership
system creates a structure for two-way communication between the staff and
administration and creates a decision-making body that can prioritize the work of the
school with input from the remaining staff. This change in the system requires teachers to
re-examine the values and beliefs they hold about the roles of teachers and administrators
as they come to realize that one administrator can not support a staff taking on this level
of reform. As a critical friend, the coach often acts as a process observer making explicit

the choices and trade-offs being made. During any change process the tendency is to
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all of which is included in the plan. Ideally, the action plan will include all the work of
the school providing a realistic picture of the upcoming year. Teachers engaged in action
planning often experience frustration because the daily requirements of their jobs don’t
disappear as they take on this new task. Coaches found that the earlier analysis of student
achievement data could create a sense of urgency that maintained the m(;mentum
necessary during the Planning Phase. Finally, the coach supports the leadership team to
take the final plan to the staff for ratification and any final adjustments.

Becoming Better Consumers of Expertise

Because the plan will require knowledge and skills in instructional materials and
strategies as well as other areas such as meeting facilitation, the coach needs to build the
capacity of the staff to become better consumers of expertise. Clarifying outcomes,
sharing research and assisting staff to make connections between the needs surfaced in
the study phase and the actions being planned are some of the areas in which the coach
can assist. Depending on the knowledge and skill of the BASRC coach, they may be able
to provide some of what is needed or act as a critical friend as options are surfaced.
Otherwise, it is necessary to engage external support providers with the knowledge
necessary to create the plan.

After the planning phase is complete, the BASRC Coach will then re-contract to
clarify the roles and responsibilities of the coach and school site staff during the next
phase of implementation, the Action Phase. Re-contracting models the importance of
having clarity around roles and responsibilities and provides a framework against to
measure efficacy for both the coach and the school administration and staff.

Act

During the Action Phase, leadership once again shifts. This time the school staff
takes 70% of the responsibility, leaving 30% to the coach. The purpose of the coaching in
this phase is to support the staff, usually in the form of the leadership team, to guide
changes in teacher practice that lead to improved student achievement and closing of the
achievement gap. Coaching activities during this phase include: building capacity to use
Cycle of Inquiry as a continuous improvement process and acting as a critical friend to
the leadership team.

Building Capacity to Use Inquiry
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For BASRC, meeting student instructional needs means using the Cycle of
Inquiry process to answer questions about skills students need and about teacher practices
to address those needs. The Cycle of Inquiry is similar to the coaching process modeled
at the school: look at data to determine a problem and questions to be answered, create
measurable goals, create and implement a pian ahd then reflect on the results and
determine the next question to be addressed. The BASRC coach often provides grade
level/ department teams with tools to support their inquiry, such as student work
protocols, a\nd supports the teams to use the tools.

One model of coaching support is for the BASRC Coach to work with the
leadership team to develop capacity for the members to lead grade 1evel/ department
teams in the steps of inquiry. Developing this capacity requires a time commitment from
both the coach and leadership team. In another model the BASRC coach works with a
school-based coach who serves the intermediary role of facilitating the grade level/
department teams while the leadership team members build capacity.

With or without this intermediary, the BASRC coach monitors progress towards
the goals set out in the action plan through consistent reflective practice, coaching
sessions with other BASRC coaches and interactions with formative evaluators working
on the project. Regularly scheduled meetings with school administrators help maintain
communication and focus in addition to providing coaching opportunities outside of the
leadership team setting.

Acting as a Critical Friend

The coach also helps the leadership team identify needed resources and acts as a
critical friend as decisions are made about resource allocation. A distributed leadership
system creates a structure for two-way communication between the staff and
administration and creates a decision-making body that can prioritize the work of the
school with input from the remaining staff. This change in the system requires teachers to
re-examine the values and beliefs they hold about the roles of teachers and administrators
as they come to realize that one administrator can not support a staff taking on this level
of reform. As a critical friend, the coach often acts as a process observer making explicit

the choices and trade-offs being made. During any change process the tendency is to
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revert to work as usual, so the coach’s ability to surface questions about the work as it
progresses is key to staying on track.

During the Action Phase accountability often becomes an issue. Who decides how
collaboration time is spent? As mentioned earlier it is key to have a structure in place to
surface issues raised by the teams as they work together, clear decision-making structures
understood by all staff and communication systems to ensure everyone has input into and
understands decisions. Without these systems and structures, the reform work often
becomes mired in power struggles and the needs of students are ignored. A similar issue
that surfaces is the demands of other grants or programs being implemented. The BASRC
coach can be helpful by surfacing questions about priorities and surfacing conflicts that
might remain below the surface.

Reflection

The final phase in this recursive coaching cycle is periodic collaborative
reflection by the coach and school level leaders on the efficacy of their coaching
consultations. These occasions provide coaches with an opportunity to, again, model a
process of data-based inquiry. Coaches and their clients look at the data they have
collected over the course of the consultation: these may be data about the efficacy of the
coach’s work, or the overall progress of the reform work at the school site, or a
combination of the two. These reviews result in a new and/or modified contract on which
the coaches continue their work with school leaders. The critical outcomes of this period
are for coaches to both model data-based decision-making regarding the new scope of
work for themselves and the school, and increased involvement by the coach in
supporting and coaching around issues that promote better teaching and learning at the
school site—the school’s “technical core.” (see Fig. 2) It is this phase of the coaching
process that differentiates coaching as a continuous improvement tool from work as
usual.

BASRC coaches engage in the reflection through a case study protocol shared
with the team of coaches. In this way, they build their own capacity to coach as well as
build consensus about what high leverage coaching looks like.

Tensions in Coaching
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As BASRC coaches have worked with school p’ersonnellover the past two years,
various tensions have arisen in the process of delivering their support. These tensions
have emerged as a direct result of the sense of urgency coaches feel and schools
experience (from external accountability demands and community members) around the
persistence of the achievement gap and coaches orientation to their clients—as an
inquiry-based, organic form of coaching support. Coaches constantly find themselves
fom between providing “answers” they have regarding systems and structures that
promote a continuous improvement process, and the need to build the understanding and
capacity of their clients to enact those very systems, structures and curricular programs
for themselves. This section of the paper explores these tensions and points to potential
sources of resolution to them. |
Whole school change and/or strategic program implementation

BASRC coaches have found a tension in their work between working on whole
school change and working on implementation of a specific and strategic program. On
the one hénd, coaches are persuaded by research suggesting that for school improvement
efforts to be systemic and sustainable, the unit of change must be at the school-level’
(Fullan, 1993").

On the other hand, they know that there are specific programmatic improvements
that have great potential for positively impacting students on the wrong side of the
achievement gap. For example, there is ample evidence of the importance of
implementing an intensive intervention program for students reading two or more grades
below grade-level (OERI, 2000; Peterson et al, 2000)“.. A year’s worth of coaching can
go into helping a school site to organize the time and resources necessary for getting this
kind of program up and running. While this work may signal an important step in closing
the achievement gap, it is not whole-school change. '

What complicates their jobs is that there is no pat answer when facing this kind of
choice. Finding an appropriate balance between working on whole-school change and
working on a specific program is context dependent. If the momentum for school
improvement is located with a core group of people with interested in a specific program,
the strategic choice may be to begin with them with an eye towards broadening the

sphere of change down the road. However, if there is evidence that working with a
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particular group may alienate other potential stakeholders, then a more inclusive
approach might be the call.

The use of inquiry to continuously reflect on the context in which BASRC
coaches are working is an essential part of making choices about what level of change
they should be working on. Through data collection and analysis they are better able to
make informed decisions about where their coaching support might have the most impact
helping schools to close the achievement gap. The tension still persists, but using inquiry
helps them to be intentional about how they use their coaching resources.

Advocacy and/or facilitation

BASRC coaches have certain tenets that set the foundation for what they do.
They believe that working to close the achievement gap is absolutely crucial. They
believe that systematic inquiry helps schools and teachers to not only make better
decisions, but interact in ways indicative of vibrant professional learning communities
(Wenger, 1998; Zarrow, 2001). Also, coaches think that school leadership can make or
break a reform effort. There are other areas essential in developing schools into better
learning organizations, but equity, inquiry and leadership provide a core to guide the
coaching work at BASRC. Coaches have opinions about the importance of equity,
inquiry and leadership and are charged with advocating for these positions.

However, other beliefs about what they consider to be good coaching tempers this
advocacy role with a role that is more facilitative. BASRC coaching is grounded in the
belief that building strong relationships with our clients is fundamental to our efficacy.
As discussed earlier in the paper, the initial study phase of our coaching work is largely
about getting to know the people at the school site and the issues that concern them.
Facilitating schools to make progress on issues that are most immediately relevant to
them, even if we consider these issues to be only tangentially related to closing the
achievement gap, is a way to foster the kind of productive communication and trust
essential in building a good coaching relationship. In turn, building a good coaching
relationship is a means to enhancing the receptivity of our clients and strengthening
coach’s capacity to act as effective advocates.

BASRC coaches have seen the balance between taking a more advocacy stance

and a more facilitative stance to coaching shift as the school improvement work develops.
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At first, the balance weighs more heavily tewards a facilitative approach as the coach and
school client learn to work with each other and build relationships. As productive
relationships develop, the coach is better positioned to be more of an advocate and is
better able to encourage the use of inquiry to close the achievement gap. Once the use of
inquiry to focus on closing the achievement gap is embedded in a school, the BASRC
coach once again takes a more facilitative approach to moving the work forward.

An ever-present challenge coaches face has to do with how much to push their
organizational interests and how much to follow a school site’s lead. They do not want to
alienate the people they need to work with to close the achievement gap by being overly
directive about the work that needs to get done. Yet, they simultaneously see the
presence of an achievement gap as a profound inequity and a true moral imperative.
There is a rub between their sense of urgency and the slow pace of organizational change.
Focus on content and process

Additionally, and related to the challenge coaches face in choosing to support
whole-school, systemic reforms while simultaneously encouraging schools to utilize
programmatic “best practices,” is a third tension coaches encounter—modeling and
advocacy of the inquiry process while also urging implementation of research-based
instructional “best-practices” and programs. As BASRC coaches work closely with
school leaders on how they engage their communities in continuous improvement
(inclusion of multiple stakeholders, use of data to support decisions, and thoughtful,
skilled facilitation), they also have a significant amount curricular knowledge (especially
in the area of literacy) that they can and do impart when relevant to teacher and
administrative leaders. This often happens when school leaders are floundering in their
attempts to inquire their way to the “right answers.” This creates an obvious tension
since a process of data-based inquiry would likely produce improvement-in the long-run.
Coaches have to balance the urgency of need (especially for students on the wrong side
of the achievement gap-who do not have time to waste) against a process whose end is
collective ownership of the reforms-which are potentially more likely to be enacted as a
consequence of their being developed and agreed to by the school’s leaders and their

respective constituents.
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One particular anecdote that illustrates this tension was when a coach was
working with a secondary school on selection of a school-wide reading diagnostic
assessment that could be administered to all students. The BASRC coach had received
some professional development and done subsequent research into literacy assessments
and knew some particular assessments that would likely be appropriate for their selection.
However, he also knew that the school had not even reached full agreement that
administration of such an assessment should be done at all. He was in a position of both
consulting with the school’s leaders around the reading diagnostic itself, but also,
simultaneously worked with thé school’s leaders on development of a process intended to
foster support of the school’s staff for administration of the assessment (whose purpose
was to ascertain the lower-level reading needs of students who were struggling
throughout the student body, and then come up with appropriate interventions and
structures to support those interventions).

Top-Down Vs. Bottom-up Change

A final tension that coaches face is in advocacy with leaders with whom they
work in schools to take a leader-driven (“top-down”) approach to reform or a more
democratic and inclusive (“bottom-up”’) approach. BASRC coaches struggle to advocate
balance around this tension, as do many of leaders in schools today. Sometimes
collective decision-making is too slow for the kinds of quick decisiorls that need to be
made in reforming schools. Worse yet, democratic decision-making can enable the
masking of school community members’ purposeful foot-dragging, since some may not
want to eliminate a non-functional pro'grammatic or pedagogical sacred cow, or, worse
yet, address the race-based educational inequality that their school is implicated in
reproducing. Meanwhile, coaches know that decisions that are imposéd on school
communities—no matter how laudable their goals, are not likely to be fully implemented
without the consent of key stakeholders. Coaches struggle to hold and navigate this
challenging and sometimes contradictory tension.

One field-based example of this was an instance where a coach, in working with
a particular teacher leader, encountered a great deal of resentment on the part of the
teacher leader because her principal was consistently making independent decisions that

had an impact on the collective work of the school, and recently, a broad set of sweeping
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decisions that impacted much of the school’s academic program. The BASRC coach felt
that the decisions that the principal was making were appropriate decisions, given their
timing and need for immediate action to rectify the inequitable staffing and curricular
issues the principal was attempting to address by acting unilaterally. However, the coach
simultaneously knew that implementation of the principal’s mandates would likely be
incomplete, if at all, given the school-wide scope and impact of the decisions and lack of
collective ownership. This ultimately led the coach to facilitate a conversation between
the teacher leader and principal that led to an airing of the concern, explanation by the
principal of the background and need for expedient decision to be made. The coach used
the tension as an opportunity for greater dialogue and understanding among the key

leaders and this led to a more thoughtful solution being advanced in the end.

Conclusion

This paper has articulated the philosophical approach and attendant process
employed by the coaches who work for the Bay Area School Reform Collaborative. The
coaches use an inquiry-based model with leaders in their schools that is intended to have
coaches understand the context in which they work, so as to best position themselves to
build the capacity of those leaders to address educational inequity in teaching and
learning at their respective schools. Although the model locates coaches in high-leverage
situations to impact teaching and learning targeted at closing the “achievement gap,”
coaches often find themselves caught in a challenging set of tensions that often mirror
those that educational leaders face in reforming schools in general. The key to
addressing these tensions is for coaches to use them as ;‘teachable moments” with their

clients and be as transparent as possible in attempting to reconcile them. The ways that

coaches make sense of and address the tensions inherent to changing intractable
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educational norms and stasis that exist in challenging times, will do much to assist
schools attempting similar improvemerits.

This need for coaches to be conscious of the tensions in their work and the need to
continually reconcile or be explicit about addressing them i.s an important area for further
inquiry into the process and efficacy of school-based coaching in general. Those working
in the field and those investigating their work must continue to articulate and refine the-
tensions that they dfscover and investigate the core causes of those tensions and how they
are resolved. Inquiry in this area will do much to improve a strategy that is gaining in

currency, but needs greater clarity if it is to realize its potential benefits.

27 24



References

Asera, R. & Hamil,B. (1999) Changed agents: External coaches in comprehensive school
reform. In Slovacek, S. (Ed.) Accelerated Schools Special Interest Group AERA
Conference Proceedings 1999. Los Angeles: LAASC.

Elmore, R.F. (2000). “Building a new structure for school leadership. ” The Albert
Shanker Institute.

Elmore, R.F. (2001). “Psychiatrists and lightbulbs: Educational accountability and the
problem of capacity.” Paper presented at the Annual Meeting of the American
Educational Research Association, Seattle, WA.

Feldman, J. (2001). The coach in context: Building school capacity through external
facilitation. Paper presented at the Annual Conference of the New England Educational
Research Organization, Boston, MA.

Floden, R.; Goertz, M.; & O’Day, J. (1995) Capacity building in systemic reform. Phi
Delta Kappan 77(1); 19-22.

Fullan, M.G. (1991). The new meaning of educational change. Teachers College Press:
New York.

Goodman, J. (1994). External change agents and grassroots school reform: Reflections
from the field. Journal of Curriculum and Supervision, 9, 113-135.

Guiney, F. (2001). Coaching isn’t just for athletes: The role of teacher leaders. Phi Delta
Kappan 82(10): 740-43.

Hamann, J.M . (1992). Contexts and processes for effective school change: Case study of
an external change agent. Paper presented at the annual meeting of the American
Educational Research Association, Cincinnati, OH.

Hatch, T. (2001). It takes capacity to build capacity. EdWeek 20(22): pp.44,47.

Hatch, T. (2002). When improvement programs collide. Phi Delta Kappan, 83(8): 626-
634.

Johnson, J. & Ginsberg, M. (1996). Building capacity through school support teams.
Educational Leadership, 54(3), 80-83.

Lieberman, A. and Miller, L. (2001). Teachers caught in the action: Professional
development that matters. New York: Teachers College Press.

Massel, D. (2000). The district role in building capacity: Four strategies. CPRE Policy
Briefs, RB-32.

28 ’s



McDonald, J.P. (1989). “When outsiders try to change schools from the inside.” Phi
Delta Kappan, pp.206-12.

McLaughlin, M.W.(1990). “The Rand change agent study revisited: Macro perspectives
and micro realities.” Educational Researcher, 19(9), 11-16.

McLaughlin, M.W., and Talbert, J.E., et al. (1999) Assessing Results: Bay Area School
Reform Collaborative Year BASRC Year Three. Stanford, CA, School of Education,
Stanford University.

McDonald, J.P., McLaughlin, M.W., and Corcoran, T. (2000). Agents of reform: The
role and function of intermediary organizations in the Annenberg challenge. Annual
Meeting of the American Educational Research Association, New Orleans.

McLaughlin, M.W. and Talbert, J.E. (2001). Professional communities and the work of
high school teaching. Chicago: University of Chicago Press.

Mims, S. (2000). Expanding the accelerated schools coaching model: New applications to
enhance parallel reform movements. Paper presented at the Annual Meeting of the
American Educational Research Association, New Orleans.

Negrete, E. (1999). “The evolution of coaching as a strategy for teacher growth.” The
Mentor. Los Angeles: California State University Charter School of Education, 9(3).

Peterson, Cynthia L. (2000). Building Reading Proficiency at the Secondary Level.
Southwest Educational Development Laboratory. Austin: TX

Peterson, McCarthey, & Elmore, (1996). “Learning from school restructuring.” American
Educational Research Journal, 33, 325-358.

Senge, P., (1990). The Fifth Discipline: The art and discipline of the learning
organization. New York: Doubleday.

Shields, P., Humphrey, D., Wechsler, M., Riehl, L. Tiffany-Morales, J., Woodworth, K.,
Young, V., & Price, T. (2001). The Status of the Teaching Profession 2001. Santa Cruz:
The Center for the Future of Teaching and Learning.

Spillane, J.P. and Louis, K.S. (2002). School improvement processes and practices:
Professional learning for building instructional capacity. p. 65-82 in J. Murphy (ed.) The
educational leadership challenge: Redefining leadership for the 21st century. Chicago:
University of Chicago Press.

Sula, N. (1998). “Maximizing the Effectivenss of External Consultants in the Educational
Reform Agenda.” Paper presented at the Annual Meeting of the American Educational
Research Association, San Diego, CA.

26

29



Tung, R. & Feldman, J. (2001). “Promoting Whole School Reform: A closer look at
the role of external facilitators.” Paper presented at the 14th International Congress for
School Effectiveness and Improvement. Toronto, Canada.

i The No Child Left Behind (reissue of the ESSA) is the latest and first federal foray into accountability
without much attention to site-based capacity building, but states and local school districts have been
enacting these reforms for the last five to ten years across the country.

" Explain what this means in 15 words or less!

" The state CA’s IIUSP external evaluators have this problem!

" See appendix # for details on the Cycle of Inquiry

¥ Fullan, M. (1993). Change forces: Probing the depths of educational reform. London: Falmer Press.

"' U.S. Department of Education, Office of Educational Research and Improvement (OERI). (2000).
National Institute on the Education of At-Risk Students.



6¢C

adueUIAANE pue ‘BWSsasse “dijsapea)

PRIEYS ‘UOIIBIEK]EHOD *UDITEDIINWININD) WMUAO[IARD [EUNIssa0Id

pale put Asgnbuy o voneivawdjwy ay) MEeURW 03 SWSAS plNG
sjoonpas spuped pue ‘Siuauiedap SiRan) apei] UBAMIBG UOIR|IOIIT 1) UF)d
$1e0d dRIeINSea DA
Suotu pue siuspnis e nok 1o sdeB sy ns apdads Ay uissaippe o
Panuy 251D dpy pue 53EDILIS PISEY-AIVAPIAD DINDE PUB YIS
“hea syt Sunge ssasdtond nod aeniess o) sypreanpusg ysipgeisa pue ‘adnsvsd
SBOEI] PUE UMLIAIRDE TUIPNES YIOG M5 upjd ueNasq o B1ep aned ysiqeis)
sjeal fuigieas qy saep oiaas 1as pue auljaaip ¢ dopasg

“suepiyiom

wawuedap /pue “[Pad apeil “apwmiooyas ol Suppay 4q sppaay luswuedap
JOJPUR S{AAR] APTIB 1@ PUT |3AA)] JOMRDS AY) 1B Yiom Annbul 1ok PAULOD
“suawsariy i paopay pue ‘sis|eue pue eiep deyy Linhyy

102040 "1Epng ‘peyD Bununry) Jea)D e Supnipug ‘uedyiom @ doPRad()

~aa5ead sayreay pue. :EEEE.__un wapnis yioq oy speod anol @aw of nod
3 ey :u_aa_.ei 31310003 € piing

"

diay jm pue 15 wqosd snok oy sp

“ANGEA NOA TR SPIERURIS IYL O) PAIIAUUOD
ae sjeod mod ams axevy sjeod inod Sunesis
prean ssAIHE0sd annk Snsesws pue vonsand g snak
IBMSUE OF 350 J|1m NOK 1Y) SIADL UDIDAYIND elep.
a4t A uapy yidap pue IPEA YIoG $SAIPPE 1Ryl
$1Pod (ADUDELd JMDEM) UOEEANG) § AICIMERL RS .
. W eA
NO& teyl spiepuls ayl o paauue) e sjeol ok
ans ayew sje0d ok Bupamg presoy ssadout
INOA WINSLALS PUE UDISING) Y MDA 13MsuE 01 251
1M NOS IR 51001 UD)IBE0D BIep Ay AU s(ead
(UBLRAAMLIL [SPNIS) LGISANT) ¥ RGRINSeanl 13 »
siwawedap so/pur
$13a3] apesd ‘jooyds 104 SINseIW JuyIP pue Sjros Ag m;

“UMUBARR{DE GAPAIS UD iDediuy A2y pue sadDed
sayoeat ja grdap pue ppeasg s gk oiul aanbug sieapnis
2ie) 1004 jo sded Synis agi pue saodeud JAYHEdl BEBMIDG
digsuotieph Ayl puepsapun nod diay (s gl voisanh

© DT MUIO TADPDRME FRDEDY INOQE UONSINY) § R 9SDY e
Swuapn 1adie
1nd 4o sded s)s Al pueisiapun nod diy pm ege vopsanh
S 100Ge UOISAING) V LY 350d

“Annbu} 10y suoysanb omos

swapnis jo dnoad 1aRies anok Amuapy sea)d pue ‘erep

)43 UD PASEQ STYS0) DIIAPEDE 30 ek afemasi-ydiy ok ates Agpydyy
camipesd sayseal uy Sde8 paegas pue sded SNs CuawaAarDe

WIBPNIS ) SUIATIEN SDL1IUAPL TRyl uawniels wagmd e aunap “ewp o
saunos may fue pue Lmbug 10 s34 somand woss erep 3xpesd saydesy
pue glep imuaanae iwapms pawedaidBesip jo sishjeue ue uo paseg
“spuapnis 3o dnosd ja8sey 1nod sawsen

PUT SDI0J DLIPEIE O BIIT UE SIPAIUE EY) JuIURIEls udiqosd v Aguap)

aAleIOqe|0D)
WLOIDY |OOYDS
a&;( Aegq

A

apaA a Susnp sjeod o4 spiemo) ssaifosd 10 noA uuni
ol mep yrewypuag aaneienb sofpue panemuenb 13O .
SwAsAs adUeIRADE puk uMbISIsSE
‘s apea pareys Tuoneunuu) ajeuem Agenunuod .
“Arnbui 10 DA (DOYIS FOUM YL 01 pAOFULOD Aiinbuy
10§34 uawnedap /pue [pasyapesd wewmduy .
JUENT, EEEY)
frunssaicnd Bol-uo paejas pue BpIm|ooyss
SN PASLT-AILAP|AS Pul Yourasas wawa|dw)
~urydysam nok «EE&EE_

dvD
INAWAAIIHDV

Annbuy 1o apAD Tau nok sug

ueyd pue ‘sdims XA tnoge suajsIDap
MEw SIS rue erep uo paseg

“sdas (o anoA wisnjul o)

NILGPAY 1O} SIAPIRIANLTS ANLNUHLOY
Hitw SHnsA pue yioan nod aseys
S|e0¥ BORSIND g puUt v

mod Sungseas vy ssaxins mod azdjpuy
“SIUAPIS 19IPT JINOA 1D JURLIRAINYDE
oyl Apeinmued uruiaasi|se

WIpNYs papaye sanoed

SRR IAMTM Y21 AHIuDR)
TBARAOLIUR YoMLY

My Dpew stuapnis yoyas Apinapy

JHL
ONISOT1D

“sdails 1xau asod pue Es.mué
§ pue y snod zamsue o} eyep azdpruy

|t Annbuy jo 9124

BEST COPY AVAILABLE

31

Q

Aruitoxt provided by Eic:

E



— - -
-~

U.S. Department of Education
Office of Educational Research and Improvement (OERI)
. National Library of Education (NLE)
Educational Resources Information Center (ERIC) e e

REPRODUCTION RELEASE ~  TM035193

(Specific Document)

. DOCUMENT IDENTIFICATION:

Title: ' ‘ '
‘Sck\oo‘ Coac‘»\in\ \A (oﬁ\-( )d' : A (0\6( S }\/A\/ ‘A G:PGC: \y 'BU)')J{AQ
1 ? 7 -

P e
Author(s):  WeXwanne Rarr. Brisn Simmons o€l Zarmow
Corporate Source: - Publication Date:

. Aprl oo 3
iI. REPRODUCTION RELEASE: '

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom

of the page. :
The sample sticker shown below will be . The sample sticker shown below will be The sample sticker shown below will be
affixed to all Level 1 documents - affixed to all Level 2A documents affixed to all Level 2B documents
PERMISSION TO REPRODUCE AND
PERMISEION TO REFRGDIICE AND DISSEMINATE THIS MATERIAL §iN PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS MICROFICHE, AND iN ELECTRONIC MEDIA DISSEMINATE THIS MATERIAL IN
BEEN GRANTED BY FOR ERIC COLLECTION SUBSCRIBERS ONLY, MICROFICHE ONLY HAS BEEN GRANTED BY
: : HAS BEEN GRANTED BY
2 N \©
x\@‘ (x\‘? . ((\Q
™ ' o) o
¢ | S _
. oy g \ - ! TO THE EDUCATIONAL RESOURCES TO THE EDUCATIONAL RESOURCES
0 THE EDUCATIONAL RESCURCES -
INFORMATION CENTER (ERIC) leORNiATthI CENTER (ERIC) _ INFORMATION CENTER (ERIC)
£ ZA . 28
Lavei { Lovel 2A Level 2B
! ! 1
Check here for Level 1 release, permitting Check here for Level 2A releass, permitting Check here for Level 2B release, permitting
reproduction and dissemination in microfiche or other reproduction and dissemination in microfiche and in reproduction and dissemination in microfiche only
ERIC archival media (e.g., electronic) and paper electronic media for ERIC archival collection
copy. subscribers only

Documents wilt be processed as indicated provided reproduction quality permits.
If permission to reproduce s granted, but no box is checked, documents will be processed at Level 1,

| hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies
to satisfy information needs of educators in response to discrete inquiries.

S ign Signature; ‘ ’ Printed Name/Position/Title:

here,= £/L\ C\ : El\sa\oe'\".\ CuHQr /Pro:)rnm AS_SO(( -\k

p Iease Organization/Address: ‘ Tele;:hso;nf: 3 \./ 3 R S,S. g L FAX: ‘1 / S—_?>Vz . 5—5.. 0 (’
El{fC ﬁrol AP&\ ScLao\ R(’—g;m\ (o”a‘ona:‘vv( Eg?LAﬁrz;s:ﬁ beSC.0r<, Date: ) Jo3

]?\ Fremony SY ' (over)
Le (A AN ’

t



-~

lil. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document uniess it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through' EDRS.)

Pubiisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER;:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and

address:
Name:
Address:
: ERIC Clearinghouse on Urban Education
V. WHERE TO SEND THIS FORM: Box 40, Teachers Col.lege
Columbia University
. 525 West 120th Street ]

Send this form to the following ERIC Clearinghouse: _ New York, NY 10027

T: 212-678-3433 /800-601-4868
F: 212-678-4012

http://eric-web.tc.columbia.edu

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being
contributed) to:

EFF-088 (Rev. 2/2000)
)

ERIC

IToxt Provided by ERI



