




















TRUST BUILDING STRATEGIES

Academy 1: Fostering Team Leadership in Culturally Responsive Systems

Directions: Score each strategy on a 1-5 scale according to its use in the provided situation.

1. Create a Game Plan and Group Covenants:

Stakeholder processes usually have beginnings, middles, and ends, but at the start not everyone
knows the plan. Make game plans negotiable and transparent. Groups come with expectations that
collaboration will be made up of diverse interests. They also may have expectations about how long
it will take to accomplish the work. Stakeholder groups require flexibility for work to go faster or
slower, but “time” is a key element of culture and is handled differently by different people. Engage
the group in some gentle discussion about how much time people can devote to meetings and how
they will handle attendance and “logistics.”

1 2 3 4 5
Poor Below Average Above Excellent
Average Average

Comments/Rationale:

2. Concentrate on Relationships First:

People need to know each other as individuals, not just as scientists, community members, or
representatives of organizations. Learn each other’s histories. Share a meal together. If people do not
know each other, they will not trust each other and will revert to fear-based interactions. As a
collaborative procedure it is often useful to have stakeholders create interpersonal “contexts” by
having each participant identify what the impacts of a decision or agreement might mean in their
own lives versus for their community or group.

1 2 3 4 5
Poor Below Average Above Excellent
Average Average

Comments/Rationale:
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3. Be Transparent about Decision Making;:

Clarify the “rules of the road” before you start trying to build agreements — who will make final
decisions, how representation will be established, how the group will decide things. Craft opening
moves that will help the parties manage complex technical decisions by asking stakeholders to
identify when they are speaking officially or unofficially.

1 2 3 4 5
Poor Below Average Above Excellent
Average Average
Comments/Rationale:

4. Acknowledge Different Kinds of Knowledge:

From the beginning, explicitly legitimize that there are different ways of “knowing” and different
modes of communicating important facts and ideas. No one — scientists, Native Americans,
planners, farmers, ranchers, people from the neighborhood — wants to see their kind of knowledge
trivialized, and most people have specific “ways” they want to be engaged.

1 2 3 4 5
Poor Below Average Above Excellent
Average Average
Comments/Rationale:

Adapted from Tools & Strategies: Twenty tools, tips and trust building strategies
(http://www.resolv.org/pubs/buildingtrust/bt06.html).
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TRUST SCRIPT
Academy 1: Fostering Team Leadership in Culturally Responsive Systems

Roles:

Maria — principal

Jim — school psychologist

Jennifer and Paul — Parents of Joshua, a child in need of speech services
Ezra — Speech teacher

Samin — General education teacher

Setting:

Joshua, a fifth grade student, is having difficulty pronouncing some of the letters of the alphabet. His
teacher, Samin, has asked FEzra, the speech teacher, to observe Joshua in class. Ezra has also
conducted an informal assessment with Joshua, and has concluded that Joshua could benefit from
speech services. Maria, the principal, has called a meeting with Samin, Ezra, Jim (school
psychologist), and Joshua’s parents, Jennifer and Paul. Maria has eight years experience as a
principal, but is very new to this school.

Scene:

Maria: (authoritative) Good afternoon, and thank you all for coming in. We extend a special
welcome to you, Jennifer and Paul. This is our first meeting together, and we welcome you to our
team. I believe it is extremely important to develop a close relationship with all team members. One
way to accomplish this is to spend some time together outside of team meetings. We are having a
parent coffee-and-donuts night next Thursday, and we would love to see you there.

Paul: Joshua has told us about it, and we are planning on going,.

Samin: (sincere) Wonderful! Ie’s always so nice to have families come in and meet each other and
faculty members outside the school day.

Maria: Alright, let’s get started.

Ezra: (rifling through papers until he finds one he apparently wants) 1 have been observing Joshua in
Samin’s class, and have conducted an informal assessment. It is my opinion that Joshua would
benefit from speech services. He has difficulty pronouncing his r’s and s’s, and I would like to work
with him. What have you noticed at home? (looks expectantly at Joshua’s parents)

Jennifer: I agree with what you said. (Paul nods) He has had trouble with those sounds since he first
began to talk. And to tell you the truth, I am worried that kids are making fun of him. He seems to
be the only 5" grader who still can’t say “recess” correctly. (appears worried)

Maria: I think he should receive an hour of speech service each day. The rest of the day he will
remain with his general education peers.

Jim: (hesitant) Maria, it is common for students to attended speech three days per week. Would it be
possible for Joshua to receive the support he needs in that amount of time? An hour each day might
be a bit much.
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Ezra: (nods) 1 agree with Jim. Three days a week works with many children.

Samin: That way I could keep Joshua in my class for more time each week. I don’t want him to lose
an hour of instruction a day.

Paul: Jennifer and I are worried that the other students might tease him for being different. We want
him in the regular classroom for as much time as possible...

Maria: (cuzs in) 1 hear the concerns you all have. However, we must ensure Joshua is speaking at a
developmentally appropriate level by the end of this year. I would like to see him in speech an hour
each day. If it is not working out, we could always come back and change it after a few months.

Jennifer: (uneasy) Well, if you think that is what he needs then I guess that would be ok. We will be
able to change it if it is not working, right?
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PHASES OF GROUP DEVELOPMENT
Academy Fostering Team Leadership in Culturally Responsive Systems

Recall a time when you went through the cycle of group development and complete the following
chart. Your answers need not apply to the same group cycle.

1. Forming: Describe a time
when you were part of the
formation of a team.

2. Storming: Describe a time
when you took on a team
leadership role.

3. Norming: Reflect on

5. Adjourning; List possible how your team assigned

ways in which successes can be CLT Process Roles.
celebrated.
4. Performing: Consider why
group members should “look
out” for one another.
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OUTCOMES REVIEW

Academy 1: Fostering Team Leadership in Culturally Responsive Systems

These are the outcomes we’ve covered in this academy. Choose one or two and brainstorm the knowledge and skills you’ve gained today.

We form and reform groups
regularly. What are the five
stages of group development,
and if you were the leader of
your next group, how would
you ease your group through
the stages?
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Cultural Responsivity is
complex and in this academy
we discussed in relation to
both the individual and
systems. Describe Cultural
Responsivity in one or both of
these contexts.

Fostering Team
Leadership in
Culturally Responsive
Systems

Trust building helps
strengthen relationships and is
important as a function of your
job as a change agent. List
some trust-building concepts
and describe how they make
adopting change easier.
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