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ABSTRACT
THE INFLUENCE OF PARENT AND COMMUNITY INVOLVEMENTON LOCAL
SCHOOL COUNCILS IN MASSACHUSETTS
FEBRUARY 2009
LESLIE B. STEIN, B.A., BOSTON COLLEGE
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST

Directed by Professor J. Kevin Nugent

Education reform efforts in the last fifteen weenty years at the state and federal
levels have provisions for family/community involaent in the schools based on beliefs
that partnerships lead to higher student achievearahbetter outcomes for students,
parents and teachers. These requirements have aedhlibee concept of parent and
community involvement in various forms includingve® aspects of school governance.
The Massachusetts Education Reform Act of 1993idwexd this concept of participatory
governance with the establishment of local schoahcils (LSC). The purpose of this
gualitative case study was to describe the funaimhinfluence of local school councils
on school improvement and to provide a better wstdading of the role of parent/family
and community involvement in those efforts. Data \gathered over a nine month period
in three elementary schools in different commusitl@ough observation of school
council meetings; interviews with various membdrthe school community, and
review of relevant materials. Results of data asialghowed that the function and

influence of local school councils on school impment, and the impact of parent and



community involvement on school council functionreveelated to the overall culture of
the school. Parent involvement in the school andmianfluence on the work of the
school council was strengthened by the relationghtip the parent organization and
other parent involvement activities in the schddle attitude and commitment to parent
involvement present in the school culture, as agllthe efforts to recruit parent and
community members with the resulting parity in mensihip also influenced the work of
the school council. The results mirrored previcesearch that showed inconsistencies in
the implementation of school councils across thenty, that the evidence of their
influence on school improvement has been limited, that schools with existing parent
involvement activities before the initiation of sch councils had more positive influence
on school improvement. Recommendations for funtesearch in family-school
relationships, training and oversight of schoolrools, training for educators, and the
allocation of more state and local resources t@stschool improvement efforts are

discussed.
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CHAPTER 1

INTRODUCTION

Overview

Conventional wisdom embraces the belief that parardg the most important
mentors and teachers in a child’s life. Researcbhild development continues to cite
the importance of parental involvement from thdyeehildhood years and highlights the
influence of parent and community involvement ichdd’s academic achievement and
social adjustment (Comer, 2005; Epstein, 2001; idesah, 2002; Smrekar & Cohen-
Vogel, 2001, Sui-Chu & Willms, 1996; Swap, 199B)arents are responsible for the
overall health, development and social adjustmétiter children, and there is growing
evidence of their impact on the child’s academizcess when working cooperatively
with the schools. The history and philosophy ofepdal involvement is supported by
ecological and developmental systems theoriesstheds the importance of relationships
and the interconnections of environments wheralodn grow and learn
(Bronfenbrenner, 1979, 1986; Epstein, 2001; Vygnt4®78). The academic literature
frames the concept of parent involvement in edooads the ideological organizer of the
family school relationship and encompasses a braage of research topics, although it
is complicated by various constructs and many defivs of parent involvement.

Parent involvement in the schools is traditiondfined as a provider-receiver
model with conventional parent activities like teacconferences and attendance at
school fund raisers. Recent legislation at bothstage and federal level sought to change

that model to one of partnerships between schasbpeel, families and community



members with an emphasis on patrticipatory govemanthe local school or what is
referred to in the educational literature as sci@sled decision making (SBDM). The
Massachusetts Education Reform Act of 1993 (MERW)uded this concept of
participatory governance with the establishmernocdl school councils (LSC). This

study used a qualitative approach to explore asdrdee the partnerships between school
staff, parents and community members through the ¢¢ local school councils in

Massachusetts.

Topic and Purpose

Education reform efforts in the last fifteen to tMeyears at the state and federal
levels have provisions for family/community involaent in the schools based on beliefs
that partnerships lead to higher student achievearahbetter outcomes for students,
parents and teachers. These requirements have @dliree concept of parent and
community involvement in various forms includingrs® aspects of school governance.
Recent practices in education have included theeqairof site-based decision making
(SBDM) where teachers, principals and parents ndakesions at the local school level.
Much of the literature on SBDM states that the go#ab improve student achievement.
School improvement teams or local school counbis include parents and community
members who advise the school on issues of poleyegjuired provisions under The
Massachusetts Education Reform Act of 1993 (MERMAY the concept that parents
should be involved in school improvement activitiess reinforced at the Federal level

by The No Child Left Behind Act of 2001 (Educati@01).



The general purpose of school councils in Masssetisiis stated as, “...a great
opportunity for community partners, parents, teashend principals to come together
both to share ideas and resources, and to shapli@e¢lagon their schools will take to
strengthen teaching and learning” (MA DOE 2001) ské&chusetts regulations require
school councils to meet regularly to identify tearning needs of the students, review the
annual school budget, and develop an annual sampobvement plan, which is
submitted to the school committee for approval.iompment plans include assessments
of class size, student-teacher ratios and planséing changes in either of these; issues
in professional development; enhancement of parenwalvement; school safety and
discipline; issues of school climate; extra-curaciactivities; concerns about meeting
the diverse needs of all learners; and other issi@edified by the individual councils.

Although these provisions for participatory deamsinaking are mandated by
state and federal laws, the research on the ejfichthese efforts is meager. The existing
literature shows that the implementation of sclomaincils across the country and in
Massachusetts has been inconsistent and the resdsoat their impact on school
improvement/student achievement and the relatipsstetween school staff, families
and community members is limited. Many of the stgdhn school based decision
making or local school councils have been basediimey data, with some studies
employing a mixed methods approach that includgedaditative component. The
majority of respondents in these studies were dgbersonnel who were members of
school councils and research on the function obskcbouncils has primarily involved

council members with little inclusion of others maens of the school community.



Since the implementation of MERA in 1993 there hanky been a few studies of
the function or efficacy of the work of the locah®ol councils in Massachusetts. Bryant
Robinson (1997) examined the implementation of stbouncils in Massachusetts and
was “...interested in investigating whether site ldas@nagement represents progress
toward the Massachusetts’ Reform Act’s stated goamprove student performance”,
or was it just another change—an altering in theeloappearance only” (p. 20).
Robinson concluded that not all schools were egu@aitcessful in establishing school
councils and he described barriers to their effeciess as lack of cooperation from
teachers and administrators, budget constrairgis,daparent participation, lack of
training and an overwhelming workload. The firgtod from the Massachusetts
Education Reform Review Commission in 2001 showadl $chool councils were
generally not viewed as an effective vehicle fdrasd improvement due to lack of
training, financial constraints, lack of parent aminmunity involvement, and confusion
over role definition (McDermott et al., 2001). Thago reported that many districts had
not fully implemented the governance changes amndkest improvement plans did not
address issues of student achievement. The rdpgorhated the lack of resources for
oversight and training at the Massachusetts Deauttiof Education. This researcher has
not been able to find any other published reviefnth® work of school councils in
Massachusetts and several telephone and e-madatentith staff at the Department of
Education have confirmed that there has been t#tleew or oversight at the state level
since the passage of MERA in 1993.

The primary purpose of this study is to provideetter understanding of family

and community involvement in school governancetardkescribe the function and



influence of local school councils on school impment. This qualitative case study
describes how the activities of local school colsntieet the spirit and intent of the
MERA fifteen years after its implementation and lexgs the impact of the school

council on the relationships between school staffiilies and community members.

Potential Significance

Since the passage of MERA, it appears that thesdban very little oversight of
the work of local school councils by the Massachtadeepartment of Education and
limited research on their function or accomplishisefhe existing literature on school
councils in Massachusetts and many of the studiestahe impact of local school
councils in other parts of the country have repeidharily on survey data, and those that
included a qualitative component of interviews doedument review have been short on
their description of data collection and analyBisvious research on school councils
have also focused on their implementation and aptishhments as an entire entity but
have not described the impact of family and comtyumiembership. This study used a
gualitative design that relies on the triangulatezthods of observation, interviews and
document review and presents a comprehensive gésorof data collection and
analysis. The presence of this researcher in ttieg@rovided a richer description of the
work of school councils than can be provided thiosgrvey research.

The current climate in public education in Massagtis is one of limited
financial resources and significant pressure fopsts to produce adequate yearly

progress. Communities and their local school bostdgygle to meet the demands of



both state and federal provisions for student aement. As one of those provisions
addresses student achievement through the wodcaf $chool councils via school
improvement, policy makers at both the state andlllevel may be interested in the
results of this study for assessment of requiresnimtparental involvement in education
and for future planning around school based datisiaking. School boards, school
superintendents and principals in Massachusettsnamtther states may use the results of
this study to inform their practices and make amgnges in the function of local school
councils. The study may assist policy makers aadtfmmers with the description of the
organization, function and accomplishments of l@cdlool councils and identify
challenges or barriers to effective policy develeptrand may lead to recommendations

for improved practice.

Framework and Research Questions

The framework for this study is rooted in the egidal systems theory first
described by Urie Bronfenbrenner in 1979 and expdruh in several reiterations since
then in other publications (1986, 2000). This tlyaerbased on the principle of
interconnectedness within settings and the linkdgéseen settings that affect individual
development. Bronfenbrenner described these caonsas systems that include the
child, the most immediate being threcrosystemsvhich include the family and school. A
mesosystemefers to interconnections between microsystemisithve indirect effects on
children's development, such as parents' relatipastith the schooExosystems

describe institutions or community organizatiore impact both the microsystems and



mesosystems andacrosystemdescribe the socio-cultural practices, beliefs\aaddes

that affect all systems. Parent and community wealent in the schools is reflected in
the exosystem which refers to the community infe=non the child either directly or
through the family and the macrosystem which retette values embedded in the
larger social context and the influences that cletgsiic, and cultural differences have on
the developing individual. The exosystem is eviderihe parent and community
activities in the school, including the school coiliand the macrosystem is reflected in
the cultural beliefs about parent involvement #rat embedded in our public policy in
school reform legislation.

Joyce Epstein (1995) used an ecological perspeictidescribe her theory of
overlapping spheres of influence and the framewbkdeveloped for a partnership
model with six major types of parental involvemetgscribed in detail in the literature
review. In the comprehensive school reform effoftthe last twenty years, relationships
between families and schools have changed fromdaitinal provider-receiver model to
one of a partnership or collaboration and sharspamsibility between families and
schools. This researcher also used Epstein’s yfpearental involvement as a guide for
the research questions and the data analysis.

Using this ecological framework, | asked the foliogvquestions in order to
describe the function and influence of local schamlincils on school improvement and

on the relationships between school personnel lissrand community members.

What types of parent involvement are evident icheschool
community?



How do the activities of the school council meet thtent and specifics of
the MERA?
-identify the learning needs of the students,
-review the annual school budget,
-develop an annual school improvement plan
-assessments of class size,
-student-teacher ratios
-issues in professional development
-enhancement of parental involvement;
-school safety and discipline;
-issues of school climate;
-extra-curricular activities;
-concerns about meeting the diverse needs of all
learners
-other issues

What is the understanding of council members ahdranembers of the
school community about the function and role ofgbleool council in
school improvement efforts?

What is the influence of parent and community mensiig on the work
of the school council?

What is the relationship of the school council thes members of the
school community?

How is the work of the school council communicatedarious members
of the school community?

What is the relationship between the school cowaral school policies
and practices that support parent and communitylwevnent activities?

What are the major challenges and barriers foraatmuncils?



CHAPTER 2.

REVIEW OF THE LITERATURE

Introduction

Parents are interested in helping their childreretigo and achieve in school.
Among the many tenets of the wave of educatiorfarme efforts in the last thirty years
is the idea that parental involvement is an esgkealiément in children’s academic
achievement and social adjustment (Comer, 2005ekEp<001; Henderson, 2002;
Smrekar & Cohen-Vogel, 2001, Sui-Chu & Willms, 19%6vap, 1993).Hobbs (1978)
described an ecosystem where the family as thegpyiomit of responsibility overlaps
with the school’s role to coordinate health andaaervices. Cutler (2000) also referred
to the home-school relationship as part of thedasgcial context in which it exists and
discussed the fact that home school relationshepatgention in the United States due to
a belief that the home environment affects acadewcheevement. Scott-Jones (1993)
refers to a prominent view in current researchat‘tamily involvement is one of several
developmental contexts affecting children’s achiegst in a complex dynamic manner.
Understanding the connections among families, dshaal other contexts in which
children grow and develop is more important thamoafioning responsibility for
achievement” (p. 246).

In our study of human development we continuegioatie the influences of nature
or biological factors with the influences of nudwsr environmental factors in the growth

of the individual. Current educational thought aesearch views these influences as



interdependent and we strive to inform our prastiwéh the study of the interactions of
biological and environmental factors (Bronfenbrand®86; Comer, 1996; Epstein,
2001; Shonkoff, 2000). “Scientists have shiftedrtfecus to take account of the fact that
genetic and environmental influences work togethelynamic ways over the course of
development” (Shonkoff & Phillips, 2000, p. 6).

This review focuses on those dynamic influenceseasxamine the literature
about family and community involvement in the deypshent and education of children.
Information forthis literature review was gathered through a $eafc¢he library catalog,
as well as, research databases, such as ERIC. dtilnees included the internet sites of
Universities and Organizations who focus on pairdlvement issues and e-mail and
telephone contact with researchers in the fiellbfary search for the term ‘parent
involvement’ and ‘parent/community involvement aducation’ finds a wide range of
topics. The intent of this literature review isebeamine parent and community
involvement in the schools within the frameworkedcation reform and school
improvement efforts, with particular attention ketrole that parents and community
members play in outcomes for students. | excludsdarch on community and business
initiatives in education that did not include paeers the focus is on the interactions and
activities of parents and community members withost staff, | also excluded research
on out of school programs and other research only¥&upport programs outside of the
school purview.

The first section describes the history of parambivement in education from the
beginnings of formal education in the United Statethe 19" century, through the

changes in legislation to empower parents in thab 261 century, to the inclusion of

10



parents and community members as collaboratorslacidion makers in the more recent
education reform efforts of the present day. Tlo®sd section reviews some of the
theories that guide the concept of parent/family emmmunity involvement in education
including those of Lev Vygotsky who wrote about #ignificance of the child’s
interactions with others in his environment; Uri@Bfenbrenner whose ecological
systems theory has been utilized for decades idekielopment of educational and social
services; and Joyce Epstein who described herytlidaverlapping spheres of influence
on the developing child representing family, schexadl community with the child at the
center. The third section explores the literaturgoarent involvement with attention to
the various terms and concepts that have emerghdsibody of work including parent
involvement, community involvement, school-famigtationships and partnerships. This
includes a discussion of the conventional ideasigparent involvement and describes
teacher and parent attitudes and the types ofiéesithat generally define parent
involvement in the schools, as well as, how thie fires moved the concept of
involvement from one of teacher/school directeavés to one of relationships in
collaboration and partnership. The fourth sectllustrates this concept of working
relationships between families and schools by dasg the various models from the
literature that view family and community membessegual partners in the educational
process. Included are developmental models, antfgpgrograms like James Comer’s
School Development Program and Joyce Epstein’oNaltiNetwork of Partnership
Schools. This section includes studies that hawkdd at family and community
involvement in relation to outcomes of student azbment, better attendance and

improved behavioral and social interactions; outesmelated to teacher practices; and

11



outcomes in school improvement related to paredtcammunity participation in school

governance. This literature review concludes wilummary and discussion.

The History of Parent Involvement in Education

Before the Industrial Revolution in the United $&achildren traditionally grew
up within the context of their family and neighbodd. “The whole structure of social
and economic organization had as its’ basic bujldilock the family” (Coleman, 1987,
p. 32). “Education remained largely in the hanfithe family and church until after the
American Revolution when schools became establidBgthe mid-1800s industrial and
urban development further separated families fronosls” (Moles, 1993, p. 23).
During the 18 century, at about the same time that men begtakéowork outside the
home, the power and responsibility for the cogeitwnd moral development of children
shifted from the home to the school. Coleman (1@®8cribed that shift as a “social
investment in a new “constructed institution, thieal” (p. 33). Epstein (1995)
explained that parents and community members ligitantrolled the schools in the
early 19" century, hiring teachers and determining currioutwt family-school relations
shifted in the late 1®and early 28 centuries as, “...the school began to distance from
the home by emphasizing the teachers’ special keabye of subject matter and
pedagogy” (p. 24). Families were expected to tepadd behavior and take
responsibility for family, ethnic and religious ual whereas schools focused on teaching

a common curriculum to all children, regardlesgtbinicity or economic status.

12



Issues of economics, health, social class and@thmiere highlighted at the turn
of the century with a growing immigrant populatidine schools became social welfare
institutions between 1905 and 1940 with nursesatronal counselors and visiting
teachers with a focus on educating parents, péatigummigrants and the working poor
(Moles, 1993; Cutler, 2000). Compulsory educatend were passed in 1910 and, “By
1925, most middle class Americans at the very laestpted the school as a partner in
the home” (Cutler, 2000, p. 9). Home economics iwasduced into the curriculum to
bridge the relationship between and address famajth problems.

In 1885 the Hesperia movement in Michigan led leyHesperia Teachers and
Parents Association spawned the growth of parexthr organizations across the
country. Many of the social reform movements inaadion, health, child labor and
juvenile justice at the turn of the century ledhe growth of various parent groups, such
as, the National Congress of Mothers in 1897, whetame the National Congress of
Parents and Teachers (NCPT), a conservative whitdlenclass group, and The National
Congress of Colored Parents and Teachers whichidmecl “...only in the District of
Columbia and those states where separate schadlsefoaces were maintained so that
African-American children might have PTA service(PTA, 2005). The NCPT
developed standards for Parent Teacher Associations) in the 1920s and the
structure grew as state organizations were estedulisSThe PTAs served three functions:
social activities, school policy development ané@®mmunity service organization.

Cutler (2000) explained that Educators and ScBoard members directed the
PTA away from policy development and toward recozet activities. “A responsible

PTA made certain that parents and teachers knawréspective roles” (Cutler, 2000, p.

13



48). “While expected to make their views knowreyt (parents) had to avoid
challenging or upstaging school authorities” (QutBH00, p. 49). “Expanding the
school’'s mission challenged the accepted meanitigeoidea that the home and the
school were separate, if interdependent institstiteading to role conflict and
confusion” (Cutler, 2000, p. 163). The bureaugnatich included men as the
administrators and women in the roles of mothertaadher reinforced barriers between
families and schools and Cutler contends that tekationship between the home and
school never completely lost its’ adversarial disien” (Cutler, 2000, p. 7).

Cutler (2000) argued that schools wanted talltbiags to all people and thus,
have come under great criticism since 1945 foimigito do that. Comer (1996) argued
that school reform in the 1930s and 1940s was dinyescientific and technological
advances with an emphasis on cognitive and acaderhievement. A sense of
community involvement in education was weakenediggit mobility and mass
communication. Hobbs (1978) described the totdlaritly that schools had historically
over the child while they were in school, with dg@ons being made with little parent
involvement but noted that in the 1960s the “dights movement has promoted a new
liaison between families and schools” (Hobbs, 19/&,61). The nation’s focus on
poverty and concerns about child development amalyastability led to the growth of
many health and social service initiatives in tBéds which began our contemporary
focus on the importance of early childhood develeptr{Cutler, 2000; Epstein, 1996).

“In the mid-1960s, reformers believed that parehtoation was not the answer
because it did not guarantee parents a meaning&ulr school activities, much less

power” (Cutler, 2000, p. 176). The Federal Govemihegitimized parent involvement
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in programs by mandating parent advisory counnils964 for Head Start. In the 1970s
Title 1 of the Elementary and Secondary Education(ESEA) also required parent
advisory councils to assist with the developmergrofyrams for low income children in
response to poverty in the cities and the alienatigpoor families in the public schools.
Hobbs (1978) makes reference to the Federal Ié¢igislenown as Public Law 94-142 or
the Education of All Handicapped Children Act of759which mandated appropriate
educational services for students with disabiliiad delineated parents’ rights in
advocating for their children. The process of dep&lg an Individual Education
Program (IEP) was designed to bring families armbsts together. This was followed by
the passage of Part H of the Education for All Haapoped Children Act Amendments in
1986 which established Early Intervention Progréonsnfants and toddlers, requiring an
Individual Family Service Plan (IFSP) which furtremphasized the importance of
family involvement in child development.

In 1981 the ESEA was reauthorized and the padnsary council requirement
was abolished. “Professionals had often strongisted the councils and community
control mechanisms, and these were frequently weak-opted by small groups of
parents and others” (Moles, 1993, p. 24). A grmasoncern in the 1980s about family
life and child development in the light of a grogidivorce rate and large numbers of
disadvantaged children brought an ecological petsfeto collaboration with the
schools. Both Epstein in Booth and Dunn (1996) Bpstein and Schneider in Borman,
et al. (1996) wrote about the federal legislatioat encouraged and provided concrete
actions and responsibilities for families to wankconjunction with schools. In 1988

amendments to the ESEA added new requirementdl f8hapter 1 schools in the form
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of parent consultation for the development of panmevolvement programs rather than
advisory councils. It also provided grant moniasdarent-school partnerships and for
Even Start, a program designed to integrate aidletaity with early childhood education.
Epstein made reference to tNation at Riskeport from 1983 and said that the report
prompted “...an effective schools litany which evalvato lists of requirements for
restructured schools” (Epstein, 1996, p. 218). 3a@wmer noted, however, that, “A
significant limitation of the effective school mawent is the little value attached to
parental involvement in their children’s schoolslafynes & Comer, 1993, p. 191).
“During the 1980s and 1990s, family-school relasichanged again in response
to increased demands from the public for betterenagcountable schools” (Epstein,
2001, p. 24). There were elements of family scipaotnerships in the ESEA
reauthorized as the Improving America’s Schools &@994, the Educate America Act
of 1994 known as Goals 2000 and the School to Watlkof 1994 (Epstein, 1996).
Schneider and Epstein (Schneider, 1996) highligtitecavailable funding in each piece
of legislation for developing these partnershipgwhe emphasis on local control and
design. “Greater investment in education reforrmgis strong public support, universal
school readiness is ranked first among the natiedstation goals, and the demand for
higher standards and stricter accountability inghblic schools is widely endorsed” , p. ;
(Shonkoff & Phillips, 2000, p. 35). Epstein (19%®)inted out that, “.the Goals 2000
legislation sets partnerships as a voluntary natigoal for all schools; Title | specifies
and mandates programs and practices of partnarsbinger for schools to qualify for or
maintain funding. Many states and districts haweetigped or are preparing policies to

guide schools in creating more systematic connestath families and communities”
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(p- 702). Some states and local districts crest@dol choice programs, giving parents
greater power in choosing schools for their chitdaed many states, including
Massachusetts through the Massachusetts EducagionnR Act of 1993, mandated that
schools involve parents, teachers and community lveesrin site based management
efforts (McDermott et al., 2001).

Epstein (1991) reported that the National Assommtf State Boards of
Education published a book in 1989 entitRattners in Educational Improvement:
Schools, Parents, and CommunbDavies (1991) noted that California developed
policies on parent involvement with grants giveraal districts for developing
programs and Missouri’s Department of Educationtetiza family support program for
parents of young children known Barents As Teacher€oncerns about minority
achievement and urban education prompted the idliBoard of Education to establish
the Urban Education Partnership Grants for distictaddress local issues, such as,
improving writing skills or homework completion thavolved parents and community
groups. “School districts nationwide are beingeemaged to reexamine their parent
involvement policies and programs and to demorestratovative approaches in order to
obtain Federal education dollars” (Baker & SodE398, p. 1). In their analysis of some
of the comprehensive school reform efforts Bormizal €2002) referenced Federal

legislation called the Comprehensive School RefBrogram (CSRP) which provides
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grants to schools to implement proven reforms. Ul& Department of Education
defines Comprehensive School Reform with elevenpmmants one of which includes
“...the meaningful involvement of parents and thealammmunity in planning,
implementing, and evaluating school improvemenvaigs” (Borman, Hewes,
Overman, & Brown, 2002, p. 3).

The No Child Left Behind Act of 2001 (Educatio®) is the reauthorization of
the ESEA and the concept of family and communitpinement is threaded throughout
the legislation. Section 1118 outlines the tenéfsacental involvement. Each school
must have a written policy about family involvemgparents must participate in
improvement committees; there should be coordinatith other federally funded
programs, such as, Head Start or Even Start; artidydar attention should be paid to
those who are disadvantaged, minorities, limitedlish speakers and those who have
disabilities. The legislation proposes that parédmsnselves should make decisions about
how the funds are spent to involve other parerdBo8l districts are responsible to
communicate information about these activitieslitparents. They are also expected to
communicate information to parents about curricylatandards, and testing and should
provide notice of these issues in the languagescrabe understood by parents. Section
1118 also suggested that schools provide trairongebchers in the value of parent
involvement.

One of the many elements of education reform efforthe last two decades has
been the decentralization of school managementrendstablishment of school based
management teams in local schools. School basesialemaking teams (SBDM) or

local school councils (LSC) are required provisionsducation reform initiatives in
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various states and local districts in the Uniteaté€st, Canada and some Europeans
countries (Leithwood, Jantzi, & Steinbach, 1998)e Massachusetts Education Reform
Act of 1993 (MERA) made some significant changethaprovisions for school
governance in schools in the state (Education, 18@&lified 2005). The school
committee is viewed as those who are publicly etd establish educational goals and
policies in the district and the superintenderdossidered the educational leader
responsible for management and daily operatioiseogystem. Principals are the
educational administrators and managers of thbiwas and their role is considered as
most important as, “The school is the focal poantdchieving the primary goal of
Education Reform: enabling all students to meetibh standards of the Common Core
of Learning adopted by the Board of Education i84I'9 (Education, 1995, Modified
2005). The school committee approves district widkcies and budget while the
principal is responsible for the continuous imprmeat in teaching and learning in their
building.

In order to include all members of the school camity in participatory
governance, MERA established the requirement thextyeelementary, secondary, and
vocational school in Massachusetts have a schamlatio(Education, 1994, Modified
2005). School councils expand the participatiomembers of the school community
beyond administrators and teachers to parents thied members of the community. The
principal co-chairs the school council whose mersibigrincludes teachers, parents,
community members, and at the secondary levetast lone student. The principal is
responsible for the composition and oversight ef¢dbuncil. Membership numbers are

left to each individual school but MERA regulaticstgpulate that there should be parity
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between parents and teachers and the membershifa $ieorepresentative of the racial
and ethnic diversity of the school community. TAe kencourages the local Parent-
Teacher organization to be the vehicle for elegtiagent members to the school council.
The school council meets regularly to identify ls@ning needs of the students, review
the annual school budget, and develop an annuabschprovement plan, which is
submitted to the school committee for approval.dorpment plans include assessments
of class size, student-teacher ratios and planséing changes in either of these; issues
in professional development; enhancement of parenvalvement; school safety and
discipline; issues of school climate; extra-curaciactivities; concerns about meeting

the diverse needs of all learners; and other issi@edified by the individual councils.

In addition to the Federal and State reform efftotinclude parents and
community members as collaborators and decisioremsahk the educational process,
there are many local parent and community groupssadhe country and some large
organizations working together with schools to ioy& educational outcomes for
children. Two prominent examples are the NatiorsaERt Teacher Association and the
National Coalition for Parent Involvement in Eduocatwhich is a coalition of major
education, community, public service, and advocaggnizations working to create

meaningful family-school partnerships in every saho the United States.
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The Concept of Parent Involvement in Education:oregcal Foundations

The literature includes the work of many researsidro describe human
development and family and school relationshipsfem environmental or ecological
perspective. Lev Vygotsky’'s (1978) socio-culturalgpective informs our work in parent
and community involvement in education as it hights the importance of all
relationships in learning. The major theme of Vyghots theoretical framework of social
constructivism is the idea that social interaciiays a significant role in cognition.
Although his work was influenced by Jean Piageb@)9Vygotsky believed that
cognitive skills were not primarily a factor of geits but a product of the individual's
social interactions practiced in a cultural coni@#tgotsky, 1978). Jean Piaget (1952,
1969) called his own theory of development ‘genefitstemology’ as he was primarily
interested in how knowledge developed in the irtiiial. He believed that the child had
an innate ability or internal motivation to seek marning on his own. Piaget’s concept
of cognitive structures is central to this thedaymiliar to educators as his four stages of
child development: sensorimotor, preoperationscan operations and formal
operations. Piaget (1969) believed that these tiogrstructures changed through
adaptation to the environment, specifically throagkimilation, or the interpretation of
events in terms of existing cognitive structures] accommodation, or the changing of
the cognitive structures in response to the enwiemt.Vygotsky’s writing expanded on

the role of the environment on child developmera dynamic, not static, entity from the
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initial limiting environment of the uterus to therhe and gradually widening
environment of educational experiences. He stdiacery function in the child's cultural
development appears twice: first, on the sociatlleand later, on the individual level,
first, between people (interpsychological) and thmeside the child (intrapsychological).
This applies equally to voluntary attention, toit@y memory, and to the formation of
concepts. All the higher functions originate asiattelationships between individuals”
(Vygotsky, 1978, p. 57). He believed that the chil@lationship to his/her environment
changes as the child grows and their experieneemtinenced by the interaction of their
personal characteristics with the situational ctiarastics. “At the same time
environment should not be regarded as a condifialewelopment which purely
objectively determines the development of a chyldviotue of the fact that it contains
certain qualities or features, but one should asaagyproach environment from the point
of view of the relationship which exists betweea thild and its’ environment at a given
stage of his development” (Vygotsky, 1994, p. 338)

Vygotsky (1994) also believed that the potentialdognitive development was
limited to a particular time frame, an idea heexlihezone of proximal developmenrt
the distance between the actual developmental ésvdetermined by independent
problem solving and the level of potential develeptas determined through problem
solving under adult guidance or in collaboratiothwather peers. While Piaget’s
emphasis was on the development of the individiotsky stressed the importance of
the social other in child development, or the digance of the child’s interactions with
others in his environment. His writings emphasittedroles of historical, cultural, and

social factors in cognition and argued that languags the most important symbolic tool
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provided by society. In his study of language depgient, Vygotsky provided a
description of the interrelation between thought Eanguage which he saw as necessary
for intellectual development. Vygotsky reminds ligttour study of child development
should always consider the dynamic aspect of enmental factors. “Together with a
dynamic interpretation of environment, we are bemig to understand that the different
aspects of development have different relationk wié environment. It is for this reason
that we have to study the various environmentéanfces differentially” (Vygotsky,
1994, p. 347).

A comprehensive description of an ecological systdmory of human
development was described by Urie Bronfenbrennérernl970s and reformulated in his
many writings in successive years. In his earlytingihe reviewed the research on the
interaction of genetics and environment that begahe 1930s and described a
“...theory of environmental interconnections and thipact on the forces directly
affecting psychological growth” (Bronfenbrenne®,/9, p. 8). “Development is defined
as the person’s evolving conception of the ecoldg@avironment, and his relation to it,
as well as the person’s growing capacity to discomgstain, or alter its’ properties”
(Bronfenbrenner, 1979, p. 9). In contrast to ttieeptheories of development that were
based on biological maturation Bronfenbrenner diafehe ecology of human
development involves the scientific study of thegressive, mutual accommodation
between an active growing human being and the ¢chgmyoperties of the immediate
settings in which the developing person lives has process is affected by relations
between these settings, and by the larger contexthich the settings are embedded"”

(Bronfenbrenner, 1979, p. 21).
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Bronfenbrenner described the principle of interemrtedness within settings and
the linkages between these settings. “The defmibibdevelopmental ecology is not
limited by any single setting; it accords equal artpnce to relations between settings
and to the large contexts in which the settingseanbedded” (Bronfenbrenner, 1979, p.
284). He described these settings as systemaffieat individual development and
defined them aa microsystem, a mesosystem, an exosystem andaesystemThey
are represented visually as concentric circlesghabund the child. "A microsystem is a
pattern of activities, roles, and interpersonatiehs experienced by the developing
person in a given setting with particular physeatl material characteristics"
(Bronfenbrenner, 1979, p. 22). He used the exawipteother-infant dyads and pointed
out that change in one member of the dyad afféetslevelopment of the other. The
family would be considered the basic microsystenthe child with relationships among
and between family members affecting the developroktihat child. The context of
familial relationships, physical home, and actastiguides the cognitive and social
development of the child. The school is also a asgstem for the child with teacher and
peer relationships and activities that direct thiédés learning and socialization.

“A mesosystem comprises the interrelations amwamgdr more settings in which
the developing person actively participates (sugHa a child, the relations among
home, school, and neighborhood peer group; fodait,samong family, work, and social
life)" (Bronfenbrenner, 1979, p. 25). For yourgldren this could be the influences of
child care and early school experiences on thelyaanid for the adolescent this may be
the interaction between family and peer relatiopshiat impact social behavior.

Bronfenbrenner discussed the research that haddoeelucted to date on the relations
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between home and school but pointed out that timvsstigations “...have focused on
techniques of parent involvement rather than oras®ciated processes taking place
within family and classroom and their joint effeots children’s learning and
development” (Bronfenbrenner, 1986, p. 727).

Bronfenbrenner discussed family processes in gbated described an
exosystem as “ ...one or more settings that do native the developing person as an
active participant, but in which events occur thidtct, or are affected by, what happens
in the setting containing the developing persorrdo(Benbrenner, 1979, p. 25). An
example of an exosystem would be the parent’s wackp where parental activities and
experiences would indirectly affect the developthgd. Bronfenbrenner (1986)
explained that there are three exosystems thaaphnaffect the development of the
child: the parents’ workplace, the parents’ son&tlvorks, and the community influences
on family processes. He discussed many of theetuminducted in the 1980s that
primarily focused on the increase of mothers inwoekplace and the stress on two
parent working families, particularly those witwancome. Research on social supports
looked primarily at mothers of young children aritto at vulnerable groups, such as,
teenage parents and single parents. Bronfenbréh®®8@) reviewed several studies and
concluded that the effects of social networks vhdependent on numerous factors and
outcomes were viewed within a broader social cdnté& notes that the child may be
affected by community influences either directltlmough the family.

"The macrosystem refers to consistencies, indha find context of lower-order
systems (micro-, meso-, and exo-) that exist ofccenuist, at the level of the subculture

or the culture as a whole, along with any belieftegns or ideology underlying such
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consistencies" (Bronfenbrenner, 1979, p. 26). hmsrosystem refers to the values
embedded in the larger social context and theenftes that class, ethnic, and cultural
differences have on the developing individual. “Thacrosystem operates at the broadest
level of influence and is comprised of politicaksms, social policy culture, economic
trends, and so forth” (Weiss, Kreider, Lopez, & @man, 2005c, p. xv). It is within this
system that we find our values about educationtb@gbublic policies that guide it.

Within his ecological systems theory Brorfemner (1986) differentiated three
research paradigms that were used in studiestdirtiea A social address model was
utilized in studies that compared individual deypehental outcomes for those living in
different environments, such as, urban versus.rdrgkocess-context model looked at
the effects of a particular environment on famitggesses. A third model, the person-
process-context, takes into account the charattsrisf the individual members of the
family. He also described a chronosystem modelresaarch approach to studying the
impact of familial processes on an individual otrere rather than looking at a single
event, a model that is most useful in longitudstadies.

Bronfenbrenner and Evans (2000) discussed the afarkany, “...who are
engaged in the formulation and application of asgelhmodel for the scientific study of
human development” (p. 116) and Bronfenbrennerrdesthis own work over the years
with his development of what is now known as bieecological modelAs a significant
construct in this model the authors describe aiprakprocess as "... a mechanism for
organism-environment interaction” (p. 119) whichihvolves a transfer of energy
between the developing human being and the persbjexts and symbols in the

immediate environment” (p. 118). The authors prepiabat proximal processes produce
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two types of developmental outcomes, either conmpeter dysfunction and are affected
by dimensions of exposure in duration, frequenetgrisity, timing and interruption
Bronfenbrenner has written about the changesaivbs of children over the
last four decades which has revealed "a lack bbéhcommon focus and of coordination
between social systems at the micro-level of im@edsettings (home, school, peer
group) and in the dynamic mesosystem relations dmtvthese settings (family and
school; family and peer group; school and peergyfo{Bronfenbrenner & Evans, 2000,
p. 120). Bronfenbrenner’s numerous publicationsroftelineated areas for further
research and he spoke assertively about publicypmiated to children and families.
Bronfenbrenner wrote about the social pressurdamilies, of mothers in the workforce,
two parent working families, single parent familaasd changes in public policies, such
as, welfare regulations that had “...devastating ichpa low income families with
young children” (Bronfenbrenner, 1979b, p. 97). retierred to a government report on
the schools from 1975 that said, “... the schoolgyugh no fault of their own were
turning into a major breeding ground of alienatieandalism, and violence in American
society. | pointed out how the growing separatietween home, school, workplace, and
community was creating a situation where childremeabeing deprived of close contact
not only with parents, but with adults in geneaaid | underscored the awesome
consequences of this fact for a species like ofBsinfenbrenner, 1979b, p. 98). He
discussed the construct of individualism that shsa part of American culture and the
belief that people should take care of themseltews this deficit model that pervades
our outlook in social and educational problems’gfifenbrenner, 1979b, p. 100). His

definition of a deficit model included servicesttiagere categorical and not coordinated
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to address individual issues rather than addresssugs within their context. He
proposed that our focus on the individual rathantthe circumstances was preventing us
from solving problems. Bronfenbrenner suggestelifais our public policy away from
deficits and problems to building interconnectiohsand broaden the focus beyond
personal qualities and family dynamics to existang potential sources of stress and
support in the external environment” (Bronfenbrana®79b, p. 103).

In his pursuit of a comprehensive school reforrmphathe 1980s, James Comer
(Emmons, Comer, & Haynes, 1996) created a theatdbemula based on the elements
of several models that address issues of sociabegahizational change, which included
field theory, ecological systems theory, a popalaadjustment model, and a social
action model. Comer’s philosophy is that, “Humans social beings who need
community support and involvement to develop adedyia (Emmons et al., 1996,
p.29). The authors referred to field theory as d@escribed by Kurt Lewin in 1936 where
“...the individual functions in a psychological ersiment that is composed of feelings
about objects, situations, self, and others” (Emsnetral., 1996, p. 31). Comer believed
that this theory should help school reformers ustded child development within the
context of family, school and community. Comer diss a school as an ecological
system with the child at the center and he posslttat to change or reform the school,
one must change the interaction within the systedithose changes in interactions
would result in changes in behavior and achieveraermng the students. “Because
school is a system, change in any part will afteetentire school” (Emmons et al.,

1996, p. 30). Ecological systems theory describedie Bronfenbrenner also instructed
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Comer’s theoretical formula, as he believes thatilgl’'s learning is affected by the
ecosystems and that the process of change in scisdmhsed on relationships and
community building.

Emmons et al. (1996) explained that a populatigastichent model is a primary
prevention one in the mental health field that tdes those at risk and intervenes to
change the environment to promote positive chaAge€omer’s interest was in inner
city schools with predominantly poor and minoritydents, he used this theory to
support his idea of parent participation at alelevn his school reform framework.
Social action theory was also taken from the mdmgalth field as one that stresses
collaboration between professionals and communéynivers and suggests that
professionals should have significant knowledgeuaite community in which they are
working. Comer used this theory to strengthendesiithat a school is a social system
that can change only if the interactions amongnbe&iduals change within that system.

Using an ecological systems perspective, JoyceelEp&001) described three
theories of family and school relations that guieleearchers and the practice of
educators in the schools. The first is that farsibed schools have separate
responsibilities, with parents caring for theirldhen in the home and teachers
maintaining their professional roles with childierschool, which Epstein proposes
“...stress the inherent incompatibility, competiti@amd conflict between families and
schools” (Epstein, 2001, p. 22). The second theotlyat of shared responsibility with
coordination and cooperation between the schoofamdy. Shared goals for children’s
cognitive and social development are assumed. EBpstelains that this perspective is

“...based on a model of inter-institutional interacs and ecological designs that
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emphasize the natural, nested and necessary camseloetween individuals and their
groups and organizations” (Epstein, 2001, p. 2B third theory is one of sequential
responsibilities for families and schools, whereepés play a larger role in the early
childhood years with greater responsibility for ealional goals shifting to the teacher as
children enter formal schooling. Epstein also makésrence to two other theories that
help us to understand the development of familyestlrelations. Symbolic
interactionismassumes that self-concept, personality, valuesbehefs are products of
our interactions with others” (Epstein, 2001, p). Zis theory suggests that teachers
and parents need to communicate and understand#sats goals and expectations for
their children. The other is reference group theanjch also instructs our thinking about
family-school relations as it proposes that onaigror individual recognizes the
importance of the other and wants to consider thigitudes and beliefs before making
decisions.

Epstein developed a theory that integrated edwet sociological, and
psychological perspectives of how social organtreticonnect and built a model of the
basic components of family, school and communilstiens. She stated that “our model
of family-school relations must be based on a dgwekental framework to account for
the continuityof school and family actions and interactions asrhe school years and
the changes in forms and purposes of parent inuadwe at different student ages and
stages of development” (Epstein, 2001, p. 27). yuthe 1980s Epstein developed her
model which is described as overlapping spher@sfloience on the developing child
representing family, school and community with ¢hédd at the center. It assumes that

there are some activities that families and schpalfticipate in individually and jointly
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that affect a child’s development. “The degreeadrtap is controlled by three forces:
time, experience in families, and experience irostsi (Epstein, 2001, p. 27). (See
Figure 1)

The external structure of the model of overlap@pgeres may be drawn together
or pushed apart depending on the philosophy, mesand activities of the families,
schools, and community members. The force of tiafers to individual and historical
time or the age and grade level of the child aedstbcial conditions at the time. For
example, parents and teachers may have more iteraduring the early school years
than during high school. Teacher and school phgbg@bout involving parents would
also affect the degree of overlap. “When teachexsenparents part of their regular
teaching practice, they create greater overlap Waard typically be expected” (Epstein,
2001, p. 29). Parents may also create greatelapvBy increasing their involvement in
their child’s schooling. Dynamic patterns of overkre seen as teachers change over the
years and parents change their type or amountvohiament. Epstein (2001) states that,
“The “maximum” overlap occurs when schools and fasioperate as true “partners”
with frequent cooperative efforts and clear, closeamunication between parents and
teachers in a comprehensive program of many impotyaes of parent involvement” (p.
29).

“The internal model of the interaction of the #sgpheres of influence shows
where and how complex and essential interpersefations and patterns of influence
occur between individuals at home, at school, arthié community” (Epstein, 1995, p.
703). Epstein explains that interactions occuhimnibrganizations and between them,

and that interactions take place at two levelsaadard organizational communication or
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a specific communication between two individuakar@ard organizational
communication would include information for all fdies about school policies,
activities, or workshops available to all membdrthe school community. This type of
communication would also involve the activitiesagbarent-teacher organization, a
school council, or a community group. Specific commncation would include, for
example, conversations or written communicationveen a parent and a teacher about
an individual child. Epstein also noted that, althlo children are at the center of these
overlapping spheres of influence, their interactiand communication among the
spheres also influences the outcomes. She profitetethis model may be used to
develop research measures to study the effectarehpinvolvement on student
achievement and other child and family outcomes.

In their discussions of the effects of cultural @odial capital on parent
involvement in the schools, Annette Lareau (198id) @ames Coleman (1987) presented
different perspectives that compliment Vygotskysl 8ronfenbrenner’s theories that
emphasize child development within the contexhefchild’s relationships and
interactions with their environment. The tecapital suggests the accumulation of
knowledge, influence, and power. Social capitatreto resources based on group
membership, relationships, networks of influence supports, and the norms or
standards of behavior. Cultural capital indicatissanies, experiences, customs and
traditions and often refers to class differencdsnowledge and education. Parent
involvement or relationships between parents ahddcstaff are potentially impacted by

parents’ social or cultural capital within the sohoontext.
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In her discussion of social class differences éfifigict family-school relationships
Annette Lareau (1987) proposed that the undersigrafiparent involvement is affected
by the concept of cultural capital as schools oglycertain social structures and authority
patterns in their relationships with families. “Tétandards of schools are not neutral;
their requests for parental involvement may beraslh the social and cultural
experiences of intellectual and economic elitegirfau, 1987, p. 74). In her qualitative
study Lareau used observation and interviews toegatata on family-school
relationships in two schools, one in a predominanwtrking class community and one in
an upper-middle class community. Lareau observeed ontwice a week in a first grade
classroom in each school for a six month perio@. thken chose six children in each class
for further study, describing her selection procass noting that she chose only white
children in order to exclude the confounding vaealf race. She interviewed the
mothers twice at the end of first and second graales interviewed most of the fathers,
teachers and administrators in each school. Althdugeau noted that the interviews
were tape recorded there was little informationutlolata analysis except numerical data
on numbers of participants. Lareau found that teescht both schools encouraged
parental involvement in a lot of ways, and althotiggy spoke of being partners with
parents, “... they desired parents to defer to thkfessional expertise” (Lareau, 1987,
p. 76). The level of attendance at school functiwwas much higher at the upper-middle
class school. Parents at the working class schemd wmore reluctant to interact with
school staff, often communicating about non-acadeassues like bus schedules and
playground activities. Lareau stated that both skfmrents valued educational

opportunity for their children but viewed the presdifferently. Working class parents
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saw the teacher as responsible for their childiscation whereas upper-middle class
parents saw education as a partnership with theoéeh_areau proposed that differences
in social, cultural and economic resources helpexhape those value systems. Since
school staff shared the same perspective with umyddle class parents about family
school relationships, Lareau concluded that “Thiesalts suggest that social class
position and class culture become a form of cultcepital in the school setting”

(Lareau, 1987, p. 82).

James Coleman (1987) discussed the history atioak between families and
schools and described the changing environmentrwilie family and society that is
affecting public policy and educational opporturfiy all children. He described his
concept of social capitals “...the norms, the social networks, and the kalatips
between adults and children that are of valuetferchild’s growing up. Social capital
exists within the family, but also outside the fimin the community” (Coleman, 1987,
p. 36). He explained that social capital meansrienbers of the family and community
take interest in the development of individual dreh, reinforcing social rules and
expectations. “As the Equality of Educational Ogpoity report of 21 years ago first
made clear, variations among family backgroundsenmaére difference in achievement
than do variations among schools” (Coleman, 19835p “Children acquire ‘social
capital’ that has the apparent benefit of strengtigeties between families and schools in
a way that influences student achievement despdialsbackground” (Bauch, 1993, p.
128). Coleman (1987) made reference to some atbk&arch in the early 1980s on the
achievement of students in private schools. Heytatetd that students had higher

achievement and lower drop out rates in schoolgevtie relations with families were
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strong. In one study of Catholic schools they coded that the social networks and
norms created in this church-school community sasesocial capital that helped
family and school in the education of the theilatan. Although Coleman and his
colleagues also found public schools settings wtteresocial capital in the community
surrounding the schools was high, he refers to Whatalls ‘...an extensive erosion of
social capital available to children and youth bwtthin the family and outside of it”
(Coleman, 1987, p. 37). He was concerned thatiinnalividualistic society we are not
attending to the needs of our children and are @xpethe public schools to provide the
needed social capital for them.

The literature highlights the importance of ctdievelopment within the context
of the child’s relationships and interactions witleir environment. Vygotsky believed
that cognitive skills are a product of the indivadia social interactions practiced in a
cultural context and Bronfenbrenner described atogacal theory of the connections
between settings that impact the developing c&tdholars, such as James Comer and
Joyce Epstein, used an ecological approach to digwvebdels that integrated
educational, sociological, and psychological perspes of how social organizations
connect and they built educational models of trede@mponents of family, school and

community relations.
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Terms and Concepts of Parent Involvement

The literature on family school relationships illung@tes numerous perspectives in
the definitions of parent involvement in educati®he conventional idea of parent
involvement brings up images of parents helpingimatassrooms, managing bake sales
and participating in PTA meetings. Much of the mgtin previous years talked about
how to get parents involved in the schools butctimeent literature includes more
discussion of shared responsibilities with linkaged collaborations between home and
school (Epstein, 1996; Comer, 1999; Swap, 1993ddon, 2002). Some of the
literature discusses traditional roles for paramd teachers with schools usually defining
involvement for parents by assigning them to atéisirather than parents initiating
activities. Parent involvement is often definedMmst parents can do for teachers rather
than exploring elements of the relationship.

Much of the current literature views parent invatent within the context of
relationships rather than activities (Comer, 188stein, 2001; Henderson, 2002;
Smrekar & Cohen-Vogel, 2001). There are numeroespoints on the development and
dynamics of these relationships from a traditideather dominant/parent volunteier a
mesosystems approach which views each relationgthm its own context. There is a
focus on collaboratigror building trusting relationships between fanslieeachers, and
community members (Comer, 1996; Epstein, 2001; Heswh, 2002). The changing

venue of schools which had been viewed by mosnpsees a formal social system with
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authority and certainty can now be described da@pvhere formal and informal means
can be utilized to involve parents and, thereforprove student outcomes (Comer, 1991;
Epstein, 2001; Henderson; 2002; Swap, 1993).

In the previous discussion of the history of parewolvement in education, we
reviewed the changes in family-school relationslopsr the years, from what Epstein
(2001) calls an inter-institutional separationhe 1930s and 1940s to cooperation and
communication between families and schools sineel8¥0s. Through legislation there
has been a call for parent empowerment and schawks been encouraged to develop
programs and roles for parents. The term or conuigpdrent involvement in education
encompasses a wide range of philosophies, ideats, @nd activities.Parent
Involvements a broad term that may take a variety of forrmthbin and out of school”
(Moles, 1993, p. 22). “One complicating elemenpanent involvement research is the
use of different definitions of parent involveménytdifferent researchers. There are
numerous definitions of parent involvement, yet treagh definitions fall into five
categories: parent expectations; a home structuredrning; educational
communication between parents, schools, and stsidegutent participation in school
activities; and parent participation in school dem making” (Keith et al., 1998).

The term parent involvement has evolvedatmily and community involvement
with the recognition of the multiplicity of familypes, that a child’s caregiver is not
necessarily a parent, and that the responsibdityfchild’s development is shared within
and across contexts (Bronfenbrenner, 1979, CorB@d,, IEpstein, 2001; Henderson,
2002). It is widely acknowledged that many otharthie family and community assist

the primary caregiver with raising the child. Thefidition of family involvement now
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encompasses activities in the home and neighbortasogdell as, those in the school.
Family involvement has moved beyond those parehtsave easy to reach to include all
members of the school community and focus has @ufrgm a deficit approach to one
of recognizing the strengths of families (ComeQ4;9Swap, 1993).

The parent involvement agenda has moved beyonatheachers and
administrators to the priorities of families androaunity members, and the focus is
wider than academics. Henderson and Mapp (2002hestermsnvolvementand
connectionnterchangeably in their review. Epstein (2001plains that involvement
implies that parents are responsible for conneatirtig the school but the term
partnershipis a broader concept that everyone involved, dehéamilies and
community members have responsibilities to shaee theas, knowledge and services
with each other about the schools and childrenigation. Henderson and Mapp (2002)
definecommunityas “the neighborhood or the places around theadclozal residents
who live in the area and may or may not have céildn the school, but have an interest
in the school; and local groups that are basedameighborhood” (p.10).

In their study of the attitudes of low income ity parents about education
Smrekar and Cohen-Vogel (2001) concluded that ‘seémed clear that patterns of
family-school interactions were controlled by higlefined, socially constructed scripts
that institutionalize the relationships among p&sgeteachers, and school administrators”
(p. 75). These authors discussed parent involveageht. a broad framework of
experiences and activities located in both the hanteschool” (p. 76) and point out that
the literature in parent involvement representsoad range of definitions. In this

gualitative study a random sample of families whayewepresentative of the school
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population was interviewed about their educati@xgeriences and their ideas about
their role in their child’s schooling. The data ewe&oded and summarized according to
descriptive categories. Although the researchetsdhattitudes of school staff were that
low income minority parents had little interesii@rental involvement in the school, 90%
of the families contacted willingly participatedtime study. They found relationships
between the school and community to be cordialfamidlies described a broad range of
experiences with their children’s academic sucdeagents’ own experiences in
schooling were reflected in their attitudes andeetations for their children. The authors
described their findings about the perceived rofgsarentsas “stunning” as this diverse
group of parents consistently described attendahogeetings and help with homework
as their role in the school. Smrekar and Cohen-Viagpeled this grovider-receiver
model of family-school relationghich limits communication to a formal process and
suggests a social order that school personnel $faa@fic expertise and knowledge.
They suggested that this was an institutionalileatned response and concluded that
how parents perceive their role in their child’sieation may have something to do with
the way the school treats them, and that familyengkand social class may affect the
quality of family-school relationships. The authstgygested that further research should
look more specifically at factors of class and figrschool relationships.

Amy Baker (1997) pointed to the mandates for manmeipt involvement in
education at the federal level but also stated ‘at.there is little consensus about what
constitutes effective parent involvement” (p. An)order to explore the concept of
parent involvement and the author’s view that parand teachers have had little

opportunity to express their ideas on this subjects groups with teachers were
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conducted by twelve sections of the National Cdusfciewish Women. The study
mentions that the sample was diverse in size aadgrgphy but gives no more detail on
demographics of age, gender, years of experietiveicgy or education. The year of the
study was not stated. The most specific informagibaut the teacher respondents was
that there were eighty-seven participants with 8%t elementary schools, 8% from
middle schools, and 7% from high schools. Fourfeens groups were conducted for
each section and each session was audiotaped iiogj@similar format. Information
gathered included types of contacts with parergkets about parent involvement and
perceptions of the school’s interest in and ateégidbout that involvement. The
audiotapes were transcribed and submitted to @nbahalysis which resulted in six
categories with some subcategories.

The analysis found that teachers wanted to fegdatgd by parents, elaborated
on the importance of homework, and wanted parentseich children proper values and
social skills. The importance of communication begw teachers and parents was
outlined in six different types: parent confereneefrmal meetings, phone calls, home
visits, information sent home from the school, iteport cards, and documents like
school policies. Teachers reported the benefifgmoént involvement as help at home
with learning activities, presence in the classraorbuilding, and communication with
the teacher about the child. Teachers recogniz=dalriers to parent involvement like
transportation and work schedules that preventeshpgafrom being present in the
school. They expressed frustration about families @o not have telephones and those
families who move frequently. Teachers in this gthdld a similar view found in other

articles that parents of older children are legslwed than parents of younger children
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(Baker, 1999; Cutler, 2000; Epstein, 1996; Izz@le1999; Sui-Chu & Willms, 1996).
Some believed that schools are not always welcomaimpgrents and that some teachers
are afraid of parents. Ideas for encouraging panmelvement included providing
opportunities/projects in the school; consisteretyfient communication; developing
positive relationships with parents; and engagmint problem solving. The article
concluded with these recommendations: 1) create &inad support for teachers to involve
parents; 2) provide training for teachers in wogkmth parents; 3) review policies that
present barriers to involvement; and 4) create dppiies for teachers to communicate
with parents.

Grolnick, Benjet, Kurowski, & Apostoleris (1997gstribed three types of parent
involvement in children's schooling: behavior, cibige-intellectual, and personal.
Behavior refers to parents’ activities at schok parent-teacher conferences and
participation in school wide events, as well asping with homework and
communicating with their child about their expegdesa at school. Cognitive-intellectual
involvement refers to providing intellectually stitating experiences for their child
outside the school building, such as talking withnh about current events or taking them
to museums. Personal involvement is defined aaltiigy of the parent to keep up with
their child’s activities at school. The purposdlwdir study was to examine the multiple
factors that influence these various aspects @rganvolvement. The authors took an
ecological perspective and postulated a hierarthoael with three levels of factors,
individual, contextual and institutional that migiredict parent involvement in
education. At the individual level they looked &atld and parent characteristics that

might influence involvement. They defined the caital factors as the specifics of the
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family setting that effect parental involvementglsas, stressful life events and social
supports. Institutional factors referred to attéscnd practices of school personnel. The
researchers also took into account the moderatfagte of family constellation and child
gender. Participants included 209 mothers of taid fifth graders, 111 girls and 89
boys, in four urban schools and their 28 teach&asa were collected about ethnicity,
socio-economic status, parental education andesegdl two parent households. They
gathered information from individual parent inte&wis, questionnaires completed by
parents, children and teachers that rated type$ragdencies of involvement and
perceptions of involvement, and from rating sc#thed measured moderating variables,
such as, family constellations and social suppMtsgtiple regression analyses looked at
correlations among variables and the data werdagis@ in tables with significance
levels.

Grolnick, et al. (1997) concluded that multiplettars at several levels influenced
parent involvement and that the factors varieddftierent types of involvement.
Controlling for SES, parent attitudes were assediatith all three types of involvement
and the higher the SES, the more the mothers weodved. Mothers who believed in
the effectiveness of parent involvement tendedetabre involved. Those from two
parent families tended to be more involved andehaiso rated their children as more
difficult were less involved personally and in cdge activities. Grolnick et al. reported
one effect for context variables, that mothers whscribed a difficult context were less
involved personally but those who reported moreat@tipports were more involved
cognitively with their children. Child and individuicharacteristics had a strong

relationship with cognitive involvement. Positiveather attitudes toward involvement

42



were associated with active parent attitudes,ddfsult contexts, and more social
support. Teacher effects were moderated by geade¢he effect was more significant for
mothers of girls than boys. From this study théwarg hypothesized that involvement for
single parent mothers may be more difficult and tther types of involvement should
be considered other than day time activities. Tdtated that “interventions beyond
traditional classroom activities are necessargé&eh all families” (p. 546) and schools
should consider social realities and cultural défeees when designing parent
involvement programs. Although they looked at SB8ables they did not report any
data on effects of ethnicity, and the study mayehasen limited by the exclusion of
fathers from interviews.

Barton, Drake, Perez, St. Louis, & George (2004yussed their efforts to study
parent involvement in high poverty urban commusitis part of education reform and
how it became apparent to them that participantseir studies did not share a common
understanding of parent involvement. The authcesatified adeficit model of parent
involvementn urban schools where parents were viewed as &stije be manipulated
and had no power or position in the school comnyuRiarents were expected to
participate in school sanctioned ways and theisestives and resources were not
considered. Barton, et al. posited that race attdreun urban areas also affects the
perceptions and the power dynamic in family-schietdtionships. In this short paper,
they explained that after some research, they [gegban ecological perspective in
family school relationships and named their modelEcologies of Parental Engagement
as a way to understand what parents engage inamdhey mange to do so. In their

framework of engagement the authors propose thiahfa engagement is the mediation
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between space and capital by parents in relatiathters in the school setting. They
describe space as having underlying structuresesulirces and are “...shaped by the
rules and expectations for participating togethehat space...” (p. 5). They identified
spaces as academic, or those that reflect curncahd instruction; school based non-
academic, or those that reflect social or orgainrat qualities of schooling; and
home/community spaces where parents interact witdrs around their concerns about
school. Capital is defined as having the humanatand material resources to access
and act on the desired outcomes. “Furthermore, jgnents are positioned or position
themselves changes with changing spaces and clgaagess to resources” (p. 9).The
authors concluded that parental engagement is s@it @f activities or outcomes but a
framework for relationships and actions within sodool context.

In their longitudinal work at the Center on Schdemily and Community
Partnerships at Johns Hopkins, Joyce Epstein ancbieagues have moved the
discussion of family-school relationships from @ienvolvementto one ofpartnership.
Epstein (2001) explains that involvement implies ¢éixpectation of the school for all
parents to participate with the result that thoke wo participate are considered good
parents and those who do not are seen as bad gditargartnership, educators, families
and community members work together to share irddion, guide students, solve
problems, and celebrate successes” (Epstein, 20@), Members of all three groups,
families, schools and communities are active pigditts rather than observers or
recipients. Partnerships imply equal power or vifyatein calls ‘sharing the role of the

expert’.
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In a partnership, teachers and administratorderaare family-like schools.

A family-like school recognizes each child's indivality and makes each child

feel special and included. Family-like schools wehe all families, not just those

that are easy to reach. In a partnership, pareasédecmore school-like families. A

school-like family recognizes that each child isosh student. Families reinforce

the importance of school, homework, and activitied build student skills and

feelings of success. Communities, including groofgsarents working together,
create school-like opportunities, events, and @ogrthat reinforce, recognize,
and reward students for good progress, creatigggiributions, and excellence.

Communities also create family-like settings, sesi and events to enable

families to better support their children. Commwitinded families and students

help their neighborhoods and other families. Thecept of a community school
is reemerging. It refers to a place where prograntsservices for students,
parents, and others are offered before, during aftled the regular school day.

(Epstein, 1995, p. 704)

Swap (1993) cautioned that the term partnershipe parent involvement
literature is utilized in various models. She pregdthat the important elements of a
partnership model are two way communications, ecé@ent of learning at home,
mutual support, and joint decision making. Swapasghat some partnerships are
limited as they only focus on child learning, sash reading programs or workshops.
Others are more comprehensive, such as, th&€2htury Schools (Finn-Stevenson &
Zigler, 1999), as they provide networks of mutugd®ort and multiple program options.
Some models provide all the elements by restrurguschools for partnership and
student achievement, such as, the CoZi Model (®dfmn-Stevenson, 1999).

Weiss, Kreider, Lopez, ChatmgR2005c) discussed the "...concept of
complementary learning as a framework of thinkibgw the importance of, and
linkages among, the many contexts, activities,astbns-both school and non-school-
where children learn" (p.2). They defioemplementary learning suppods good early

childhood education, family support, parent invohent at home and school, and after

school programs. They suggest that non-school stgploould be provided for all
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children and all services should be linked or cam@ntary to each other. The authors
describe various programs that have integratedcgesystems or continuums for family,
school, and community services. “The concept of moimity can be defined in multiple
ways-as a network of social connections, a taetesource allocation, or simply a
physical space” (Shonkoff & Phillips, p. 355). Tieem community involvemeimt
education is variously conceptualized as parerdluement, parent education,
community school programs, community organizingdducation reform, and
partnerships with community organizations (Epst20Q1; Henderson and Mapp, 2002;
Sanders 2001). Some authors use it to extend tieepoof involvement from parents to
all family members and to others in the neighbocthand others view the school as the
community that includes all members, children,fstamilies and agencies, businesses
or organizations that partner with the school (Corh®96; Epstein, 2001). Parent
education often refers to workshops for parente@school, adult education classes,
such as, GED, and connections for parents to cortynagencies. Henderson and Mapp
(2002) explain thatommunity schoas a term that is used to refer to school-community
initiatives in school reform which typically offeicademic assistance, such as, tutoring,
after school programs and learning clinics. Thesgnams are designed with the input of
families and local residents and may have a fasulyport center. Community
organizing efforts refer to groups of parents aedjinborhood residents who engage in
collective action to make changes in their locdlljuschools. “School-community
partnerships, then, can be defined as the conmadbietween schools and community
individuals, organizations and businesses thataaiged to promote students’ social,

emotional, physical and intellectual developme(anders, 2001, p. 20). Sanders

46



described the most common partnerships as thokebw#tinesses, primary community
organizations, such as churches and librariesptirel community services, such as,
health centers and recreational centers. Activitiekide mentoring, academic tutoring,
job shadowing and provision of supplies and equitn@the students and the schools.
Partnerships also include community members iretfogts of school reform, typically
through decision making teams in the school.

The diverse definitions, experiences and expextatof school staff and families
in respect to parent involvement in education eflected in the studies reviewed. Within
the context of the history and legislation that Basouraged more parent empowerment
in education, the definition and concept of paremblvement has changed from a
traditional separation to more connections betwasnlies and schools. The home-
school relationship has changed from one of paregctsving education for their children
to one of working collaboratively with school st&fivard shared goals. Researchers
reported that expectations in family-school relasioips encompass parent’s attitudes and
supporting activities at home, communication withaol staff, parental participation in
school activities, and family and community invatvent in educational decision making.
Some of the studies discussed parent involvemenaisipect to the various individual,
institutional and contextual factors that influeicend made reference to parent
involvement perspectives in school districts widlnying socio-economic levels. Terms
of involvement have broadened from parent to familg community as the education of
children is viewed from a more ecological perspects the responsibility of the family,

school, and neighborhood. And involvement whichliegowhat parents are expected to
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do for the school has evolved to partnership whitiphasizes communication, support

and joint decision making.

Parent and Community Involvement in Education

In this chapter we have reviewed the history obpaschool relationships and
discussed the changes over the years in the uaddisy) and expectations of parent
involvement to the current situation where paranésplaying a greater role in their
children’s education. The current view of parenobivement has moved from one of a
provider-receiver model to one of collaborationvietn families, schools and
community (Epstein, 2001; Lareau, 1996; Smrekarataéh-Vogel, 2001; Swap, 1993).
“For both parents and teachers, collaboration resltite characteristic isolation of their
roles” (Swap, 1993, p. 11). We also examined tlesan ecological and developmental
systems that support the concept of family and camty involvement in children’s
education, and we reviewed the terms used in th&ture about involvement practices.

The literature in family involvement in educatiencompasses a wide range of
interest areas, models and programs from involvémeszarly childhood development,
academic achievement, after school initiatives,itiasupport, professional development,
parent leadership in the schools, and communitgraegng for education reform. As
reported by Weiss, et al. (2005d) there are masgareh efforts, professional groups
with standards, and community organizations whaogaan family involvement in

education. They described various programs that bafamily focus, such as, Even Start
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and Head Start and home visitation programs, sscHealthy Families America, Home
Instruction for Parents of Preschool Youngsterd®@), Parent-Child Home Program,
and Early Intervention. They list efforts in Famihywolvement to support academic
achievement, such as, MAPPS (Math and Parent Psiips); Family Involvement to
support social-emotional development, such as, lksrand Schools Together (FAST);
Home-School Partnerships, such as, parent infoomatnd research centers, i.e., the
Parent Institute for Quality Education (PIQE); &afent Leadership, such as, the
Commonwealth Institute for Parent Leadership. Thesource guide also calls attention
to school focused programs, such as, the SchoaIBewment Program and the National
Network of Partnership Schools, and community fedusrograms, such as, ACORN
(Association of Community Organizations for Refdxow) and Schools of the 21
Century (Weiss et al., 2005d).

This section focuses primarily on early childh@l school based models,
programs and governance efforts that include faséind community members as
partners in the school setting. Included are stuttiat have looked at family and
community involvement in relation to outcomes afd&nt achievement, better
attendance and improved behavioral and socialaotens; outcomes related to teacher
practices; and outcomes in school improvementeelad parent and community
participation in school governance. "As a resutjeators and community leaders
concerned about the achievement gap and the neetemingful civic engagement in
education are beginning to create models, proceasdgrojects that move away from a
school-centered view of family involvement to oneudsed on the families and

communities in which children live" (Weiss, Coffmdtost, Bouffard, & Little, 2005, p.
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4). The literature has illuminated several modeds encourage and include parents,
families and community members in the educationatgss. “Models may be formal or
informal, explicit or implicit, recognized or unm@gnized, but they provide a consistent
pattern of assumptions, goals, attitudes, behawamid strategies that help us to

understand parent-educator relationships in thaadt (Swap, 1993, p.27).

Educational Models That Include Parent Involvement

The Transactional model of development was intreduzy Arnold Sameroff and
Michael Chandler in their writings in the 1970s,igfhcontradicted the notion of
development as a product of nature or nurture aoplgsed that child outcomes are a
product of a combination of an individual and heperience (Sameroff & MacKenzie,
2003). “The transactional model views the develepnof the child as a product of the
continuous dynamic interactions between the childithe experience provided by his or
her family and social context” (Sameroff & MacKesz?003, p. 16). Weiss, et al.
(2005c) characterize a developmental systems nasdehsed in the framework of an
ecological systems theory, as the routines andgitaes in a child’s daily life can have
substantial influence on their development. “Depeatental systems model is organized
to address stressors generated by either chilanoityf characteristics, as well as, the
effects of stressors resulting from their jointwecence” (Guralnick, 2001, p. 4). The
principles of this model are that it is organizeithim a developmental framework, has a
family centered, community approach, and child famdily services are integrated and

coordinated. Both a transactional model and a dgweéntal systems model have been
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used to design service systems for young childteislaand for those with
developmental disabilities (Weiss, et al. 2005@n€r based models like Head Start and
Parent Child Development Centers are based onrémeige that supportive and nurturing
homes help to maintain skills learned at the ceiitead Start serves low income families
and includes parenting education and support sssyas well as, health and
developmental services. Home based services sutiealdome Instruction Program for
Preschool Youngsters (HIPPY) and Early Head Starbased on the belief in parent
involvement for children’s school success (Bak898b; Weiss, et al. 2005c¢). “Early
interventions are premised on a belief in the post@nvironmental influences on early
development” (Shonkoff & Phillips, 2000, p.219arly Intervention Programs for
infants and toddlers with disabilities are alsodubam a developmental systems model as
they work in a partnership model with families, yadbng direct services and information
and social supports. Davies (1991) described anpaester funded through Chapter 1
that was developed at the Ellis School in Bostoin@é1980s. The center expanded with
breakfasts for parents and teachers, ESL and G&d3es$, escort and referral services for
social services and coordination of classroom velers. Another example is that of the
California Healthy Start School-Linked Servicediltive, a service integration model
which has a family centered perspective and empédsiollaboration between schools
and human service agencies.

Eccles and Harold (1996) presented a theoretiaaidwork of parent
involvement that they describe as both an outcohpaw@nt, teacher, and child
influences as well as a predictor of child outconTdeeir graphic model depicts various

influences on parent involvement, including whaiyticallexogenousariables or those
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that have more indirect influence, such as, famg child characteristics, neighborhood
factors, and teacher/school characteristics. Thergkecolumn in the model shows
teacher and parent beliefs and attitudes thattaggsch other and their respective
practices which lead directly to child outcomese(§igure 2)

These authors reported on two studies that they iesmvestigate their model.
The Michigan Childhood and Beyond Study was lordjital and was conducted in four,
white, lower-middle to middle class urban/suburastricts in the Midwest. They
initially looked at groups of kindergarteners, ffis&id third graders, and then followed
them for four consecutive years with the last datawhen they were then third, fourth
and sixth graders. The sample size in each gradeproximately 250 to 500 students
and included fifth graders in elementary and midatleool settings. Data were gathered
on child achievement, as well as, parent and teathitides and beliefs about parent
involvement in their children’s education. Questiaite data were gathered from
children, parents and teachers. Data were presentallles with information on scales
that were used, statistics on information gatheased, correlational data on significant
effects of certain variables. Parents were askedtaheir responses to teacher requests,
their volunteer activities in the school and theuolvement with monitoring their child’s
daily activities. Data on teacher practices inctudkeas that teachers sent home to
parents, sharing of classroom goals with parent$ raquests that teachers made of
parents to monitor their children’s’ work.

Parents of older children did significantly lessmtoring than those of younger
children and parents of younger children also dadtervolunteering. The amount of

parent involvement did not differ by grade. The@gswo significant difference among
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grade levels on the type or extent of communicatigh parents. The authors found that
the low levels of communication were ‘striking’, timat teachers, on average, provided
ideas for parents less than once a month and 509%4oof teachers provided no other
feedback about children’s progress other than centes and report cards. Parents of
students in the middle school tended to contacstheol more for ideas on helping their
children and teachers in the middle school encaddgss involvement and contacted
parents less often. Data showed significant sepacént effects in that mothers were
more involved with their children’s intellectual&school-related development and
fathers were more involved in the children’s atlléievelopment. Parent monitoring of
their child’s work decreased with grade level thé frequency of their help with tests
and learning general knowledge increased with gieagd. Two parent characteristics of
intellectual confidence and achievement motivati@ne significantly correlated with
parent involvement in reading and math educatioothér’'s education or income levels
were not related to involvement in the child’s estimn but the authors noted that that
finding might be related to a large sample of medolhss families. Both mother’s and
father’s education were positively associated wetuest for information on their child’s
progress but was negatively related to the extardgrnis monitored their child’s activities.
There was a positive but weak correlation, howelvetyween teacher’s requests for
monitoring and parents’ activity in monitoring thehildren’s school work. This study
was limited by its’ demographics of mostly whiteidaie class families and the data
presented did not discuss the effects on childornés.

Eccles and Harold (1996) described a second sh&yyconducted in Maryland

with 1400 African-American and European-Americaryeadolescents in middle school.
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The study looked at parent involvement both in stlod at home and the sample
included families from a range of socio-economiels. Data were gathered through
interview and questionnaire with both the adoletsand their parents. Parents reported
attending three to four events and two to threemasonferences a year in the school.
Although 61% belonged to the Parent-Teacher Assonieonly 5-6% reported any
leadership activities. Parents stated that workmdments kept them from being more
involved in the school and parents and childremriegl that teachers’ communication
with parents was primarily around homework completiAt home, parents reported
more involvement with their children’s educatioe)ging them with their homework one
to there times per week, more than any other agtiVhe authors reported that their
analyses of predictors of parent involvement basetheir model were significant in a
positive direction but the effects were weak ag tth@ta represented only one point in
time. Differences between the two groups of Afri¢anerican and European-American
families were slight with African-American paresigghtly more involved at home and
European-American parents slightly more involveddtool. As expected, other family
and work responsibilities were negatively corredatgth parent involvement both at
school and home. Parents with higher educationa@etations for their child were more
involved both at home and in school. The artictbrabt illustrate any statistics in tables
or graphs and the results were limited as the rg@arted was from the first year and the
authors indicated that the study would continues Btudy did not look at school or
teacher characteristics depicted in their model.

Haynes and Ben-Avie (1996) believe that Harold Bodes’ model should be

expanded to consider teacher, parent, school amchomity outcomes as well as child
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outcomes. They refer to Harold and Eccles’ disassf the organizational structure of
schools as part of their model in teacher and ddttwracteristics and refer to James
Comer’s analysis that there is often a culturadaisnce between families and schools,
and schools need to work with parents to help tbaderstand the importance of their
participation. Haynes and Ben-Avie describe Com8&ckool Development Program
(SDP) as a model that includes three tiers of gat@mvolvement: general participation,
helping out in the classroom, and parent partiedpadn a school decision making team.
“Parents are involved in both instructional and-n@structional activities. Parents work
directly in the classrooms; parents have meanirmglak in the schools that are directly
related to educational activities and the currioylparents are involved in changing the
climate of the school so that authentic learning aching can occur; and parents are an
integral part of the schools’ governance and mamage teams” (Haynes & Ben-Avie,
1996, p. 53). The authors argue that parents haease of ownership, efficacy and
increased self-confidence.

James Comer (1991, 1996, 1999) started the S&@a@lopment Program (SDP)
at the Yale University School of Medicine Child Béspment Center in 1968. It is the
organization responsible for implementing whatasvrknown as the Comer Process or
Comer Model which has been implemented in numescohseol districts across the
country. Comer believed there was a “...need forrgamzational and management
system based on knowledge of child developmentalationship issues” (Comer,
Haynes, Joyner, &, 1996b, p. 8). The goal of thé$Pto improve the educational
experience of poor, ethnic minority students bydaog relationships between families,

schools, and communities.

55



Comer and his colleagues (1996, 1999) conductaditiitial research in two
schools in New Haven, Connecticut which had lomdtadized test scores and high
student and teacher absenteeism. The schools’ gapuivas 100% African-American
and 80% of the children were eligible for the foggeduced price lunch program. They
developed a process to reconnect schools to theinnities and redistribute power in
decision making between parents and school st#ff thve goal of improving student
achievement. The process was field tested betw@é® and 1987 in New Haven and
three school districts in other states (Comer 188/nes et al, 1996c¢). Partnerships
were developed between teacher training programh$ogal school districts and
Regional Professional Development Centers werdksttad. In 1995 there were 563
schools participating in the SDP, including 85 nhédschools and 45 high schools
(Comer, Ben-Avie, Haynes, & Joyner, 1999). “Thé&ud Development Program has
now worked in more than 1,000 schools. More thamfiwds have been high-minority,
low-income elementary schools. In general, thetes svere characterized by a
dysfunctional culture in which parent participatiwas either minimal or negative”
(Comer, 2005, p. 39).

Comer (1996, 1999) believes that healthy chilettigpment along physical,
cognitive, psychological, language, social, andcetidevelopmental pathways is the
base for academic achievement and social sucece®e EDP these developmental
pathways are considered interdependent and areagseeframework for making
decisions in the schools about what is best fddotm. Comer stresses the importance of
school climate and relationships between families schools in supporting a child’s

development, and parent involvement is a key el¢imnems model. Each school
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develops its’ own academic and social goals. ThE $ddel has nine elements in its’
design: three teams, the School Planning and MamaigieTeam (SPMT), the Student
and Staff Support Team (SSST) and the Parents’ TBd three operations, the
Comprehensive School Plan, staff development, amditoring and assessment; and
three guiding principles of consensus, collabomtand no-fault problem solving.

The School Planning and Management Team (SPMTHo@®evelopment
Program, 2001) develops a Comprehensive SchooleRleim year that identifies
curriculum priorities and provides a way to assesslemic and social accomplishments
of the school and students. The plan includesugtstred set of activities in academics,
social climate and staff development. The SPMEsponsible for setting the school
calendar, developing policies about programs, tirgche work of sub-committees and
managing the effective use of resources. Membersuplly numbers twelve to fifteen,
with four to six parent members elected by theowssiparent groups in the school; four
to six teacher members representing different geadiesubject areas; one member from
the Student and Staff Support Team; one member tihensupport staff in the school;
two students at the middle and high school levad @ane to two administrators, including
the Principal who leads the work of the team. Saiphmittee work focuses on curriculum
and instruction, social climate, staff and paresning, and public relations.

The Student and Staff Support Team (SSST) hadumaiions, one as a body in
the school that reviews and modifies conditions sh@port general teaching and
learning and another as the team that providesss®nt and intervention for individual
students. Members include an administrator, theagbsychologist, the social worker,

special education teachers, the school nurse dmed stipport staff. Parents are included
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in problem solving around their own child and theafin functions as a planning and
placement team for students with special needs SBfT works with the SPMT to
develop programs for the general school population.

Comer (1991, 1999) believes that educators nebd tware of the diversity of
families and the barriers they face in their relaships with the schools. Some parents
have memories of negative experiences with schablghers’ attention is on basic
survival. Rules and expectations at home may Werdiit from school. The Parents’
Team (PT) in the SDP is intended to include parenédl levels of school life with
parent participation in general school activit@s volunteers or paid part-time staff, and
as decision makers as members of the SPMT anslit€ommittees. “The Parent Team
also works with teachers to plan the usual backetmol, Thanksgiving, and other
holiday events as purposeful parts of the comprgkierschool plan that support
students' developmental needs. This differs fromeroschools, where social activities
often have no clear purpose beyond entertainmehtharefore are vulnerable to being
eliminated in response to pressures for more acagéfComer, 2005, p. 39). The
Principal meets with the school PTO/PTA regularigd @ staff person functions as a
parent liaison for ongoing communication.

Haynes, et al. (1996¢) explained the researchegsoand described the purpose of
the research on the SDP to be “threefold: 1) teigeoformative process data to improve
and strengthen program implementation, 2) to peweasures of program impact on
salient outcome variables, including those idesdifin Comprehensive School Plan goal
statements, 3) to contribute to the theory on hchwosls change and how students

succeed” (Haynes, Emmons, Gebreyesus, & Ben-A9@64, p. 123). The research
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design involved quantitative and qualitative methadd included data gathered from all
members of the community including parents, tea;hanitors, community members,
etc. The authors noted that the focus of SDP reseaoved from individual schools to a
systemic level to include central administration #me school board. This chapter
summarized results of several studies over thesyaad explained the implementation
process over four to five years for planning, tirggp) transition, and institutionalizing the
SDP model in school districts.

Haynes, Emmons and Woodruff (1998) reported xsgarch on the effects of the
Comer School Development Program on school anastumlitcomes began with short-
term, cross-sectional and comparative studiesdnate 1980s and early 1990s. The
authors described some of the studies, such agjuase-experimental control study in
Michigan that compared outcomes for 144 SDP stsdemdl 144 non-SDP students on
attendance, behavior, classroom climate and aamentwhere they found significant
gains in reading and math over a four year pemodhfe SDP students compared to the
district. Comer and his colleagues refined thegegsment process and developed the
School Implementation Questionnaire-Revised (SIQaR)yder to measure the
relationship between the quality of implementatdthe SDP, school climate and
student outcomes. They began collecting longitudiata in the 1994-95 school year
from 14 elementary schools in New York, 27 elemgnsahools in Washington, D.C.,
and 8 schools in New Haven, which the authors nat@ involved in a renewal process
of the SDP. School staff, various team memberssante parents were surveyed on the
elements of the implementation of the SDP. Hayeteal. (1998) used an effectiveness

variable from the SIQ-R and reported that the |®@f@mplementation varied among
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schools within districts and across districts. Thefined the effectiveness variable as,
the “...average of the school score on SPMT effentgs, SSST effectiveness, PT
effectiveness and Comprehensive School Plan efesatss” (Haynes, Emmons, &
Woodruff, 1998, p. 75). The researchers correldtedeffectiveness variable with student
scores on reading and math achievement tests and fosignificant correlation in all
the districts, for example, in New York the cortada in math performance was% .68,
p=.007) and in reading performance was (/2,p = .004). They also described the
criteria they used to rate the schools as low, maiddeor high in implementation and then
correlated that with student achievement, repotiiag) across each group of schools the
student achievement was at or above the averagger@tachievement was higher in
higher implementing schools. Data were presenteédamarrative with correlation
coefficients, levels of significance, and achievatmeercentiles, and displayed in scatter
plots, tables and bar graphs. The authors noteghdisant positive correlation in the
schools in New Haven that implemented the SDPwWoryears and they reported
improved achievement data from 1995 to 1997 indlsahools. They concluded that
effective implementation of the School Developmrdgram is positively correlated
with student outcomes but cautioned that more pthdqualitative and quantitative
analysis was needed. There was no discussion d¢ifithiations of this initial study or
any description of the plan for the longitudinaldst they referred to in the narrative.
Emmons, et al., (1999) reported on the change®iedugh the Comer Process
at the Isadore Wexler School in a low income nesghbod in New Haven, Connecticut.
The school had 440 students in preschool throdtfhdgrade with a population of 87%

African American, 11% Hispanic, 2% White and 0.5%iah-American. In 1992 a new
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Principal began by addressing physical plant isguesigh repairs and painting, inviting
more parents into the building by starting a FarRigsource Center, and providing
training for the staff at the SDP at Yale. In 1@Rifa were gathered through interviews
and focus groups with members of the SPMT, SS&if, glarents and volunteers. The
SPMT included members of the Parent Team and t&d S&hd handled issues through a
variety of subcommittees. Members reported a sehtEam work, collaboration and
shared responsibility with the Principal. SPMT mensihip gave them access to more
community resources, which they used to help pagd@nce equipment and a program
to prepare children for the Connecticut Masteryt,lwgh improved scores. Parents who
were paid for their time were in the classroompimgl with instruction. The SSST
looked at global concerns, such as, disciplineseissund individual student and staff
concerns. Staff commented that this process prdvad@ore comprehensive approach to
problem solving around individual children instezdust referring them to Special
Education which had been past practice. One teatdsaribed Special Education as no
longer stuck in the closet with general educatiot special education teachers working
collaboratively. Parents felt more welcome in thidddng and there was more outreach
to parents for various activities, including attande at PTO meetings. This chapter
included excerpts from the interviews and focusigeoseparated by categories, such as,
the role of the SPMT and Parent Involvement Chamntjie Culture, but there was no
description of the data anlysis.

The Schools of the 21Century (21C) model developed by Edward F. Ziglas
combined with James Comer’s SDP in the early 199@&velop schools that are now

known as CoZi schools operating in several st&e&il & Finn-Stevenson, 1999; Finn-
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Stevenson & Zigler, 1999b). 21C schools bringctbdre and family support services
under one roof in the neighborhood school. Chile ¢ provided for preschool children
year-round as well as before and after school acdtion care for school age children.
Support services include home visits to expectargis, training for family child care
providers and information and referral. Individsaes may add other services, such as,
adult education and job training. Guiding princgtd the model are accessible, high
guality child care, partnerships between parentissehools and programs that are not
compulsory for parents (Finn-Stevenson & Zigl€99). SDP’s goal of improving
academic and social achievement is enhanced i@ademodel with access to young
children and their families through the 21C. ThePSWocess provides the structure for
planning and evaluating the program and SDP teaahgde representatives from the
various 21C services.

The Bowling Park School in Norfolk, Virginia wdset first school chosen for the
CoZi model (Stern & Finn-Stevenson, 1999). Located public housing community, it
had 500 African-American students, 75% of whom ijeal for the free lunch program.
Between 1992 and 1995 the school opened childpragrams, initiated a home
visitation program for infants and toddlers, a bealinic and adult education classes.
Funding came from a variety of government sourpasgate foundations and a sliding
scale of parent fees. The school became a commeanityer and attendance improved.
Teachers observed that Kindergarten students vetter lprepared for learning and they
reported greater job satisfaction as they saw robtigeir student’s needs being met.
Scores on the lowa Test of Basic Skills improvenifra grade 4 math at the"46

percentile in 1995 to the B&ercentile in 1996; and grade 4 reading from #i2 4
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percentile in 1995 to the 8percentile in 1996. Many parents used the oppityttm
look for employment or pursue their own educatind they described the school as an
open, welcoming place that valued their particqatiThis chapter described the model
and reported results but there was no descripfiaata collection or analysis.

In their introduction Cook, Habib, Phillips, Setteen, Shagle, Degirmencioglu,
(1999) stated that “...evidence is not conclusiveutltioe effectiveness of the School
Development Program” (p. 546). The authors ndtetl tnuch of Comer’s empirical
work had been conducted in elementary schoolsl@yddommented that many of those
studies were carried out by collaborators. Theydoeted the first independent
experimental study of Comer’s School DevelopmenggRam (SDP) in Prince George’s
County in Maryland. Cook, et al. described Com#reory as a mediational one, with a
causal linear relationship between school climatéacademic outcomes. The purpose of
the study was to measure implementation varialfléseoSDP, the effects on school
climate and student attitudes, and the effectscademic achievement. Measurements
were first tested in two pilot schools that wereludled in the study. Participants were
divided into three cohorts in SDP and control s¢hioehich were matched by racial
composition and achievement scores. They were phn#sfrican-American, 66%,
White 24%, Asian-American 4% and other 6%, 21% vedigible for a free lunch and
47% of the sample were boys. The researchers gatlata through questionnaires of
over 12,000 students, 2000 staff, and telephomreviiews of over 100 parents in 23
middle schools over a four year period between E9®111994. They also reviewed

student records and gathered some qualitative data.
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Many constructs were measured in program impleatient, school climate, and
student outcomes with moderator and outcomes Jasatcluding race, gender, SES,
GPA, family composition, attendance, and scoretherMaryland Math Test and the
California Achievement Test given at the beginnihigeventh grade and again at the end
of eighth grade. A multivariant analysis was cortdd@and results were described in
narrative and graphic display with specifics aladtvidual constructs measured and
presented as means and standard deviations amdiatiomal data. The written
description was lengthy and detailed about thegg®a@and they described other variables
that were not measured but may have influencedethdts.

Cook, at al. (1999) reported only a small differ@roetween the SDP and control
schools. SDP schools had the presence of a féailgad the SPMT functioned better in
those schools. The model appeared to stimulatepereolvement as there was a greater
perceived sense of parent and community involveraedtparents rated parent
involvement higher in SDP schools. There were ffier@inces in the sense of shared
governance or in the effects on school climate eRehers found that the model was
only partially implemented in SDP schools and th&l&nt and Staff Support Team
(SSST) did not function as intended in those schdoiplementation was also less
successful in schools with more minority studemd a larger percentage of newer staff.
They commented that the mixed quality of implemgatamay have affected the results
and they found that the Comer procedures may haviilouted to positive changes in
social, behavioral and psychological adjustmentragrsiudents. The authors concluded
that there were no systematic effects on climatubcomes for being a SDP school and

there was “...no evidence that a better academicaaidl climate qualitatively
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transforms a school” (Cook et al., 1999, p. 57&nother noteworthy finding was that
the effects of the SDP did not improve math scaresmay have lowered them.
Limitations included a site that was not as poantended for the Comer model,
previous implementation of the Effective Schoolsddibin some of the schools and brief
length of only four years for a longitudinal stu@ook et al. (1999) commented that the
staff of the School Development Program at Yaleldexome more focused on
instructional practices and inservice trainingeoant years and since its’ inception thirty
years ago, the SDP now overlaps with other refolrdets that emphasize relationships
and shared governance, and higher standards ter lobtld outcomes.

Thomas Cook reported on a second evaluation dbtheol Development
Program in Chicago (Cook, Murphy, & Hunt, 2000)eT$tudy was a five year,
randomized experiment with matched pairs. Partidgpancluded over 10,000 students in
the 8" to the & grade in 10 SDP schools and 9 control schoolswére mostly African
American living in public housing. Similar to theuidy conducted in Maryland, the
purpose of this study was to measure implementa@oiables of the SDP, the effects on
school climate and student attitudes, and the tsfi@e academic achievement. Survey
measures were used again and the authors notethithatudy had a larger ethnographic
component. Academic achievement was measured tierigwa Test of Basic Skills.
Multivariant analysis was utilized and data weresgnted in narrative and graphic form,
showing statistical differences between the schaontsdescribing demographics and
achievement scores. The results showed steady vepent in both SDP and control
schools in implementation variables. The data sstggethat SDP schools caused

positive changes in socially important sets of oates, such as, beliefs, feelings and
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behavior related to disruptive behavior and in déadized test scores. Most of the effects
were more significant in the last two years ofshedy. Cook et al. (2000) noted that the
results may have been influenced by the fact #farm efforts had begun in Chicago
prior to this study which had already establishezhl school councils. They concluded
that more longitudinal research was needed andwioeyglered whether the effects would
last as the students moved on to other schools.

Joyce Epstein (1995, 1996, 2001) has based htevepship practices on a model
of collaboration and shared responsibility betwksnilies and schools. “There are many
reasons for developing school, family, and comnyupdrtnerships. They can improve
school programs and school climate, provide famégvices and support, increase
parents' skills and leadership, connect familigs wthers in the school and in the
community, and help teachers with their work. Hoarethe main reason to create such
partnerships is to help all youngsters succeedhod and in later life. When parents,
teachers, students, and others view one anotlgarasers in education, a caring
community forms around students and begins its W@¢Bpstein, 1995, p. 702). Epstein
(1995) discussed the properties of successful @atips programs. She emphasizes that
the development of a partnership is a processa sotgle event. Progress is incremental,
should be reviewed regularly, and should be cootistly improved. Partnership
programs should be focused on helping more childodmeve through curriculum and
instructional reforms. Epstein believes profesdioleelopment is an essential property,
as pre-service and in-service training should ledipcators define their professional

work in terns of partnerships.
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Joyce Epstein and her colleagues used her théomedapping spheres of
influence to conduct studies that identified a feavork of six major types of parental
involvement, or ways that schools can work with ifaas to involve them in their

children’s education:

1) Parenting:Assist families with understanding child developtamd with
setting the home environment to support learniagivities may include
workshops, family support programs, home visitimguse of an annual
guestionnaire for families to share goals forttichildren

2) CommunicatingCommunicating with parents about school progranas an
student progress, which may include report cgrdsent-teacher conferences,
notices, newsletters, policy handbooks, studert semt home and annual
surveys to families.

3) Volunteering:Develop volunteer programs and recruit family anchmunity
members to support individual learning and schoofjams. Activities may
include organizing volunteers for classroom andstbvents, a parent/family
center, room parent, or parent patrols for schafats.

4) Learning at Homelnvolving families in learning activities at homecluding

homework information on content and how to assigt work, calendars with
information about curriculum, and packets for summerk.

5) Decision MakingInclude families in school governance, commitiaed other

parent organizations, including PTO/PTA, schoolascteams, district advisory

councils, parent networks and advocacy groupsdooa reform.

6) Collaborating with the Communitgoordinate the resources of universities,

businesses and other community organizations tpastifearning in the schools.

Activities may include partnerships with local messes, access to health,

cultural, community and social services (Epste#i§3], 2001; NNPS, 2005).

In 1996 Epstein developed the National NetworRafftnership Schools (NNPS)
in order to facilitate the connections betweenaede policy and practice for school

improvement (Sanders, 1999). Membership is opecltools, districts, and state
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departments of education. Schools may join the NMB&pendently or with their district
and of the 202 schools that joined during the fiestr of 1996-1997, 95% were public
schools and 84% joined with their district. Duriihg 1998-1999 school year the number
of member schools had grown to 800. Members andged with a copy ofSchool,
Family and Community Partnerships: Your Handbook&ction (Epstein, Coates,
Salinas, Sanders, & Simon, 1997), newslettersnieahassistance, opportunities to
participate in research studies, and semiannualrigs. Membership requirements
include the development of an Action Team to piamlement, and evaluate their
partnership program through the development ofeetlgear outline and a one year
detailed plan. “The Action Team for School, Famdynd Community Partnerships can
be the ‘action arm’ of a school council, if onesgi (Epstein, 1995). Action Teams
consist of six to twelve people including family migers, teachers, administrators, other
staff, community members and students in the ugpates. Schools use Joyce Epstein’s
six types of involvement as a framework for develggheir partnership program and,
although there are no fees for membership; sclagpise to allocate some of their annual
budget for implementation. The Action Team Chaispermaintains communication with
the NNPS staff and each school completes a sunvie @&nd of each year.

“Excellent programs of partnership are not onlylwaplemented but they also
are linked to school improvement goals, reachaatiifies, meet challenges for the six
types of involvement, and meet other specifieceoat (Sanders, 1999). This author
reported on the results of the 1997 year end swakgd UPDATE completed by 63%,
or 128 of the 202 member schools. The majorityespondents (87%) reported that they

were taking advantage of member benefits. Most@sh@5%) reported that they had
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Action Teams and of those, 56% met regularly aadmed activities that included the
six types of involvement. Over half of the scha@ported sharing information about
their partnership activities with parents (52%) anth teachers (60%). Schools reported
a range of sources and amounts of available funditigthe average school budget for
partnership programs at $4065. Nearly one thir@4Baf the schools/districts reported
that they wrote grants for partnership programsadges discussed the challenges faced
by the member schools in addressing the six types/olvement, such as providing
information from workshops to parents who could aiténd and finding ways to
improve two way communications. The primary chalemeported by schools was a lack
of time for planning and implementing partnershiagtices (50%), as well as, lack of
funds, inadequate training, and poor administragivyeport.

Sanders (1999) used a multiple regression analygzamine the factors that
influenced the four steps in the implementatiopartnership practices. She described
how the dependent variables were measured in tinative and presented variation data
in three tables. Results showed that the variaifléstion Team support (beta = .36; p <
.01) and adequate funding (beta = .25; p < .05ew most important for program
implementation, as well as, time, guidance anddesdp. Sanders acknowledged that
other variables, such as, school organization,adationate, or student mobility may
affect implementation but were not accounted faheir data. The author acknowledged
that this was the first attempt to gather data froember schools which would assist
NNPS in their program development.

Sheldon (2003) examined partnership programs Usosgein’s framework of six

types of involvement. The study combined data ctdié by NNPS from the end of the
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year survey on program quality in 1998-1999 withdmmic achievement data from
1997-1998 and 1998-1999 on the Maryland SchoobRednce Assessment Program
(MSPAP). The sample included third and fifth gratiedents in 82 schools in a large
urban area. These schools had an average of 5@nssiwith 80% eligible for free or
reduced price lunch and 41% who either enteredfotHe school during the year.
Achievement scores on the MSPAP in these schodl$istorically been poor with only
25% or fewer students scoring in the satisfactorgbmve range. Sheldon described the
achievement scores as the dependent variable amolgdaphic information, program
guality, program outreach, and program organizadmthe independent variables.
Multiple regression analyses were conducted andtsewere discussed in the narrative
and depicted in tables that showed means and sthddaiations, and the correlational
relationships between school characteristics, pestip program characteristics and
academic achievement. Reports on program qualitg pesitively related to program
organization and program outreach, although thaiogiship between outreach and
organization was low. School characteristics welated to academic achievement, i.e.,
schools with high rates of mobility had low achieent scores and schools with large
percentages of students with free or reduced puiceh were negatively correlated with
academic achievement. After controlling for schdwmracteristics, the analyses found
few and inconsistent relationships between partiesrogram quality and achievement.
The author reported that limitations of the studrevthe use of cross sectional data and
the high correlation between the two years of adneent data. Sheldon concluded that

the results show a link between schools efforiefmrove family and community
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involvement and student performance and acknowkbtimgg this study was only one
phase of a longitudinal examination of the affeftthe NNPS model.

Epstein and Sheldon (2002) referred to the researcitendance and drop out
rates and explained that chronic absenteeism psgobor achievement as well as having
other negative effects for students and schooledtRing the rates of student truancy
and chronic absenteeism has been and continuesaaobal of many schools and school
systems” (Epstein & Sheldon, 2002, p. 308). Thadwal Network of Partnership
Schools (NNPS) conducted a study of the effectamifly and community partnership
activities on improving student success, includattgndance. In 1997 eighteen schools,
including twelve elementary and six secondary stshoompleted baseline surveys about
their goals for attendance, history of attendassaas, and involvement practices used to
improve attendance. Surveys were completed agamdytear and at the end of the year
on effectiveness of the practices and changedenadnce. Due to the low number of
secondary schools, Epstein and Sheldon only ardilymedata from the five rural and
seven urban elementary schools. Information gatheauded background variables of
location, racial composition, income status, sizeahool, percentage of second language
learners, transportation issues, and homelessrggjdatendance variables including
change in attendance rates for three consecuthwobkgears (1994-1997) and data on
students who were chronically absent; use of aljgfuiress of involvement practices;
and success in communication with families.

Although Epstein and Sheldon (2002) did not spealify explain their process
for data analysis, their description was rich vetatistics in the narrative and they were

displayed in tables. Statistics included percemtdta on school demographics, and
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means and standard deviations derived from scalepleted by respondents on
attendance rates and changes, and helpful pracdGoeelations were reported between
changes in daily attendance with background vaegbhd with the seven identified
involvement practices. Results showed improvedyddtendance and reduced chronic
absenteeism was positively correlated with awawdgudents, communication with
families specifically when there was a contact persvorkshops for parents on
attendance issues, and the presence of after sgtagybms. The authors described their
study as exploratory and reported their findingstie interpreted cautiously.

“Although the schools varied in levels of povertggial diversity, and languages spoken
at home, we cannot be sure that the specific ireroBnt activities will be effective in all
elementary schools” (Epstein & Sheldon, 2002,18)3They noted the small sample
limited the capacity for analyses and the studyiccaot control for other possible
variables in these school settings. In additioa targer sample, the authors suggested
that further study should include rural, urban andurban settings. It would also be
revealing to use this study design in a comparatiag, as this one only included schools
that were participating in NNPS.

Steven Sheldon and Joyce Epstein (2005) conduotatier exploratory study
that looked at the efforts of schools to involveguess and their impact on mathematics
achievement. They intended to answer three reseaestions: 1) the level of
mathematics achievement in the sample schoolbg?)drceived effectiveness of
partnership practices, and 3) the relationship betwthose practices and mathematics
achievement. In the beginning of the 1997-1998 skchear they asked NNPS member

schools to complete baseline surveys on schooblcteaistics, partnership practices and
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mathematics achievement data from 1997 for a sslegrtade level. Follow-up surveys
were completed at the end of the school year. Sstiamm seven states responded
including ten elementary, and eight middle and tsghools from a diverse population in
urban, suburban and rural areas. They asked sctowopisvide mathematics achievement
data for two consecutive school years and repod data for that same grade level.
Surveys included fourteen partnership practicestedlto mathematics and the
researchers analyzed the responses in relatiopsiei’s typology of six types of
involvement.

Sheldon and Epstein (2005) described their finglinghe narrative and
displayed the statistics in tables with means aaddard deviations, and correlations
between school characteristics and mathematicgasmment, and between partnership
practices and mathematics achievement. Resultsatedi that over 51% of students
scored in the satisfactory or proficient range tamgardized mathematics test in 1997
with an average increase of 6% in 1998. Gradegport cards declined slightly with
variation among schools. Larger, high poverty sthoeported lower rates of
mathematics achievement than smaller, more afflsembols. District patterns showed
better mathematics outcomes at the elementary.l8ltedchools reported giving parents
information on how to contact mathematics teaclsaiseduled conferences with parents
about mathematics achievement, and reported pogresproblems in mathematics on
report cards. The relationship between schoolseheduraged parents to engage in home
learning activities was positive and strong withirscrease in mathematics achievement.
Sheldon and Epstein acknowledged that the reseite not statistically significant given

the small sample and suggested more longitudisalreh with larger samples. The

73



descriptive statistics were very general, i.e.,aherage size of districts was 10,000 and
the tables indicated data from fifteen schoolse@athan eighteen, and there was no
information on the number of students in the sample

Sanders (2001) reported on a research study cardddgtNNPS on the
implementation of community involvement in membehnaols. They attempted to
identify and categorize the types of community argations, determine the focus of the
partnership activities, examine any obstacle teetigimng those partnerships, and identify
factors that influenced schools’ satisfaction wiiteir community partners. There were
443 schools in the sample, with 34% from largeesit7% from suburban areas, 20%
from small cities, and 19% from rural areas. Schaatluded primarily elementary, 70%,
with 19% from middle schools, 7% from high schoalsd 9% from schools that ranged
in grade level. The author stated that schools wemse in ethnicity and economic
level but gave no statistics. A section on commuimivolvement practices was included
as part of the year end survey called UPDATE cotadley members in 1998. Of the
443 schools, 312 reported having at least one $cdwmomunity partner which fell into
ten categories spanning businesses, churches/sitia® etc. The greatest proportion or
45% included one or more business partners. Odherots and universities represented
9%, local service organizations 10%, governmentraititry agencies 8%, and health
care organizations 8%. These categories were teslcin the narrative and displayed in
a table that also showed the focus of the acts/ai student, school, family or
community centered, with the largest number befandent centered or 61%, and the
least number being community centered or 7%. Olestac community involvement

were lack of participation (30%), defined as schdwving difficulty developing
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relationships between school and community memlbeek;of time to meet, identify and
contact community members (24%); lack of avail@pihif community partners in some
locations (12%); and lack of leadership, funding apnor communication.

Sanders described the members’ satisfaction wélgtiality and quantity of their
community partnerships and presented correlatiensden school context variables,
such as, location, size, and grade level with #tisfaction of their community activities.
Over half or 54% reported satisfaction with thergug of their community partnerships
and 80% were satisfied with the quality. Those sththat had more active community
members reported that they were more satisfiedrelivas a significant negative
correlation between schools that were locatedrgelarban areas and their satisfaction
with their community partnerships, as well as,gnsicant negative correlation between
the number of obstacles and satisfaction levelsr8was also a significant, positive
correlation between schools’ general support fomeaships and the number of active
community members identified € - .25,p <.001). Sander’s conclusion was that the
study suggested that certain school and distrmbeus for partnerships may influence
various obstacles and satisfaction that schools hath community partnership
activities. She also proposed that there needs tadre quantitative research and in
depth case studies on the factors that influend¢enaler community partnerships.

As the NNPS only began its’ activities in 1996 amany of the studies discussed
above were based on 1997-98 data, it appearsriaignificant effects on student
outcomes or school improvement would be more detradrie after a more longitudinal
period of time. It is also noteworthy that thessdgts were primarily conducted by

Epstein’s collaborators and should be considerdi e@aution.
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In her discussion of developing home-school pastmps, Susan Swap (1993)
described three models of working with familiesttioid a partnership approach.
Schools often useRrotective ModeWith parents where parents delegate to the school
and hold the school accountable for the child’scation. Parent involvement is viewed
as inappropriate as it interferes with the worledéicators. Although the goal of this
model is to reduce conflict, it often exacerbatasflict between home and school as
there is little opportunity for communication oloptem solving. The goal of the
Curriculum Enrichment Modes to expand the school curriculum by incorporaiirigto
the contributions of families. Both teachers ancepts are seen as experts, and although
teachers are generally protective of their tudunriculum, this model allows parents to
play a role. This model draws on the expertiseanfifies and provides opportunities to
include those who are not in the mainstream culgueh as, immigrant parents who can
incorporate their culture into the curriculum.

Swap described thechool to Home Transmission Modslthe most common
approach, where parents are asked to support #ie gbthe school which are set by the
educators. Although it assumes continuity betwemméand school values, schools
choose the values outside of school that suppba@success or transmit the attitudes
of what James Comer calls the ‘social mainstreémtier review of the literature she
refers to the Comer Model as one that aims to methacriers for low income families
outside of the mainstream. “These barriers hava bgercome most convincingly when
parent involvement programs are integrated witbraprehensive plan for school
improvement” (Swap, 1993, p. 9). In the Transmisd#ndel communication is

primarily one way and, if parents sit on any demsmnaking committees, they are
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expected to play a subordinate role. Swap belithetsschools reflect and perpetuate the
dominant values of the mainstream culture and sir@gpout that parents who do not
follow through as expected by the school are seatefcient in parenting, particularly in
poor urban areas. Swap proposes that the Schétartee Transmission Model “may
provide a framework for the transition between @atgutive stance with parents and a
more collaborative one” (Swap, 1993, p.37).

Swap (1993) describes a new model of home-scletationships in the
Partnership Model “The primary purpose of a partnership betweaméand school is
to support and enhance children’s learning” (Svi&93, p. 101). She explains that a
Partnership Model assumes a revisioning of theaaovironment to one of
collaboration, where parents and schools work tagdbr all children to achieve. This
model differs from the transmission model as itasss two way communication and
places emphasis on the strengths of parents olid#iers from the enrichment model as
it has a unifying mission of all cultures and aspe&d school. Swap refers to James
Comer’s School Development Program as a partnersbgtel that has comprehensive
parent involvement intricately linked to the missiaf the school.

Swap (1993) outlined the important elements cdrinership model, the first
being two-way communication. Communication to ptges accomplished through
social gatherings, conferences with teachers, parfaimation centers, newsletters and
policy handbooks. Examples of communication fromepts are information forms,
needs assessments, school improvement planningyteering, participation on hiring
committees, and attending workshops with schodqgrerel. Schools support parents by

enhancing their parenting skills through activitesl workshops, by providing

77



opportunities in the school for adult education bgdttending workshops with teachers.
The second element is the enhancement of learhimgnae and at school, as parents
understand and provide opportunities that supmma work and teachers work with
and develop curriculum with parent input. Mutugbgart is the third element as
educators are responsive to parent’s needs, parenvisle support by volunteering in the
school and parents and teachers celebrate accbmgligs as a community.

The fourth element of a partnership model desdrlipeSwap (1993) is solving
problems together through joint decision makingcommittees, planning and
management teams, or school councils. Joint decie@king is guided by policies at the
federal, state and local levels. Efforts in eduateform in the last couple of decades
have favored the concept of school based managg®Bm) which shifts the locus of
control from a central administration to the losahool level. Swap points out that not all
SBM teams include parents. “Partnership in decisiaking does not assume that
parents or educators have expertise in the sams.drartnership entails recognizing
each other’s legitimate authority” (Swap, 1993147). Swap discussed barriers to joint
decision making, such as, resistance from the Pahdack of a shared vision, advocacy
of individual issues, influence of religious or pickl beliefs, or non-representation of all
parent subgroups.

Swap (1993) refers to various programs that haweesor all of these elements.
She stated that some partnerships are limitedegsathly focus on child learning, such
as, reading programs or workshops. Others are owng@rehensive, such as, thé'21
Century Schools, as they provide networks of musugport and multiple program

options. Some models provide all the elements syueturing schools for partnership
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and student achievement, such as, the CoZi Motelsd that have all the elements
include joint planning and decision making, lay adtamework for action, build
readiness in the faculty and commit to a threevi® year process. These partnerships are
also strengthened by securing district supportusnag consultation from outside

experts.

Additional Studies That Include Parent Involvement

There have been many programs designed to inchease-school cooperation.
Few programs, however, have been systematically&teal for their effects on students’
performance (Borman, 2002; Epstein 200 her many publications Joyce Epstein
writes about the complexity of research designiemglementation in the area of family
involvement. She stresses that various types alwewment should be studied
longitudinally and whether and how results of antr types can be generalized over
time. “One of the most persistent misperceptionsahy researchers, policy leaders and
educators is that any family involvement leadsltg@od things for students, parents,
teachers and schools” (Epstein, 1996, p. 223%tdipstated that, “The positive or
negative results of different involvement activst@epend on the effectiveness of the
design, implementation, measures, and improventeatsare made over time” (Epstein,
2001, p. 52). Epstein (2001) also discussed thie Breas that should guide our research
about family and community involvement in educationderstanding child outcomes
across the grades, as well as, the impact of pnegyeand practices that involve families;

study the connections between families, schoolscantmunity resources and
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organizations; and explore the roles that studelaisin family, schools and community
partnerships.

Haynes, et al (1996b) and Haynes and Ben-Avie@L8&cuss outcomes of
parental involvement beyond academic achievemanmtnefit all members of a school
community including children, families, school $tahd community members.

“Through increased parental involvement in the sthaschool staff increase their
knowledge base of the sociocultural context ofdi@munities served by the school”
(Haynes & Ben-Avie, 1996, p. 45). For parents, Imgment in the school leads to
learning ways to help children with their schoolrwand often motivates parents to
further their own education. Sustained parent mewlent empowers parents to be
advocates for their children, leads to positivecoates for school improvement and can
foster positive outcomes for the community thatdsved by the school. Haynes and Ben-
Avie propose that when families and schools wodetber, they become “...a potent
force in the community, in promoting healthy, hbtislevelopment among all children”
(Haynes & Ben-Avie, 1996, p. 46).

Henderson and Mapp (2002) described their re@aesvsynthesis of 51 studies
that were published between 1993 and 2002 thas&ston the influence of family and
community involvement on student academic achieveeraed other outcomes. They
chose studies that represented all regions ofdbatry, included diverse populations and
looked at community as well as parent and famiypinement. The authors reviewed
guantitative studies with an experimental, quagiegdxnental or correlational design with
statistical controls or qualitative studies witlusd theory, objective observation, and

thorough design, and those studies whose findirggshred the data collected and
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conclusions that were consistent with the findirgsidies covered a variety of topic
areas, such as, programs and interventions, hohussimiteractions, literature reviews,
culture and class, and community organizing; arahspd age and grade levels from
early childhood to high school. Achievement was soeed in several different ways.
Teacher rating scales around school adjustmertingand language, social and motor
skills were used with young children. Report casandardized test scores, grade point
averages and enrollment in advanced classes wedewith school aged children. Other
outcome measures included attendance, stayindioosgromotion to the next grade
and improved behavior. The authors concluded tiiabagh they felt “...confident in
making a strong statement about the benefits afdchamily, and community
connections”, they also stated that, “...the researchis field shares many of the
limitations found in other areas of educationaésesh”, in that there were “...not
enough quasi-experimental or experimental studigshderson & Mapp, 2002, p.18).
The authors also noted that this type of long texsearch has been limited by the
availability of funding.

The studies fell into three broad categories:gttbat looked at the impact on
family involvement on student achievement; somé élxamined effective strategies for
connecting families, schools and communities; ahérs that looked at community
organizing efforts to improve schools. Among thedgts on the impact on achievement,
benefits included better grade point averagesdatalized test scores, improved
attendance, more classes passed, and improveditieaast social skills. The authors
noted that, “...while the effect sizes in many ofshatudies are statistically significant,

they are small to moderate” (Henderson & Mapp, 2@024). Some studies found that
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parent communication and involvement with the sthbad little effect on student
achievement and a few found that parent involvematht homework and contact with
the school were negatively related to grades astcstmres. Early childhood and
kindergarten programs that trained parents to wwottk their children at home had
significant positive effects. Studies that compdesels of involvement found that
achievement increased with the degree of parengggement. The authors reported
from their synthesis that families from all cultlirsocial and educational backgrounds
encourage and assist their children with acaderoi&kw“Children from all family
backgrounds and income levels made gains” (Hende&&ddapp, 2002, p. 29). The
authors identified a protective effect, or thoselshts who feel supported both at home
and at school, do better at school. The studiewetithat families from all income and
social levels are involved at home, but familiesiirhigher income and social class tend
to be more involved in school. One of HendersonMagp’s key findings was, “Parents
and Community Involvement that is linked to studeatning has a greater effect on
achievement than more general forms of involvemgnt38).

The sixteen studies that examined effective sirasefor connecting families,
schools, and communities were primarily case stugiéh small sample sizes. They
looked at why and how parents get involved, whetiois influence that involvement and
their connection to school staff. The authors nolbed many of the studies were done in
sites that were making steady gains in studentaement. “What these studies tell us is
thatrelationships matter... Programs that successfully connect with farsibied
community invite involvement, are welcoming, andli@s$s specific parent and

community needs” (Henderson & Mapp, 2002, p. 43)jeRt involvement was influenced
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by many factors including educational level, peed@axperiences in school, attitudes of
school staff, cultural influences, and family issu@rograms that were effective in
engaging diverse families acknowledged and adddesdéural and class differences.
Another key finding in this synthesis was that pergs that attempted to engage families
were based in a philosophy of partnership and weegrated into a comprehensive
approach to improve student achievement.

Henderson and Mapp (2002) defined community omyagiefforts as those that
are conducted outside schools and designed arayIpdrents and community members
as a way of giving parents more power over the @lshend distribution of resources.
Most of these efforts are in low income urban aggas$in the rural south. The goal is to
address the conditions that are at the root of ptaent performance and to hold school
districts accountable. There were only five studesewed, which were all descriptive.
The main methods were surveys, interviews, and staskes and they did not attempt to
measure any effects on student achievement. Themsutoncluded that there is a
growing body of evidence of effective practicesarhily and community involvement in
the schools and that the research suggests thdti¢iiraquality programs and school
reform efforts will be more successful if they eggaarents.

In 2007 Henderson, Mapp, Johnson and Davies gdalia how to book for
schools on developing partnershiBgyond the Bake Sale: The Essential Guide to
Family School Partnershipshere theydescribes four types of schools: partnership,
open-door, come if we call and fortress. They @eat rubric in five different areas of
building relationships, linking to learning, addseg) differences, supporting advocacy

and sharing power.
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Baker, Plotrkowski, and Brooks-Gunn (1998b) repbrda the effectiveness of
the Home Instruction Program for Preschool YourrgsidIPPY) from a longitudinal
two cohort, randomized experimental study in adarify in New York State. HIPPY is
a free, home-based program whose goal is to pr@ddeational enrichment to poor and
immigrant families and was a part of this schostrtit’'s Early Childhood Center.
During biweekly home visits, mothers were given ksand activity packets organized
like lesson plans that were designed to develdfsskilanguage, sensory and perceptual
discrimination, and problem solving for four andefiyear old children. Trained
paraprofessionals who were recruited from backgiswimilar to the family modeled
the use of the materials during home visits. “Tha®grams aim to foster literacy skills,
encourage mothers to engage in developmentallyopppte activities with their children
and model reading techniques which will in turn @mte the child’s school related skills
and behaviors” (Baker, Plotrkowski, & Brooks-Guif98b, p. 573). The sample
included 182 HIPPY program and control group cleifdin two cohorts during a two
year period with participants enrolled in a preshgyogram during the first year and
Kindergarten during the second year. Two thirdgheffamilies were ethnic minorities
from primarily African-American and Latino backgrmils. The study used a pre and post
test design with data from the Cooperative Preddneentory (CPI) and scores from the
Metropolitan Readiness Test and Metropolitan Ackieent Test (MAT). Regression
analysis was conducted to determine group differemndgthin cohorts.

At the end of the program, results showed thatit®PY children in Cohort 1
scored significantly higher on the CPI than thetargroup, but this finding was not

true in Cohort 2. In Kindergarten there was ntistiaally significant difference between
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HIPPY and control children on achievement testdiréh grade HIPPY children scored
significantly higher on the reading scale of the MBut again this was not replicated in
Cohort 2. Further analysis was conducted to detexnfithere were differences between
the two cohorts but the results did not explaindisparity. Although the researchers
were encouraged by the positive results from Cohatheir findings were mixed and
they recommended further research on the effes®nf the HIPPY program, with
attention to the mediating factors of parent pgréiton and the intensity of treatment.
Jordan, et al (2000) discussed the skills chilaresd for early literacy, such as,
letter identification, phonological awareness, egxbgnition of environmental print and
they pointed out that linguistically rich homes aléyicontribute to the development of
these abilities. The authors also described liteedtainment as a constellation of
abilities encompassing both print and languagéssKihey reported on Project EASE
(Early Access to Success in Education), designguideide parents both with a
theoretical understanding of how to help theiratah and with scaffolded interactive
practices to facilitate their children's earlyigey development. The purpose of their
guasi-experimental study was to determine wheteirttervention was related to parent
efficacy and what effects it had on children’s laage and literacy skills. The sample
included 248 Kindergarten students in four schaols community in Minnesota, which
were Title 1 eligible and had only a 5% minoritypptation. One hundred seventy-seven
students in eight classes received the intervenéiod 71 in three classes constituted the
control group. There were approximately 25 studenesach class and the teachers used
a consistent district wide curriculum, although $ipecifics were not described. Methods

included pre and post testing of all children, exjltory letters to all parents in
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September and five training sessions once a montbarents in the experimental group.
Training was immediately followed by structuredgyarchild reading activities and
parents returned home with scripted activitiester next three weeks. Parents in the
comparison group were informed of the program ayrded to have their children tested.
Parents completed surveys about home literacyipesdbefore the intervention. Child
outcomes were measured pre and post interventiag tlee Peabody Picture Vocabulary
Test-Revised (PPVT-R) to measure receptive vocapalad the Comprehensive
Assessment Program (CAP) to look at three litedhensions of language, print and
sound. The authors used sophisticated statistiedyses including repeated measures of
analysis of variation for the literacy tests indwally, and specifically for the three
dimensions, controlling for the home interventi@rigbles. They also used regression
analysis to examine the extent to which attendaht&inings and home activities were
related to outcomes for the experimental group.

The two groups had similar scores on the PPVT-Rsante subtests of the CAP
but the authors found that Project EASE participanade statistically significant greater
gains than the control group on the CAP subtest#®tabulary, Story Comprehension,
Story Sequence, Sound Awareness and Concept af 8ams in language skills showed
the largest effect, as well as, the amount of gigdtion as indexed by completing book-
related activities at home related to size of tifieceé observed. Results also showed that
receiving this intervention had a particularly pefueimpact on the children who scored
low at the pretest. Jordan et al (2000) conclutiatiparental involvement in improving
school performance is significant, particularlygmthat many of the parents were not

limited in their literacy support and the schodd&llgood achievement results. The
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authors suggested that replicating this projedt wigh risk populations might be more
challenging. Limitations of the study noted by theearchers were not knowing whether
participation in Project EASE improved middle-gradading outcomes, and in the
absence of actual observations of the parents edgaghe activities with their children,
it was difficult to determine precisely what theylaspects of those interactions were that
generated gains. Although they used multiple measand controlled for many variables
in their analysis, the authors did not discussgotential variables in teacher effect. They
did survey parents afterward about their satisbactvith the project but did not gather
any information from teachers.

Sui-Chu and Willms (1996) used data from the Natidducation Longitudinal
Study (NELS), published by the National CenterBducation Statistics in 1989 to
measure aspects of parental involvement on stuwdgodmes. NELS was based on a
sample of over 24,000 eighth grade students, gagents and teachers in over 1000
private and public schools in the United State® auithors chose to use this sample as
they noted that it was particularly strong in teverage of items pertaining to parent
involvement. The purpose of the study was fourftddclarify the concept of parent
involvement; to examine how dimensions of involvemery among schools; to
understand the relationship between parent invodvgrand family background; and to
look at school achievement related to parent irsolent. They identified four constructs
of parental involvement, two types at home of déstng school activities and monitoring
school work and two types at school as communiondigtween parents and school
personnel and attendance at school meetings. Frose tonstructs they chose twelve

items to measure. The researchers used a multilegedssion analysis within a

87



hierarchical model so they could partition the afon in a variable into within and
among group components and to examine the rel&i@snong variables both within
and among groups. Results were reported in nagratid graphic form with percentile
variations and correlational data. They found tee¢ls of home discussion and
monitoring, and communication with the school wii@ same across schools.
Discussion of school activities had the highestalation with academic achievement.
Schools did differ significantly in levels of scHaovolvement with only a modest effect
on reading achievement and no effect on math aement. The authors reported that
“...family SES had virtually no relationship to trevel of home supervision and was
only moderately related to the other three dimersmf involvement” (Sui-Chu &
Willms, 1996, p. 137). They did note, however,heit discussion that reading and math
scores were higher for children who attended adni@ES school, despite family
background, as well as, parents in higher SES $ehagre more likely to volunteer in
the school. Parent involvement was associatedgetiter as girls reported more
discussions at home and males reported more cornoation with the school but there
were no differences between the sexes in schootipation. They noted that data from
NELS did not give information about school policaspractices that encourage parent
involvement which limited their results.

Zellman, Stecher, Klein, and McCaffrey (1998) répdrthe evaluation results of
a parent involvement program supported by the Watrigoundation and the Parent
Institute for Quality Education (PIQE). The authpwmnt out that there are many small,
local programs that encourage parent involvemetti@rschools but few have the funds

to evaluate their efforts and most evaluations éinatcompleted focus on parental
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attitudes pre and post interventions. PIQE focuket training on the parents of
minority, inner city youth through an eight weelssien of one class per week for
parents. The sessions included ideas to improve séif-esteem, discipline and
communication at home, parent as teacher at harf@mation about the school that
encouraged visits, drug use, and discussion ofehiglucation and career options. The
training focused on child outcomes of improveddlattendance and retention, improved
academic performance, improved child-parent refatips, and increased motivation for
post secondary education.

They looked at the results of this training in telementary schools from large
districts in California. In the first school theyteérviewed teachers on the changes in child
behaviors and were able to compare data betweentb® 1QE training and 60 without
training. Only 25% of parents who participatedhe training responded to interview
requests and reported on the changes in theirhemndahild’s behavior. In the second
school they looked only at school records of atierne, tardiness and grades but were
able to compare a large sample of 205 PIQE paaintgto 252 non-participants.
Although there were some positive effects repobg@arents, such as, increased
knowledge, better attitudes and some change inltediavior, there were no significant
effects on child behavior. Teacher report and sktata also found no effects. The
authors made suggestions for changes in the PIQ@®lnguch as, providing training for
teachers in addition to parents. They also sugdektd PIQE differentiate between
contact with the school or the teacher. The authoygided a critical review of their

evaluation design.
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Redding (1997) examined the results of surveys aidiered to parents and
teachers in nine elementary schools (K-5) in Permasja. The sample included 213
teacher surveys and 1111 parent surveys. Theadistussed the importance of school
and family as part of the same system and descabexterest in the quality of
communication, the practices that enhance schaahileg and the perceptions and
expectations of parents and teachers. They alse wearested in the relationship of
these variables with the level of poverty. Theydiaeself-administered questionnaire, the
“School Community Survey” with all teachers and fias in the schools. Teachers
responded to a set of 65 Likert scale items redatvtheir perceptions of the school and
parents responded to a corresponding set of itewhglao responded to 12 SES and
descriptive items. Other data used in this studsevaehievement scores from the
Pennsylvania reading and Math tests, average dttédpdance, poverty level (% of
students receiving free lunch), and school enrailme

Redding analyzed the data to determine correldteiween the survey items and
measures of student performance and the relatiprmétthese measures to the level of
family poverty in the school. They also noted titet analysis helped to sort out general
themes or patterns. The data were described inatrative and the correlation
coefficients and significance levels were displayethbles. There was a high correlation
between academic performance (reading and matkscand parental attendance at
conferences and open houses and those volunteetiing school. Examples of other
behaviors reported by parents that correlated fsignitly with academic performance
were reading at home, completion of homework, tagkvith children about school and

taking children to museums, libraries, etc. Exampleteacher perceptions on the
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surveys that correlated significantly with acadepecformance were consistent
assignment of homework, a well stocked library,Wwimg parents and communicating
with them through notes and telephone calls, asitipe feedback from parents on their
teaching. Redding concluded that while the relgpeeerty of the school population
corresponded inversely with attendance and acadesaniormance, the perceptions
measured by the surveys tend to be mediating fbitween poverty and achievement.
They cited the example that family income doesdetérmine whether teachers assign
homework nor does it compromise parent’s abilityalé with their children about
school. The author saw average daily attendanaegpastal connection to academic
performance but viewed it as a family variable,iEnto poverty and not a measure of
the school process or expectations. Limitationthefuse of survey data were noted but
Redding also pointed to the value of this informatior better understanding of human
relationships.

Joyce Epstein (2001) noted that surveys of tegutaetices showed that parent-
child reading is the most used parent involvemechnique. She reported on a study of
293 third and fifth grade students in Baltimoréhe school year 1980-81.The children
were from 14 classrooms with varied practices irepainvolvement, from teachers who
reported frequent use of parent involvement aadwito those who were nonusers of
those activities. Students took the California As@ment Test in the fall and spring.
Parents were surveyed about teacher practicesrarap@ls rated the overall quality of
teachers, including instruction and managemenisshilultiple regression analysis was
used to control for the independent variables ¢batd influence achievement, such as,

family background, teachers' characteristics, gaesactions, and student efforts. Parents
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who positively influenced change in the readingi@adment of their children were those
with more education and those who reported learmoge than they had previously
about their child's instruction. Children who wea¢ed by teachers as completing their
homework well gained more in reading achievemean ththers. Teachers' leadership in
parent involvement in learning activities at horoatcibuted independently to the gains
in reading achievement. In contrast, overall teagoe@lity and teachers' leadership in
home activities were not correlated with achievensenres in math. Some of the data
collected showed that teachers report that reaafitigities are the most satisfying parent
involvement activity and that Principals encourgggchers to engage parents in reading
activities. Some parents reported feeling inadegjt@ahelp their children with reading
and math, particularly in the fifth grade. The authalso reported that sex and race were
not explanatory variables for student growth owergchool year. Limitations of this
study included lack of specificity of teacher prees and a sample that only included
urban schools and families. The study also didaeobunt for the prior differences in the
involvement of families in the study or the praesof earlier teachers who interacted
with those families.

The literature often refers to the decline in parewolvement as children get
older (Baker, 1999; Cutler, 2000; Epstein, 1996:Cw & Willms, 1996). I1zzo,
Weissberg, Kasprow, and Fendrich (1999) conductaddy that looked at the effects of
parent involvement over time on children’s sociadl @academic functioning in school.
The authors indicated that many of the studiesavang involvement have been cross-
sectional ones that rely on teacher reports apoirg in time which may bias the results

based on the teacher’s beliefs about children lagid parents. This study employed a
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longitudinal design that gathered data from diffiisources over a three year period. The
random sample included 1205 students from Kindéggahrough third grade in 27
schools in a small southern New England city. Tdrage was demographically similar
to the rest of the city with 63% Black, 20% Hisparand 17% White, and 51% were
female and 49% were male. Teachers reported tliatof&he children were eligible for
a free lunch. For three consecutive years, 199B,1i@achers completed two surveys on
the same cohort of children, one rating the chiédfengths and problems in school and
the other rating the quantity and quality of paiemblvement. They examined the
relationships among measures of parent involvelfielsguency of school contacts,
guality of interactions, participation in schootigates, and educational activities at
home) and measures of students' school perforn{angagement and social-emotional
adjustment). The researchers also collected samwedraphic data, absentee records,
and standardized test scores from the school dsgaba

Repeated measures of analysis of variance wereamkresults were reported as
descriptive statistics of frequencies, means aaldstrd deviations of parent involvement
variables for the three years with summaries oktgaificant main effects. Multiple
correlations were conducted between the varialflear@nt involvement and student
performance. 1zzo, et al reported a slight dedlngarent involvement over the years in
the quality of parent-teachers relations, the feggpy of contact and the parental
attendance at school activities, however, no glaw correlated significantly with any
parent involvement variable. Three of the four pamevolvement variables correlated
positively with school performance, with particigett in educational activities at home as

the strongest positive predictor of math and regdichievement. The number of parent-
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teacher contacts had a negative correlation wilbacadjustment, leading the authors to
hypothesize that frequent contacts may be an itatitlhhat certain children are not doing
well in school. Reliance only on teacher reportwitt input from parents and children
was noted as a limitation in this study, as wellths absence of other parent involvement
variables that may have been included. I1zzo, alsal acknowledged that significant
attrition in their sample limited their results ath@t the results did not show any causal
relationships between parent involvement and stugkeriormance.

Sanders (1998) noted that Educators are concebuad the school attitudes and
academic achievement of African American youthtipalarly in urban school districts.
The purpose of this study was to determine thei@gmites of school, family and the
church on the academic achievement of these adwiessclhe study was conducted in a
southeastern city whose schools had a predominamtigrity population which was
90% African American and 25% of their families wéwéng below the poverty level.

The sample of 827 eighth grade students was sdl&cim 8 of 19 geographically
diverse middle schools in the city. Methods incllidefive point Likert type
guestionnaire completed by all participants andepth interviews with 40 students. The
guestionnaire gathered information about backgrpsuach as, gender, poverty, and
family structure, and the variables that were messincluded students’ perceptions of
support from parents and teachers, levels of ppation in church and related activities,
achievement ideology and academic self-conceptsahdol behavior and academic
achievement. The interviews were conducted to sup@ht and enrich the survey data.
Academic achievement was calculated as a grad¢ gaenage by subject grades

reported by the student.
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Multiple regression analysis was utilized to lodokree effects of the variables
with descriptive and correlational data presente@dbles and discussed in the narrative.
The author presented excerpts from the interviewtshe analysis of the qualitative data
was not described. Attitudinal variables of schmethavior, academic self-concept and
achievement ideology were positively and signifitanorrelated with each of the
support variables of school, family and church atth academic achievement. Being
female was also positively and significantly coatetl with the attitudinal variables while
age, poverty, and single parent household weretivegacorrelated with the attitudinal
variables. Teacher and parent support were polsitared significantly correlated with
school behavior and achievement ideology. Parenggbort and church involvement had
moderate and positive effects on academic selfejuinout teacher support did not have a
significant effect on self-concept. Sanders rebtitat although all of the support
variables were positively associated with studeatigs, only church and teacher support
were significantly correlated with academic achreeat. The regression model showed
that academic self-concept had the greatest effestudent grade point average. The
article concluded that certain attitudes effectiacaic achievement, as well as, support
from teachers, parents, and community partnersieflias no discussion of the study
limitations but suggestions for further researcthweference to using Epstein’s six types
of involvement. Although this study might providense direction for further research
about parental and community support and acadechie'ement, the results are limited
due to reliance on survey data provided only bgeis, with academic achievement

data based only on student report.
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Epstein (2001) and her colleagues began to shalydrious aspects of
partnerships in field studies with the BaltimoréyQ?ublic Schools in Maryland in the
1980s. The authors mentioned that this was thiefdirase of a large study on the effects
of parental involvement. In an early article (BeckeEpstein, 1982) they cited the
differing opinions among educators of the effeate®ss of teacher efforts to involve
parents in their children’s education. In ordenteasure teacher’s opinions on parent
involvement they conducted a survey of first, thardl fifth grade teachers in most of the
schools in Maryland in 1980, which included 370écteers from 600 urban and rural
schools in addition to 600 principals. Ninety petcef the teachers were female and
twenty percent were black. They ranged in age fiwwanty to seventy with the largest
group (38%) in their thirties. Fifty percent of tteachers had taught for more than ten
years.

The survey focused on the teacher’s perceptiod @pkcific techniques that
teachers might use to encourage parent participatiearning activities. The techniques
were grouped into five categories: 1) those invajvieading, 2) those that encourage
discussion between parent and child, 3) informaléies at home, 4) contracts between
teacher and parent, and 5) those that develop tsaesaching skills. The article included
a table describing the characteristics of the tecand bar graphs that show teacher
agreement with statements from the survey. Althabhghauthors did not describe their
methods or data analysis, the description impladetation. “Support for each one of
the 14 parent involvement techniques was positigelyelated with the proportion of
parents who were active at school and the frequesttywhich the teacher made use of

parent volunteers in the classroom” (Epstein, 2@0118).
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The authors reported that parent child readingtivagnost widely used technique
and it was a more prevalent practice among teadsgtsunger children. Discussion of
television programs with children was one of thestdrequently used techniques and
teachers infrequently assigned parent intervievetudents. Although forty percent of
teachers supported the use of informal activittd®ane, they used these techniques
infrequently, citing lack of cooperation or inabyliof parents to conduct them. Very few
teachers were supportive of contracts between ¢éeaemnd parents but the small
percentage that did use them felt they were the oseful technique. Teachers were
more inclined to use contracts with better-educataents. Teachers of young children
encouraged classroom observation and teachingtsaceteach, and more experienced
teachers and those working in urban schools usedetthnique more frequently

Teachers reported having the most contact withrpsue children with learning
and discipline problems and with parents who ameadly active in the school. The
authors noted that the emphasis in family involvetme early childhood education was
evident in the practices of teachers in the youggades. Teachers who made home
visits were more likely to be favorable of parentalvement. The authors also correlated
their data on teacher perceptions by the levetlatation of parents. Although some
teachers talked about pushy upper class parentmeayible lower class parents, those
who used the techniques found little differenceasponses of parents from different
SES (socio-economic status) groups.

In a follow-up article in the same issue (EpsteiBé&cker, 1982) they discussed
the teachers’ comments during the interviews aed tjualitative analysis of that

information. Management of time for both teacherd parents was a salient issue with
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various opinions about how it should be utilizedn@nitment and expectations of parent
involvement also produced diverse ideas. Teach#éked about the difficulty of

managing volunteers and some admitted a fear ehpathat inhibits their attempts to
include them. Teachers commented on their userafiaan practices such as asking
parents to read to children, sign papers, etc.t€@meher spoke about her practice of
making a home visit to each child’s family in thevemer and commented that it forms
the basis for continuing parent contact throughbetyear. The authors concluded that an
absence of research about teacher practicesxssiled and they identified several
questions for further research that covered idéastitudes, roles, supervision of

learning activities at home, teacher as parent geEm#aining parents in learning

activities, and acceptance of formal and infornakpt involvement.

School Governance and Parent Involvement

In the last fifteen to twenty years many educatiform efforts in the United
States and in other countries have included prawssfor decentralized administrative
control with an emphasis on school governanceealtatal level that includes all
stakeholders. Kijai and Norman (1990) reported @sltfornia, Florida and South
Carolina had legislation by 1980 that establistadtbsl based improvement councils.
This concept is often referred to in the literatasesite based or school based decision
making (SBDM) or local school councils (LSGBDM assumes that the Principal
provides educational leadership and works collabaig with parents, teachers and

members of the community to establish a decisiokimggporocess around school
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policies, budget, and school improvement. “SBDMIso intended to change the culture
within each school, because teachers, parents matecthese programs should have far
greater enthusiasm for making them work” (Din, 19974). Much of the literature on
SBDM states that the goal is to improve studeniesgiment.

In the literature about education reform in thetebh States the changes in the
Chicago Public Schools in 1988 are frequently exfeed as one of the most radical
efforts to restructure an urban system in thetlastdecades (Epstein, 2001; Moore,
1998, 2002; Smylie 2003). One of the main ideagsnokthis reform effort was that
strong democratic participation in governance waulbdstantially improve student
achievement (Moore, 2002). That effort includedilassantial shift from centralized
governance to management by local school cour@lsincluded eleven to twelve
members, six parents, two teachers, two commuremynbers, the principal, and a
student at the secondary level. Responsibilitigh@iocal school councils were selecting
and evaluating the principal, developing an ansghbol improvement plan, and
developing and approving a budget that includedia$600,000 in flexible funds
(Moore, 1998).

Moore (1998) reported on a study that looked atdtetionship between school
level practices and the trends in student readthgesement in Chicago elementary
schools between 1990 and 1997. In 1990, 83% ofexitamy schools had low reading
achievement scores defined as less than 40% stuldents reading at or above the
national norm on the lowa Test of Basic Skills (I@YVIn these low achieving schools
the percentage of students achieving at or abaedtional norm moved from 23% in

1990 to 37% in 1997. The researchers at the Consodn Chicago School Research
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developed a procedure for analyzing the trendsatiegs in IOWA reading achievement
test scores and used regression analysis to glas$ibols into five categories based on
the trends in their improvement over the seven pedand. The description of the
analysis was detailed and explained specifically Hey used scores to determine trends
in improvement. Narrative statistics as well asrtshdepicted the schools in each of the
five categories. The study sample included 420 efgary schools and compared the
practices of 111 of those in the top category thatle a substantial upward trend in
reading achievement, defined as a gain of more 16&f of students achieving at or
above the national norm over the seven year penihl,224 of those in the middle
category who had no significant improvement tretefined as gains or losses of less
than 7% over the seven year period. Eighty-seveheofllland 189 of the 224 schools,
were low achieving schools in 1990. The focus @fysis of school practices was on the
83% of schools who were low achieving in 1990. $bleools with substantial
improvement were located geographically throughloetcity and served approximately
65,000 students with a large percentage of thosewdre low-income (78%). They also
had a smaller percentage of African American sttglbat a higher percentage of Latino
students than schools with no trend in improvement.

The Consortium on Chicago School Research colletd¢sl on school practices
from elementary teachers and sixth and eighth gsadents through a survey from a
stratified random sample of 80 elementary and 8h btchools in 1994. Responses were
combined to create 26 indicators of school prasttbat were organized around what
Chicago referred to as the Five Essential SupportStudent Learning: School

Leadership, Family-Community Partnership, Schoolitemment/Culture, Staff
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Development, and Instructional Program. They comdbithe scores from teachers and
students to develop an average score for eachaitadifor each school. Moore (1998)
reported that they controlled for student backgtuariables, such as SES, race, and
school mobility and used a multivariant analysi€@fariance in their comparisons. The
narrative included a lot of descriptive statiset®ut school populations, and extensive
discussion of the reasons for using the IOWA tastthe possible limitations of that
measure. Quantitative data were displayed in nuasecbarts, bar graphs and scatter
plots. The researchers added a qualitative pietieetstudy through observations,
interviews and document reviews at seven of theashwith substantial improvement.
They noted that these schools were not a randorpledrat were chosen to illustrate
what schools with substantial trends in their inyerment could accomplish. Although
information from those site visits was discussethanarrative, there was very little
description of the qualitative methods and procéstata collection and no description of
the qualitative data analysis.

Moore (1998) reported that 14 of the 26 indicasirewed a statistically
significant difference at or below the .05 levetvbeen the schools with a trend of
substantial improvement and with those with nodrehimprovement. Under School
Leadership indicators with significance includeddbschool council contributions,
principal as instructional leader, principal sup&ion, and teachers’ influence on
decision making. Examples of contributions of laeathool councils were cited as
improving school safety, improving family involventeadvocating for improvement in
physical facilities, developing collaborations witighborhood organizations, helping to

implement educational plans, and volunteering vargety of ways. These schools also
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used their discretionary funds to meet their sclhmprovement plans. “However, no
statistically significant difference was found f&chool Improvement Plan
Implementation, either before or after student lgamknd controls were introduced”
(Moore, 1998, p. 65).

The only significant indicator in Family Commun®gartnerships was teachers
who reach out to communicate with and involve pe@ther indicators of parent
involvement were not statistically significant lilné author pointed out that the results in
this category were limited by the fact that resgsns the survey were only from
teachers and students. Students’ reporting thgtfdtesafe in the school and teachers’
commitment to the school were significant indicatonder School Culture/Environment.
Significant indicators in Staff Development incladeust between principals and
teachers, and between teachers; teacher agreeboentexpected norms and teachers
encouraged to try innovative approaches; teachikoswork collaboratively and share a
collective responsibility for school improvemenhelone significant indicator in
Instructional Program was staff priority on studkeratrning. The qualitative data from the
seven schools showed that parents were consistezdited with respect, there was a
high level of family participation in school everasd there was a core group of
volunteers in the school. These schools had hige&sations for student achievement
with some focus on test preparation, and distiedtmstructional strategies. Reading
instruction included a variety of balanced appreacdhncluding phonics, strategies for
comprehension, opportunities for reading and redimgnin various ways, and careful

monitoring of student progress.
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After the analysis was complete, the Consortiunchated that the common
thread in the schools with substantial improvenveas a cooperative effort among all the
adults involved. The availability of discretiondunds was noted as an important
element in the school improvement efforts. Thislezdound it unfortunate that survey
responses about school practices were not gatfreradparents and community
members who make up a significant number of the baesnof each school council. The
authors had reported interviews with members ostit®ol councils in the seven schools
that were part of the site visits but there wasnfarmation about those results. Although
Moore stated that these findings provide strong&we that school based decision
making is a promising strategy for school improvatmehe emphasis in this study
appeared to be on principal leadership and teaahpowerment with little attention to
the role of parents and community members. Impbastfor continuing efforts in school
reform and suggestions for further research weseudsed at length but there was little
mention of the limitations of this study, particijethe use of surveys as the primary data
source.

The Chicago Annenberg Challenge began in 1995sas\gear project in the
Chicago Public Schools in an effort to improve eéag outcomes for all students and to
strengthen community relations (Smylie, 2003; Seon2004). The focus of the project
was on various aspects of educational practicéjdimog instruction and curriculum,
school climate, professional development, and valent of family and community
members. The research spanned a five year penood 1996 to 2001 and included 40%
of the schools in Chicago, or 210 high schools@rdentary schools, approximately

90% of which were elementary schools. The Annenbehgols were similar in
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demographics of size, racial composition, and inedonothers in the Chicago system.
Schools were grouped in networks of four to fiveads with common interests and
needs and matched with an external partner to wordkcal school improvement. The
external partner, whether an individual, group iIyamization was expected to be the
fiduciary for the Annenberg grants, provide mateaiad intellectual resources for the
network, help to develop local leadership, andsasse network in developing other
funding sources. There were 45 external partners finiversities (35%), cultural
institutions (23%), education reform organizati¢28%), and community organizations
(14%). The Challenge provided training and workshfmp schools and partners in
developing plans for school improvement.

“The Challenge reflected a particular view of denatic localism and community
organizing that placed great faith in the abilifyaxral schools, in partnership with
parents and their communities, to define their @noblems, challenge their own
assumptions, identify their own goals for improvemeand develop their own strategies
to achieve them” (Smylie & Wenzel, 2003, p. 3). TMedel of Essential Supports for
Student Learning, a framework for school improvetrikat includes seven areas of
school organization and practice was used as alagerfor measuring progress in this
study. Essential Supports included classroom iogtm, school climate, leadership,
professional development, parent and community aapgelational trust, and program
coherence.

The study had a multi-method research design witin felated strands of inquiry:
1) longitudinal field research at a number of swdsch included classroom observations,

samples of instructional assignments, teachenir®&s, observations of meetings, and
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review of school documents; 2) documentation ofGhallenge as a reform initiative and
organization through review of documents and inésvg with Challenge staff;

3) analysis of survey data from students, teaclaeis principals which were used to
measure changes in the Essential Supports andhstugkeomes, such as, academic
engagement and social competence over time aohadysis of scores on the lowa Test
of Basic Skills with data that measured the rateh@nge over time in reading and math
and regression analyses that were used to comeaidstamong schools. Specifics on
measures were displayed in tables along with figgliof means and standard change unit
differences, and comparisons of differences betweerenberg and non-Annenberg
schools were depicted in scatter plots. Analysakefjualitative data were described in
detail and the limitations of the use of surveyadaere cited. Another limitation
discussed was the complexity of analyzing the effi€aumerous variables on multiple
improvement projects.

The final technical report was based only on feenentary schools, given the
small number of secondary schools that participé®aaylie & Wenzel, 2003). Results
were described in the lengthy narrative and disggayith details in numerous
appendices. The authors reported that measuresraistin different student
psychological and social outcomes were similathi@nges in demographically similar
non-Annenberg schools. Analyses of the standardestdscores showed that student
achievement rose over the five year period butdkeor size of the gain did not
markedly improve. Improvement was consistent wihngystem as a whole and the
achievement trends in Annenberg schools did né&rdih any significance from non-

Annenberg schools with similar demographics.
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Further analyses of the data from 12 field reseaitels found that higher levels of
school development and improvement were relatédet@oordinated attention to the
multiple supports, the use of multiple strategmschange, a strong base of external
resources, and a strong, broad-based, distribagetetship. Successful schools drew
external partners from various types of resourths.authors hypothesized that the lack
of overall effect of the Chicago Annenberg Challengay be due to flaws in the research
design, lack of capacity of external partners tunpote development, lack of
commitment from the schools, and lack of suppod school system forces that
conflicted with the schools’ efforts in school inmpement.

Smylie and Wenzel (2003) discussed results baseaam of the Essential
Supports which found no statistically significaiftetences in the development of any of
the essential supports between Annenberg and depiagally similar non-Annenberg
schools. In regard to parent and community suppiuetresearchers tracked progress in
terms of six measures: 1) teacher outreach to argnparent involvement in school, 3)
teachers’ use of community resources, 4) teachiessto the community, 5) teachers’
knowledge of student culture, and 6) human andasoesources in the community.
Improvement was seen in the Annenberg schoolsachis outreach to parents and
parent involvement in school but there was nostadlly significant difference in the
change in parent and community support between Ararg and non-Annenberg
schools during the five year period. The reportaatkd that the data were gathered from
teacher and principal surveys, but there was ndiorenf data from parents or
community members. Teacher outreach and parenlviem@nt were defined in a

conventional provider-receiver model with traditbparent activities like teacher
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conferences and attendance at school fund ralSetd.research identified some
individual schools with improved parent and comntyimvolvement practices, such as,
volunteers and parent coordinators in the schaold better connections to community
resources. Qualitative data were gathered fromf 19e045 external partners through
interviews, observations and document reviewsraetdifferent points in the five year
study (Sconzert, Smylie, & Wenzel, 2004). Partrstrsssed the importance of four major
factors in promoting school improvement: leadersbgpgnmunication and trust,
coordination, and adequate human and fiscal ressurc

The Annenberg Foundation awarded another Challgraye to the city of
Philadelphia in 1995 just as the city was adopéraystemic reform agenda called
Children Achieving. The reform plan in Philadelpkiavisioned parents as critical
players in education reform and as leaders andlmmators with teachers and principals,
with an emphasis on partnership and empowermepdireints, particularly those of low
income and racial minorities (Gold, Rhodes, Broiwtle, & Waff, 2001). In this paper,
Gold, et al. merely summarized the results of paremolvement efforts during this
reform period in Philadelphia with no referencestiody design, methods or analysis.
They noted that Children Achieving was a respoosettventy-year-old desegregation
case in the district and the focus on parent irvolent was viewed as a key to equity in
education. Parent involvement practices includeatang standards and performance
assessments, membership on local school counditsmation sharing and relationship
building, and community services and support. Rareho participated in the
development of standards experienced a new levathfsion in decision making but

the conflicts and confusion around establishingwa standards based curriculum
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overshadowed this success. The district put ouligatlons and held forums about the
reform efforts. They also developed small learrdsammmunities in the schools bringing
teachers together to make decision about curricldunparents were generally not
included. “Information shared with parents reflecéeunilateral school to parent
communication, with parents playing a passive asleecipients of knowledge” (Gold et
al., 2001, p. 10). The Children Achieving Actiondign outlined a comprehensive
family, school and community support network. Thstfict developed the Family
Resource Network with the goals of developing aimt#der program and informing
parents about community services.

Children Achieving gave local school councils, wattual membership from
parents and teachers, broad authority over pokcystbns, including budget and
resource allocation, safety measures, and trarsortand facilities management, as
well as, selecting and evaluating principals. Theddelphia Federation of Teachers
vigorously opposed the implementation of schoolhois and an agreement with the
district resulted in council membership of 49% mpéseand 51% teachers, with the scope
of the councils’ authority limited to disciplinesises and school safety. “The district’s
decision to forgo strong, school based governaggqeabents and teachers had
widespread consequences for the legitimizatiomadll school councils” (Gold et al.,
2001, p. 7). The situation resulted in uneven im@etation of school councils, and
where they did exist, their authority varied widelye authors noted that implementation
was mirrored in traditional racial and class diems with 90% of non-racially-isolated
schools having councils, when only 58% of raciadlgtated schools had councils. “The

lack of invitation or opportunity to participate mmeaningful decision making, in many
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cases, resulted in the disappointment and disengageof parents” (Gold et al., 2001, p.
8). The authors concluded that although Childrehié&wng had set out to make parents
co-leaders and co-decision makers through the kmtadol councils, the authority of the
councils had been circumscribed by the power stasgg the reform effort and the
vision of revising relations between parents arfets had been compromised.

Gold, et al. (2001) described two case studiebustiate where parent
engagement in the reform efforts did result in pty@s co-decision makers. One study
involved a group called TAPAS or Teachers and Raramd Students which was
developed as a structure to bring people togethranfjuiry into the efforts of reform at
different levels in the schools. The groups wergatly diverse, included teachers and
parents in various roles throughout the system vearé facilitated by a university
researcher. Gold, et al., described the qualitaggearch design, and data collection and
analysis that were conducted over a two and ayealf period. The TAPAS report
describes three inquiries: one in which a parestideed her work with other parents to
understand the connection between standards bksstdoom instruction and homework;
a second where parents and teachers worked togetlgeproject in a smaller learning
community; and a third where a parent used his neeshipp on a local school council to
investigate school practices and foster change.

In the third inquiry a parent on the school coun€ian elementary school
gathered data on numbers of referrals and diseipliprocedures in the school that
highlighted racial and gender issues and linkediplisary practices to the children’s
access to standards based instruction. He toatohiserns to the school council which

consequently recommended improved referral andpdiisary practices in the school.
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The authors said that this parent’s “...membershigheriocal school council gave him
access to quantitative data with which to shapepamsiue his inquiry” (Gold et al., 2001,
p. 43). The case studies cited showed "...parentg ukeir knowledge of children as
learners at home and in the community as well atassrooms to push examination of
equity and standards issues both inside and outstdelassroom” (Gold et al., 2001, p.
50). In their discussion, the authors concludedl phaticipatory inquiry facilitated parent
participation in school reform; participation wasitning; dialogue creates a context for
the exploration of issues; school principals arpanant for opening space for parent
leadership; parents can be leaders at differeetdam a school district; and sustainable
organizations and financial support are necessargdrent leadership.

Leithwood, Jantzi, and Steinbach (1998) wrote aBohbol based management
and the implementation of required school counnil®ntario, Canada which began in
1996. The authors made reference in their discngsititerature that pointed to obstacles
in the development of effective councils, whichluted power struggles and political
conflict, lack of role definition, difficulty reciting members, and lack of training. They
described school councils as three different typstsnguished by the greatest decision
making power which included ‘administrative contrégrofessional control’, and
‘community control’, and referred to those in Omtaas under community control given
the majority of representation were parents andnesanty members. The purpose of the
study was to explore the nature, extent and camditof influence of school councils and
included a two stage mixed methods research deBignfirst stage involved school
districts that had implemented school councilsmiyithe previous two years with the use

of a survey of 3150 teachers in 95 elementary dnsketondary schools that asked about
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their awareness of and characteristics of the dawmcils; the council influence on

their classroom practices; and the nature of paeather relationships. Survey data were
analyzed for frequency distributions, means, stahdaviations, and correlation
coefficients. The second stage consisted of semdtsired interviews with a sample of

48 teachers who had reported positive, negativenanttal responses about classroom
influences on the survey in the first stage. A sengp council members from the same
schools, including principals, parents, teachetssatondary students were also
interviewed to gather information about decisiorkmg and council initiatives. Results

of the interviews were coded, analyzed and intéedrand then compared to concepts
and theories in the literature.

Results of the study suggested that overall teadlaéed the influence of the
councils on their classroom work as very weak wimentary teachers rating influence
higher than secondary teachers. “Generally, teadlesponding to the survey saw
parental influence on curriculum as indirect amditied to very few schools” (Leithwood
et al., 1998, p. 14). Influence outside the clamsravas rated only slightly higher and the
type of activity that was mentioned most by teaslhieat had indirect influence on their
classroom work was fundraising. Survey results stbanly a weak relationship to
variables such as SES, school size or teacheris pé@xperience. Council influence
was more positively associated with variables aagteachers informed about council
activities, parental presence in the school, atid Hifficulty recruiting council members.
Councils that were more influential had reporteactices that were free of power
struggles, had clear role definitions, made thgerala available before meetings and

communicated well with the school community. Thesencils were chaired by people
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who were knowledgeable about the issues faceddébgahool and engaged in consensual
decision making. The evidence also showed thatypahleadership, in conjunction with
an effective chair, was also essential to counéliiénce. The authors concluded from
their results that, “School councils do not adbiigdo the empowerment of parents, the
technical work of schools, or the development oflents” (Leithwood et al., 1998).

In a follow-up study in Ontario, Parker and Leithado(2000) looked at school
council influence on school and classroom practisést conditions mediated that
influence, what teacher behavior was associatdd eaitincil influence, and what
characteristics were associated with councilsdithhave a positive influence on school
and classroom practices. They used a similar tagestnixed methods design in one
district with 46 elementary schools and 5 high stfioThe first stage included a sixteen
item survey about school council influence on stlamal classroom practices completed
by 631 teachers or approximately 50% of the teacimethe district. Overall mean and
standard deviations were discussed in the narrahdemean influence ratings for each
school were displayed in tables. Results of theestsr were used to select five schools
for open ended interviews with 9 to 11 people icheschool including parent, teacher,
and student council members, principals, and namcibteachers. The schools included
two with the highest mean influence ratings, twthwhe lowest mean influence ratings,
and one with neutral influence ratings. The intewwfocus was on mediating influences,
teacher behaviors, and characteristics associatbccauncil influence. Interviews were
transcribed, coded and analyzed using a modifiedrgted theory approach

Similar to the Leithwood study in 1998, Parker &etthwood (2000) reported

that teachers rated council influence as miniméh wiementary teachers rating influence
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higher than high school teachers. In schools viaghitighest mean ratings, school
councils directed the school improvement plan whvels endorsed and supported by the
teachers and parent community. Teachers in thém®isccommented on parental
support in their classroom, as well as, a highlle¥garental involvement in the school.
These schools also had a higher level of stafflieraent and professional development
activities and interviewees reported a sense ahpeship or collaboration with the
school council and parents, teachers, and princifed schools with positive influences
reported the existence of parent involvement aawibefore the initiation of school
councils. Schools with more influential councilpoeted strong principal support and
participation in the work of the council, as wedl a willingness to share decision-
making. “In sum, in schools where principals eneged and facilitated professional
development, where structures were in place foshaging of information, where
teachers were initiators, and where staff were gagjan learning, councils had the
greater positive influence” (Parker & Leithwood 0B). The authors concluded that the
key variables for successful school councils afecéf/e principal leadership, support
from the district and effective group decision nmekprocesses, and councils that
actively seek greater participation from parents.

Hertz-Lazarowitz, R., & Horowitz, H. (2002) repaiten a study in Acre, Israel
on the impact of a five year school family partihgogproject. Their goals were to
improve children's reading and writing achieveneend form a parent’s task force to
create community-wide involvement and change. Texacand parents had training
based on the school-family partnership (SFP) mddetloped by Joyce Epstein at Johns

Hopkins University. The sample included 520 pareftirst graders in 21 classrooms in
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7 Jewish schools, with 236 parents involved inSR® model and 274 in the comparison
schools. Measures included teacher questionndneg aurriculum, child achievement
and perceptions of parents as partners; parentigaesires focused on literacy practices
at home; and a city wide reading and writing testdsess children’s progress. Low,
medium and high levels of implementation were dsafiand determined based on
observations, interviews, list of activities andgrd feedback. The researchers used
structural equation analysis with the data. Findimglicated that parents’, teachers’, and
children's outcomes were higher in the SFP prodheam in the comparison schools. The
comparison program and the low-level implementagjayup were similar in parents' and
teachers' outcomes. Higher test scores for childee related to the highest level of
implementation. The authors concluded that pareatsicipation and a better home
literacy environment explained children's acadesaicess. Although the authors were
clear to point out that the city of Acre had a naix&rab and Jewish population, they
chose to complete this study in only Jewish schddisir data did reflect a mixed SES
sample.

School improvement councils (SIC) were first essdt@d in South Carolina under
the Education Finance Act of 1977 and then includegtie Education Improvement Act
of 1984 (Kijai & Norman, 1990). The councils inckitivo parents, two teachers, and two
students at the secondary level. The purpose afdbrecils is to assist the principal in
development and monitoring of the school improvenpéen. Kijai and Norman (1990)
conducted a study to examine the structures, emidsesponsibilities of school councils
in relation to student achievement and six indiatd school effectiveness: school

climate, principal leadership, high expectatiomspbasis on academics, frequent
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monitoring of student progress, and home-schoaticels. Data were gathered through a
survey questionnaire mailed to principals and tWeeopcouncil members in 600
elementary, middle and high schools, with a retata of 34.5%. School effectiveness
was assessed through teacher perceptions and saatheEvement was assessed using
data from two standardized tests obtained fronStiaée Department of Education.
Results were described in the narrative and digplay tables of descriptive and
comparative statistics. Although the data showedilmber of responses from principals
and council members, they did not delineate couneinbers as teachers or parents. The
authors concluded that most of the councils wei@mpliance with the state mandate
and 70-80% of them had basic structures of by laggjlar meetings and defined roles
and responsibilities. They noted some duplicatibefforts with other groups, such as,
the PTA and a need for training in communicatiod group process skills.
Approximately 30% of the councils had not developelool improvement plans and
there was a reported lack of teacher support from@% of the councils. The study
concluded that there was no relationship betweenabcharacteristics and student
achievement. The schools that were identified &migehigh impact councils had higher
expectations for student performance, more momigooif student progress and better
home-school relationships. The same researchedsicted another study the following
year to further identify the characteristics ofthigipact councils using survey data again
from principals and council members in 38 schowolerne district (Kijai & Norman,

1991). Results were discussed in the narrativedesplayed as descriptive statistics in

tables. The researchers reported that three clkasditts were significant predictors of

115



the level of impact of school councils on schoagress: level of support from
principals, group processes and teacher support.

The School Council Assistance Project at the Usitaeof South Carolina
continued its’ research in order to describe tlgaoization, function, activities and
accomplishments of school councils and to provaiaesdirection for training and
technical assistance to school councils (Monradag&nhan, 1992). Eight schools (two
high school, two middle schools and four elemensahools) were selected based on the
data from the 1990 study that identified them d®ets with effective school councils.
Data collection methods included site visits wiblservations of council meetings,
review of related documentation and interviews Wi principal, council chair and
teacher, parent and student representatives onceacicil. Descriptive statistics, such as,
demographic information about each school, memgerzimposition of the councils,
and data on council activities were discussedemirative and displayed in tables.
Although the triangulation of data collection ingaia qualitative study, there was no
description of qualitative data analysis. Resui®aed that schools varied in their level
of sophistication and activity and the authors ¢athed that, “The capacity of SICs to
work effectively on school improvement issues appé&abe related to their
developmental maturity in the areas of organizati@apacity, council functioning, and
school and district level support” (Monrad & Normdm®92, p. 51). Organizational
capacity referred to the existence of by-laws, dgerand meeting minutes, as well as,
the composition and experience of members anddzttere at regular meetings. Effective
functioning was related to the group process imcdunmeetings and the work of

committees outside of meeting time. Principal aather support of school councils was
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reported by all principals and council membersréagal to council success. School
councils relied on local school boards for trainamgl discretionary funds but many of
the members interviewed reported that school boaeie not aware of their work. Many
of the interviewees spoke of the need for morening, resources and time to accomplish
their goals and the difficulty of recruiting parsiior council membership.

In 1990 the school board in Leon County in Flomd#ablished a volunteer
program of Site Based Decision Making (SBDM) colshas a way to include teachers,
parents and community members in the governankzeeal schools. Education reform
legislation in Florida in 1992 reinforced this typeparticipatory governance. A central
SBDM Council was set up to coordinate the effantthie district. Southard, Muldoon,
Porter & Hood (1997) presented findings of an eatidun conducted five years after the
implementation in Leon County. The purpose of tinelg was to determine the
participants understanding of their role in SBDREit perceptions of the effects of
SBDM and any barriers to their success, and taehte what corrections should be
made. Data were collected from 34 of the 41 pawditthg schools and methods included
interviews with 61 Principals and 34 council chargl surveys of current and former
members. The researchers sent out surveys to amasample of 678 council members
and received 206 responses, a return rate of 30 1%% from parents and 61% from
teachers. The authors said that interviews werdwded by the 20 central SBDM
members but no other information was presentedtaheiwcontext or format of those
interviews, except that the questionnaires preslantéhe Appendix included semi-
structured questions. There was very little desiompof data analysis except that results

of interviews and surveys were grouped accordirngptzified study questions and

117



reported as frequencies in the Appendix, and aamnsample of interviews and surveys
were reviewed for coding and data entry errors.

The results of the study concluded that most coumembers were satisfied with
the decision making process in their schools, algho/5% of respondents described
problems or barriers to success, including lackrog, needs for training, difficulties
with new Principals in their leadership roles, némdeach out to uninvolved parties in
the school community, and a need for more repraientfrom parents, students and
community business members. The majority of membiersed shared decision making
as an empowering experience for all those investéite school and many felt that the
work of SBDM councils had a positive impact on sdperformance, but when asked
to provide examples the majority of respondentsdifitulty citing any specific
measures of academic performance. The most comssoas addressed by these schools
councils were curriculum and instruction, technglagdjscipline, and school
improvement plans. Finally, the local SBDM couneisre unclear about their
relationship with the central SBDM council in LeGounty.

The Kentucky Education Reform Act (KERA) of 199@ué&ed that all schools
establish school councils consisting of three teesitwo parents and the Principal by
1996 (David, 1994; Din, 1997; Kannapel, 1994). Theancils are generally responsible
for instruction, administration and personnel. Yefiyear study of the implementation of
KERA was conducted by the Appalachia Education@dcatory and one of six aspects
they explored was the implementation of SBDM ins2@ools in four rural districts.
Kannapel, et al. (1994) reported that 10 of the&@tbols in the districts had implemented

SBDM but their study focused on the 7 schools liegian formal implementation in
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1991-92 school year. Research questions addrdssedanner of decision making
shared amongst the role groups, how SBDM affectéaim efforts in the schools, and
what factors facilitated or hindered effective SBDMhe study was qualitative and based
on two and a half years of fieldwork conducted liy four researchers. Data were
collected through interviews with school superigkents, school board members,
principals, and teacher and parent members ofdie@ot councils; observation of school
board and school council meetings; and review oiuteés from all school board and
school council meetings, as well as, analysis gflacal newspaper articles.

The authors reported their most critical finding'asSBDM does, indeed give
councils significant authority over school funciiog if individuals take the initiative to
exercise that authority” (Kannapel, Moore, Coe, &gaard, 1994, p. 4). There was no
description of their data analysis other than tbetegorized councils as balanced,
educator dominated or principal dominated in otdetetermine the manner of shared
decision making. They described balanced counsith@se where all members
participate in making decisions, educator dominatethose where teachers and
principals make decisions with little parent inpantd principal dominated as councils
that function in an advisory role to the principamong the seven schools, the
researchers identified only one with a balancedaguh and three each of educator
dominated and principal dominated. They observatlttiose councils that were
dominated by educators were moving closer to anlsathapproach but there was little
progression in those that were dominated by thecjal. In relation to efforts of school
reform, all of the councils made decisions abous@enel and discipline and the councils

with balanced and educator dominated approaches geaisions about budgeting,
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scheduling and curriculum. Kannapel et al. desdribe factors that supported or
impeded effective implementation of SBDM as pritigupport and facilitation,
leadership of other council members, neglect oépiainvolvement by educators, and
council training. The authors referred to the notieat educators generally do not
encourage or welcome parent involvement but regdrtam this study that “...the lack
of effort to involve parents appeared to be a mait@egligence rather than an overt
attempt to thwart parent involvement” (Kannapedlet1994, p. 14). The researchers
concluded that councils need training in group psscand decision making, more
information about the issues to be addressed aagtes for encouraging more
involvement of all member groups.

A paper presented by the Bay Area Research Grioilng @annual meeting of the
American Educational Research Association (AERAAmil 1995 reported on the third
year of a five year study of the connections betwamincil decision making and
changes in curriculum and instruction (David, 1994)is case study included data from
interviews in 13 elementary and middle schools dis#ricts in Kentucky. The researcher
interviewed teachers, parents, principals, schoaldh members, superintendents,
administrators at the Kentucky Department of Edocatand members of the Kentucky
Association of School Councils. She also reviewedspaper articles that mentioned
SBDM in Kentucky between July 1993 and July 1994h@ugh this appeared to be a
qualitative study, there was no description ofittierview process or format, nor was
there any explanation of the data analysis.

Results were discussed in a narrative that focasezbuncil formation, structures

for decision making, changes in classroom pract@ed school district supports. At that
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time 60% of schools across the state had estalllsti®ol councils. Introductory
training was provided and recruitment of parent oers, particularly minority parents
was challenging. School councils were beginningntwve away from a focus on
discipline and extra curricular activities to maréstantive issues like school budget and
personnel, but there was not yet any evidencenks§ Ibetween school council work and
curriculum and instruction. Structures that werniafied as crucial for effective decision
making included school councils that function l&keoard of directors gathering
information from all members of the school commyiaihd accessing information from
working committees in the school. The author atsessed the importance of effective
two-way communication with parents, as well as,dheial aspect of principal
leadership. Barriers to effective decision makiregevdiscussed as tendencies to
micromanage, lack of parent representation andfingnt time and information. Some
changes in classroom practices were linked to tiher grovisions in KERA. District and
state supports for school councils were limiteéayone at all levels was
accommodating to these changes. The report corctchidé characteristics of effective
school councils were: “Leadership that focusesétia on student learning; a role of
setting policy, coordinating and approving recomdaions; a dynamic and
interconnected committee structure; a communicatetwork inside and outside the
school; strong parent representation on commitees$access to knowledge and
professional development” (David, 1994, p. 14).

Din (1997) reported on data from surveys of stleoancil members in rural
districts in Kentucky. The purpose of this studyswa determine what councils

understood as their mission, what benefits theydaided from SBDM and what
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problems they had encountered. The researchersausedlomized stratified sample and
sent surveys to 252 schools, of which 132 respomdida 52% return rate. They
surveyed current members of school councils inclgdach principal, and one teacher
and one parent. The survey questions were bast#tgrovisions of the KERA that
delineated the mission of school councils and misluded open ended questions about
the benefits and challenges experienced by coorahbers. Although the format of the
surveys was described there was no descriptiomeofiata analysis. Data were reported
as frequencies or percentages of council time sperarious aspects of their duties. Din
reported that only 20% of schools addressed alsmdithe mission but most dealt with
the majority of the mission. Respondents saidttigt schools had benefited from
attention to policy development, communicationjeeing curriculum and selecting
personnel. They also identified problems as lagkasént involvement, time constraints,
local politics, poor understanding of legal reqments, and little focus on instruction
and curriculum.

Robinson (1997) points out that the desire fotdpettudent achievement has led
to many reform efforts in public education but ttiegse mandates must be examined to
determine their substantive impact. He was intetest evaluating the effectiveness of
shared decision making by school councils in Masssetts and looked at the process
and impact of school councils during their firsteth years. Research questions addressed
member’s perceptions of the implementation of pedi@and procedures of school
councils, and perceptions of their accomplishméritss research was described as a case
study utilizing both quantitative and qualitatiygpaoaches. Robinson’s sample included

members of five elementary school councils in ezfdiour urban cities in Massachusetts.
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Methods of data collection included research qaastires with a Likert type scale
given to all council members and structured in@mg with six individuals that
represented each school district and each constigmeup. The author described the
process for analyzing both the quantitative dadenfthe questionnaires using descriptive
and inferential statistical procedures and theitpiale data of audiotaped transcription
by coding, categorizing and interpreting the resgsrfrom the interviews. Robinson
concluded that there were significant and positivenges but not all schools were
equally successful in establishing policies andedures around issues of curriculum,
discipline, attendance and other areas. Council meesrperceived that they were more
successful when they had training, and when theg weolved in the development of
the budget and the school improvement plan. Memtbessribed barriers to their
effectiveness as lack of cooperation from teachrdsadministrators, budget constraints,
lack of parent participation, lack of training aaad overwhelming workload. Important
factors that facilitated the work of the councilere knowledge of school board
decisions, awareness of current educational issmelscooperation of council members,
flexibility of meeting times, and understanding ttevelopment and implementation of
the school improvement plan. The author discudsedirnitations of the study and made
suggestions for further research.

The Massachusetts Education Reform Review CommigdiERRC) was
established in 1993 to oversee the implementatitheoMassachusetts Education
Reform Act (MERA) (Minkoff, Cale, Cronin, Moscovit¢ & Mirabile, 2001). Their first
Annual Report in 2001 was based on data gather28 sthools on a series of indicators

in the areas of standards and assessment, accilitytdlstrict capacity, teacher
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capacity and finance. The authors noted that ssh@ete chosen in communities that
had a poverty rate over 20%. The schools were bbroke two groups based on those
who were considered performing above predictiontAnde performing below
prediction. Methods included site visits that irgd focus groups with parents and
teachers, interviews with principals and superides, and review of documentation.
Analysis identified trends and patterns for schgadorming above, and schools
performing below expectations.

Among the various aspects reviewed, results shakadnany high performing
schools did not have a well functioning school aoluand school councils in some of the
low performing schools were uninformed. School ailgnvere generally not viewed as
an effective vehicle for school improvement duéatk of training, financial constraints,
lack of parent and community involvement, and ceitfn over role definition. Although
many school council members were well intentiorledy were frustrated over their lack
of authority and the lack of funding to implemeatrge of their recommendations. Some
principals saw the school council as another bunesig chore and the authors noted that
school principals are usually not trained in cosssrbuilding. Schools also reported
having difficulty recruiting parents and communityembers for seats on the councils.
The report recommended that more training and Gi@dusupport be provided to school
councils and that councils should be encourage@velop multi-year improvement
plans. The authors also called for more researach®effectiveness of school councils.
MERRC also published a second annual report in 2002here was no data or
discussion of local school councils. Funding for RFEEC was discontinued in the state’s

fiscal 2003 budget.
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After several years of implementation of the refact in Massachusetts the
MERRC supported a study of the Department of Edoicat (DOE) capacity to carry out
its role in implementing the goals of educatiororaf and providing the structure and
resources to facilitate the changes (McDermott.e2801). Data were gathered through
document analysis of reports and documents abautiagidn reform, interviews with 73
current and former state officials, and survey®oél educators, including
superintendents, principals and teachers aboutrianpce of various elements of
education reform, communication with DOE, and bedaim roles of state and local
officials. There was a detailed description of &malysis of the survey data presented in
an Appendix with narrative and tables of figuremgdactor analysis and descriptive
statistics of frequencies and means. Appendicesiatsuded interview questions, survey
instruments and lists of documents reviewed buttheas no description of the analysis
of the data gathered from interviews or documents.

McDermott et al. (2001) reported that the Centerrinovation, a research and
development unit at the Massachusetts DOE wasrassifpe task of implementing
school councils and site based management. Thaegdsguidelines but provided very
little technical assistance to school districts] #re unit was disbanded in the mid 1990s.
The authors referred to a report they reviewedeyEducation Management
Accountability Board which noted in its’ audits1899 and 2000 that many districts had
not fully implemented the governance changes amndkest improvement plans did not
address issues of student achievement. Many ohtberiewees said that school
committees and school councils were in need afitrgithat had not been available from

DOE. “Lack of state level monitoring and support lfcal governance and management
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changes is most likely the result of both scarseueces and a higher priority given to
other issues such as standard setting and stusksgsament” (McDermott et al., 2001, p.

39).

Conclusions

The history of educational philosophy, practice kgislation resonates with the
importance of family and community involvement Imldren’s social adjustment and
academic achievement. Parent involvement in eduthtis existed from the beginnings
of formal education in the United States during28® century, through the changes in
legislation to empower parents in the mid'2@ntury, to the inclusion of parents and
community members as collaborators and decisioremsahk the more recent education
reform efforts of the present day. Reform initi@8\un various states have requirements
for school based teams or local school councitduding schools in Massachusetts under
the Education Reform Act of 1993 (MERA).

This philosophy and practice is supported by edold@nd developmental
systems theories that stress the importance dfoeships and the interconnections of
environments where children grow and learn. Thecephof parent involvement in
education is framed in the academic literaturdhasdeological organizer of the family
school relationship. The focus of parent involvettes shifted from one of activities to
relationships and families and community membegshamw viewed as collaborators
rather than receivers of a service. This chandedus is evident in the history of

educational legislation with the emphasis on pasempowerment.
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Research on educational partnership models watelinaind showed mixed
results with a need for more objective and longrabstudy. Other studies looked at
outcomes in academic achievement, school adjustraedtattendance with various
constructs and research methods. Many studiesquediiative methods but did not
adequately describe the design, data collecti@analysis. Much of the research in parent
involvement includes small case studies and feveexental ones, with mixed results,
leaving the reader with a positive sense of themicdl impact of parent participation in
the educational process but with the knowledgerti@ae research needs to be conducted.
Several authors pointed to the complexity of rededesign and the many variables in
studying relationships, as well as, the lack ofting available in this field.

Although provisions for parent involvement in schgovernance are mandated
by state and federal laws, the research on thésgseis significantly limited. The
implementation of school councils across the cquatid in Massachusetts has been
inconsistent and the evidence of their impact lesbimited. Some of the research
describes positive outcomes when councils funatiagthools with good
communication, trusting relationships between ppals, teachers and parents, and
where there is good leadership, district suppatadequate funding for school
improvement projects. There is a need for furthelitptive research that could provide a
detailed description of the organization, functaom accomplishments of local school
councils and could identify challenges or barrtersffective policy development and

lead to recommendations for improved practice.
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CHAPTER 3

DESIGN AND METHODOLOGY

Overall Approach and Rationale

In order to gain a deeper understanding of the anplfamily and community
involvement in school governance, | chose to ugeaditative methodological approach
in my study of local school councils in Massachtsséh contrast to a quantitative
approach that involves a hypothesis with dependedtindependent variables,
gualitative research seeks to understand relatipsisbrganizations or specific
phenomena by posing specific research questidns.”.l.research that delves in depth
into complexities and processes”, and, “...seekxpdoee where and why policy and
local knowledge and practice are at odds” (Marskdlossman, 2006, p. 53).
Qualitative research is conducted in the naturdsingeand implies that theory is
emergent, rather than preset, and evolves frorddbe Strauss and Corbin (1998) point
out “...that the purpose of our analysis is to btildory” (p. 88). This idea is often
referred to as ‘grounded theory’ developed by Bai@kaser and Anselm Strauss, which
means that “...theory is derived from data, systera#yi gathered and analyzed through
the research process” (Strauss & Corbin, 19982). ‘Here, the researcher does not
search for the exhaustive and mutually exclusivegmies of the statistician but, instead,
identifies the salient, grounded categories of nmgpheld by participants in the setting”

(Marshall & Rossman, 2006, p. 159).
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The significance and prestige of qualitative resiedras grown in recent years.
Qualitative research stresses the importance déggrsetting, and the perspective of
participants and uses multiple strategies to prediof and variegated analyses.
“Qualitative research involves the studied use @oiléction of a variety of empirical
materials--case study; personal experience; inbasmn; life story; interview; artifacts;
cultural texts and productions; observational dmistl, interactional, and visual texts—
that describe routine and problematic moments agahings in individuals’ lives”
(Denzin & Lincoln, 2000, p. 3). Previous researahsochool councils had focused on
their implementation and accomplishments as ameeetitity but had described neither
the relationships of council members nor the impaexperience of family and
community involvement. These studies had primagfyorted quantitative descriptive
statistics from survey data without the opportufitythe exploration of the social
phenomena that is afforded by qualitative methoghl@ his research takes the form of a
case study which allows in-depth description anglanation of the organization and
function of school councils. Case studies “...seelrtderstand the larger phenomenon
through close examination of a specific case aatkethre focus on the particular. Case
studies are descriptive, holistic, heuristic arductive” (Rossman & Rallis, 2003, p.
104).

Qualitative inquiry involves the processes of dgdion, analysis and
interpretation of data. Through the triangulatedhrods of observation, interview and
document review, | describe the function and inflee2of local school councils on school
improvement and explore the impact of the schoahcd on the relationships between

school staff, families and community members. Assearcher, | am drawn to qualitative
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inquiry as it provides a more comprehensive picainadividual lived experiences,
behaviors and emotions that influence organizatifumectioning and social relationships
that are not available in quantitative statistit@ualitative research, then, is a broad
approach to the study of social phenomena. Itsbuargenres are naturalistic,
interpretive, and increasingly critical, and thegwl on multiple methods of inquiry”

(Marshall & Rossman, 2006, p 2).

Site and Participant Selection

Marshall and Rossman (2006) discuss site seletticgference to the probability
of a mix of people and interactions needed foré&search, the ease of entry, the ability
of the researcher to build relationships with theipipants, as well as, the quality of the
data and the adherence to ethical standards. Goimgjdhe limits and practicality of a
dissertation study, this researcher chose threeegitary schools in different western
Massachusetts communities, one in a large urbgu{®ahool A or SA), one in a small
college town (School B or SB) and one in a smdbush (School C or SC) in order to
gain a range of perspectives on the subject, frdmd size, ethnic and socio-economic
influences, and elements of urban and suburban comties.

School A (SA) is a pre-Kindergarten to grade figal with an enroliment of
634 students in 2007-08, 269 females and 365 mBhesschool population is 66.9%
Hispanic, 11.4% African-American, 15.3% White, 5.R8xed race, and 1.3% Asian.
The low income students are 66.9% of the populatibin 27.6% characterized as First
Language Not English and 15.6% as Limited Englisdfi€lent. Students with Special

Education services make up 27.8% of the studeny.bod
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School B (SB) is a Kindergarten to grade six schath an enrollment of 476
students in 2007-08, 234 females and 242 malessdlin@ol population is 13% Hispanic,
6.5% African-American, 54.2% White, 10.1% Mixede&aand 16.0% Asian. The low
income students are 25.4% of the population witif%Bcharacterized as First language
Not English and 12.8% as Limited English Proficiéstiudents with Special Education
services make up 14.9% of the student body.

School C (SC) is a pre-Kindergarten to grade fahwosl with an enroliment of
280 students in 2007-08, 139 females and 141 mBhesschool population is 10.0%
Hispanic, 7% African-American, 85.7% White, 0% Maixeace, and 3.2% Asian. The
low income students are 19.3% of the populatiom & characterized as First language
Not English and 2.5% as Limited English Proficieésiiudents with Special Education
services make up 21% of the student body. (Stedigi@thered from Massachusetts
Department of Education website).

Although Punch (1994) pointed out that researchexg have difficulty with
access to research sites due to gatekeepersgsemrcher was fortunate in recruitment.
Initial contact with three principals was made bgphone during the summer of 2006.
Two of the three (SA and SC) were responsive aneealgto meet with me to discuss the
study in more detail. During our meetings in Aug2@06, both principals described their
experience with school councils and assured metheatschool council members would
be interested in participating in this study. | galtem each a proposal abstract and asked
them to share it with the school councils. Thedlmrincipal was interested but hesitant,
citing his lack of experience with the school catand he asked me to contact him

again in the Fall. He suggested that another dgvowipal in the district might be more
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receptive. | did attempt a couple of times to conbtam in the Fall of that year but had no
response. In March 2007 | spoke to the Princip#t@bther school (SB) in that district
on the telephone. He was somewhat reluctant, amtioned a concern about
interviewing teachers but did not say why. Aftemsodiscussion when he asked me
about my research questions, he agreed to let reedtwxess to the site. We agreed that |
would send him my proposal abstract and he gavefoenation on council meeting
dates in April, May and June 2007 and said he wputdne on the agenda. During
discussions with each Principal | asked about anyigions for research approval in
each school district and all three said there veasaed for this study and two of the
Principals pointed out that school council meetiagscovered by the Open Meeting
Law.

The next step in entry was my first meeting withleachool council which
happened in February and April 2007 when | explhithe purpose, significance and
process of the study, and described the methodbsgfrvation of school council
meetings, review of documentation and interviewthwembers of the school
community. | explained that all information gathetxeould be anonymous and
confidential, including the names and locationghefschool, and that | would be
contacting people individually for interviews anowd ask for written consent although
it was not necessary. The intended study partitgparre members of the school
councils and other members of the school commumtyuding teachers, staff, family
and community members, other parent or communiays, such as, the PTO, or
members of the school boards. Continued accessticipants was through contact with

the Principals and through individual contact dgmsits to each school and through
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telephone and e-mail contact to schedule interviélpsn request each Principal gave
me contact information for school council membéifser an e-mail request the Principal
at SA in the urban district replied with a listesimail addresses for school employees and
told me | could get the contact information frone fharent member when | attended the
next meeting. Without my request the Principal Btitsthe college town gave me a
typed list of all council members with telephone& @mail contact when | met him at the
first council meeting. After one e-mail and twoefghone calls to the Principal at SC in
the small suburb, he left me a message with comtémimation for two teachers and two
parents who were members of the school council.

This researcher contacted each school council biyaahe Principal in April
2008 to update them on progress of the researcféerdaccess to review of transcribed
interviews or observation data. Although this reskeer encountered some minor
difficulties, initial access to the sites via th@npipals, attendance at school council

meetings and reception to interviews from partiostpavere successful.

Data Collection Methods

This case study employed multiple methodsotlect data between February
2006 and January 2007 through observations, seoutsted interviews, and review of
materials related to the activities of the schanlril, school improvement and
communication within each school community. Theigiesf this study required a
variance in this researcher’s participation atdites, from general observation and

informal conversations, to specific observatior@iincil meetings, and individual
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interviews. As Hertz (1996) said, “Researchersnang acknowledged as active
participants within the research process not passdservers or scribes” (p. 5). | had the
opportunity to visit the schools during school s well as, after hours when most
school council meetings were held, which allowedtomeet various members of the
school community, have informal conversations aloetstudy, maintain relationships
with gatekeepers, and gain access to records.

This researcher took handwritten notes during @&shwhich included specifics
about the date, site, events, and participantstordd those notes in a separate file for
each schoolinformation management also included a log of datkection activities.
Data gathered through observations, through thegssoof all interviews and document
review were kept in an observational record, uguallerred to as field noteAs the
researcher is immersed in qualitative inquiry at site, the value of keeping field notes
in order to maintain some objectivity and proceskections on one’s own subjective
reactions is essential to maintaining opennesseceptivity (Emerson, Fretz & Shaw,
1995; Marshall & Rossman, 2006; Rossman & Rallif)3). Field notes are detailed
descriptions of what is observed and the resedscb@emments about those data.
Qualitative researchers should take notes of thitial and on-going impressions,
describe the physical and sensory environmentsfooukey events and observe
participants responses and interactions. “As fieldwprogresses and becomes more
focused on a set of issues, fieldworkers often eabciously collect a series of incidents
or interactions of the ‘same type’ and look forulagities or patterns in them” (Emerson,

Fretz, & Shaw, 1995, p. 2%landwritten notes and tape recorded interviews were
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transcribed into word files on the computer in agamized design, and this researcher
used gualitative research software to assist i#te analysis.

Marshall and Rossman (2006) maintained that, “Qlagiem is a fundamental and
highly important method in all qualitative inquir{p). 99). General observations were
therefore recorded about initial and ongoing actes$ise sites, conversations with
gatekeepers and interactions that related to thds/sPunch (1994) described qualitative
fieldwork that “...employs participant observationis central technique and that this
involves the researcher in prolonged immersiomalife of a group, community or
organization in order to discern people’s habitd groughts as well as to decipher the
social structure that binds them together” (p. 8)servations of council meetings
allowed this researcher to gather information alsouicil activities, observe the
interactions and conversations of members andthetehallenges and barriers facing
each council. As Alan Peshkin (1988) said the netes should look “...for the warm
and the cool spots, the emergence of positive agdtive feelings, the experiences |
wanted more of or | wanted to avoid...” (p. 18).

The study design called for observations of twanore council meetings at each
site. At School A in the urban city | observed foueetings in February, May and June
2007; at School B in the college town three mestingApril, May and June 2007; and at
School C in the small suburb two meetings in Apnt November 2007 given a variety
of scheduling issues and cancellation of meetihggs also able to attend an evening
community meeting at SC about parent involvemettt@school in November 2007,

which was prompted by the parents on the schootla@bwho reported that other parents
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had concerns about the school but did not heedsbggestion that they bring them to
the council.

At SA and SC | was asked to join the council memslag¢rthe table and at SB the
Principal initially asked me to sit off to the sitteobserve, although at one meeting
members asked me to join them at the table. Althaayincil members were aware of
my presence and my role as a non-participant, there some comments from teachers
at SA that they must be boring to observe and camsrend questions about my
thoughts on school council work from members at ABiough | attempted to take notes
during meetings it appeared to intimidate some neemand also distracted this
researcher from the activities or interactionsaatd) therefore, | either took quick notes
during the meetings or short notes made right afieetings which were transcribed into
the observational record soon thereafter.

Interviews were conducted individually in privatetions and participants were
asked for their written consent with an explanatiwat their responses would be
anonymous and used in analysis to determine caésgand patterns in the data
(Appendix C). Each interview was semi-structurethat it followed a standard format
of questions with opportunity to ask further quasss for elaboration or clarification of
interviewees’ responses. As a mature educatormahy years of experience working
with children and adults from diverse backgroundsve developed good listening and
interviewing skills with the ability to make paitants feel comfortable and respected. |
was able to engage participants in meaningful dizdoabout the subject matter and
remain objective in the role of the researcheerknews provide the opportunity to

“...capture the deep meaning of experience in theggaants’ own words” (Marshall &
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Rossman, 2006, p. 55). Interview questions wesedban the stated purpose of the
study and research questions discussed above awndtined in Appendix D.

The study design called for four to six interviem¢seach site with a balance
between school staff, parents and other commungmybers. This researcher invited all
those whose contact information | had to parti@patinterviews and offered multiple
times and location options. Five interviews wermpteted at each school with a mix of
participant’s roles from each site. At SA in thegka city interviews were conducted
separately with the Principal and two teachers ateomembers of the school council.
Multiple attempts to contact the two parent memioéthe school council received no
response. | conducted one telephone interview avdistrict administrator whose
responsibility is to facilitate parental and comntyiengagement in the schools. And a
fifth interview was conducted with a paraprofessionho is in a paid role as a parent
facilitator at SA.

At SB in the college town interviews were conductegarately with the
Principal, two parent members of the school coulcie community member of the
school council, and another member of the schoaminsonity who is a parent and
president of the parent organization. Multiple rpés to contact teacher members of the
council received little response except a couple-ofails from one teacher member of
the council who expressed interest in being ineaveid but never responded to proposed
dates after a few e-mail attempts. At SC in thellssadurb interviews were conducted
separately with the Principal, two teachers, ana parents who were all members of the

school council. See Table 1 for numbers of ineama and roles of participants.
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TABLE 1

Interview by Participant Role

Role School A School B School C
Principal 1 1 1
Teacher Member of

Council 2 - 2
Parent Member of

Council - 2 2
Community

Member of Council - 1 -
Others in School 2 1 -
Community

Total 15 5 5 5

The study also included a review of the matealdocuments related to the
school council and the involvement of parents amdraunity members in the schools.
Data from materials provides background or hisedrontext and can confirm or
contradict what the researcher is told or obser/eese materials were analyzed for their
content, and information from the material revieasvalso entered in the observational
record. Access to documents was primarily througéraction with the principals with

some minor assistance from secretarial staff anéwewas conducted as a solitary task.
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At SA in the urban city | reviewed the district asthool’s website, which
included a student and parent handbook and a nmeaottithe district’'s Office of Parental
and Community Engagement. The Principal gave méléisf school council agendas
and minutes and | spent some time reviewing thernads and copied some of the
documents as well as a district handbook aboutadadmuncil work. In addition to the
handbook, | also had a copy of notes and agendscharol council training or what this
district refers to as School Centered Decision MgKSCDM) which included
information on the decision making process andifips®n developing a school
improvement plan.

When | was at SA | collected and reviewed corredpone that was in the office
for faculty and families and some that was in thadfpal's SCDM folder. One was a
SCDM form used by teachers and parents for reingooesit. Another was a welcome
back letter in October 2006 to SCDM members froemAldministrator for Parent and
Community Engagement, which focused on increasargmng involvement and asking
that teams schedule meetings with them to meegthadt | also picked up a newsletter
from Arts in Education, a publication of the localiseums, a flyer about workshops
from the Special Education Parent Advisory Cou(AC), and a letter to all parents in
May 2007 from the Superintendent about banningedliphones in the schools. | also
reviewed the school improvement plan and the Hoole& Compact forms used by the
district.

Review of materials for SB included the districtiaathool website which
included a page about the Parent Council with argesn of their activities and goal, as

well as, contact information for officers and roparents and a link to sign up for
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newsletters. The Mission and Beliefs page is headdatie SB School Council and
includes the mission statement whose last sentgates that,\We seek a full
partnership with parents in realizing our sharedlgfor students, for staff, and for our
school.” There is a link to the school improvement plantwschool website and | was
also given a hard copy and drafts of revised cogsethe school council was working on
it when | attended their meetings. | reviewed goecdically copied some of the minutes
of council meetings during the 2006-2007 school yeal | also reviewed a book of
several months of newsletters that go home to fasnévery two weeks which appeared
to be put out by the principal with informationfndhe parent council includedhere

are bulletin boards in the foyer of the school vitformation for parents, with a
particular section devoted to Parent Council mestbpr and another bulletin board and
more flyers in the main office.

At SC minutes of council meetings, flyers giverptrents and copies of
newsletters were given to me by the Principal dftexd asked for access. There were
one, two or three newsletters each month althoegméntioned to me that he tries to get
it out each week. The Principal also gave me a deaphic report from October 2007
which gave stats on the 2006-07 school year inllemeat, comparative data from 2005,
2006, and 2007 on reading levels from the Diagnd®8iading Assessment (DRA), and
Massachusetts Comprehensive Assessment System (Mia#esfrom Spring 2005 and
2006. There is a bulletin board in the foyer of $khool titled, “parent bulletin board”
with some information and flyers. The flyers weranh 2004 and 2006 about speakers at
the school and a theme study, and included a memarents about parking outside of

the school. The agendas and minutes of councilinggetivere a smattering, as there were
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a few from each of the last three years. The Ryal@lso gave me a form which was a
copy of a Home-School Compact. Included in the paokinformation were copies of
the parent surveys from 2004 and 2007 which indutie number of surveys returned,
data gathered on a Likert scale about statemeatt$atused on curriculum, relationships
with school staff, facilities, technology and commaation. The SC Principal also gave
me a copy of the school improvement goals from 22034 and the School
Improvement Plan 2005-2008 which was longer ancerdetailed with specifics of

measurement, timelines, resources needed andriésEensible.

Data Analysis Procedures

Gathering, analyzing and interpreting data aretwiaed processes in qualitative
study (Coffey & Atkinson, 1996; Marshall & Rossm&006; Strauss & Corbin, 1998).
The analysis for this study was guided by the metequestions and the related concepts
in the literature. This researcher used what Rossand Rallis (2003) call ‘analyst
constructed’ categories identified through expergeand the related literature, as a
preliminary guide for data analysis. Data analysi systematic procedure for
identifying the categories and relationships evideithe description. Wolcott (1994)
describes qualitative data analysis as a “subseicbhical procedures to be followed” (p.
27). Strauss and Corbin (1998) describe the awalytibols of asking questions and
thinking comparatively. Besides questions of hod amat, the researcher should ask
temporal and spatial questions, such as, frequendyration and where, or

circumstances of an event; and informational qaastor those that address cultural or
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moral values. “Comparative analysis is a stableufeaof social science research”
(Strauss & Corbin, 1998, p. 78). In qualitativeeash we compare incident to incident
looking for similarities and differences, and we tiseoretical comparisons to help us
think about the properties and dimensions of categave identify in the data. It is
important for the researcher to continually idgntiata to follow up on and, “The analyst
should keep a list of emergent codes availabledi@rence” (Straus and Corbin, 1998, p.
222). Much of the literature about qualitativeadahalysis stresses the importance of
reading and rereading the data collected. CoffelyAthkinson (1996) said, “It is useful,
therefore, to keep coming back to the same datafwash analytic perspectives” (p.16),
and,”...We should never collect data without subsshanalysis going on
simultaneously” (p. 2).

In this research study data analysis began witih apding in order to generate
concepts or themes, or what Wolcott (1994) calbeding for “...patterned regularities
in the data” (p. 33). Open coding is a processicfaanalysis, as data are broken down
into small parts and examined and compared forlaiities and differences. “Codes
represent the decisive link between the origiralh‘data’, that is, the textual material,
such as interview transcripts or fieldnotes, onaghe hand and the researcher’s
theoretical concepts on the other” (Coffey & Atlons 1996, p. 27). Although we do not
think of qualitative analysis as numbers or cougtime are looking for themes or
patterns that occur a number of times or in spewrfiys. After the initial open coding of
the sources the codes/categories numbered tweagtty-and were taken from the study
guestions, such aspuncil activities and functigmgenda and decision makingpuncil

membership, diversity issuaadschool cultureUsing the qualitative analysis software
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| entered a short definition of each code and nsaee changes during this initial

coding. | also used an annotation window in thévemfe to make comments about a code
reference. Code frequencies showed high numbees 48) for agenda and decisions,
communication, culture, council membership, andethouncil function.

After the identification of general codes/categsyri@nalysis continued with the
search for sub-categories and through axial cottirsgyesearcher identified relationships
between categories, and some categories were cethbith others and some were
expanded in definition as relationships were disced. It was evident that some codes
intersected as two codes sometimes were appliagégment in a source and several
codes needed redefining and were divided into gaboaes. “Codes or their segments
can be nested or embedded within one another,\atap, and can intersect” (Coffey &
Atkinson, 1996, p. 36). Axial coding is the proce$seassembling data that were broken
down during open coding. The result was twenty-categories. See Table 2 for the list
of codes/categories and their frequencies fouridardata.

The term ‘axial’ is used because coding happensnarthe axis of a category
linking them to subcategories along their lineprperties and dimensions. “Axial
coding not only stimulates thinking about linkadpesween concepts or themes it also
raises new questions” (Neuman, 2003, p. 444). &edpd and refined the definition of
each code/category and described the propertiediarahsions of each. Subcategories
answer questions about the phenomenon, such ase whe, how, etc. Strauss and
Corbin (1998) describe the properties and dimessodraxial coding, “...properties give
us a means for examining the data” (p. 81), androperties are the general or specific

characteristics or attributes of a category, dinmrssrepresent the location of a category
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along a continuum or range” (p. 117). In axial capihe researcher also looks at process
or the actions or interactions that influence therppmenon. “Process in data is
represented by happenings and events that mayynataccur in continuous forms or
sequences” (Strauss & Corbin, 1998, p. 166). Cotlirglata in a qualitative study is a
dynamic process and the researcher must be avadr@aitial and open coding are not
sequential acts” (Straus and Corbin, 1998, p.136).

Like many qualitative researchers | used analygmos as a natural way to keep
track of information and visual diagrams as a cetecway to view that information from
various perspectives. Straus and Corbin (1998)“saidemos and diagrams evolve.
Perhaps the most important point to keep in mirttlas there are no wrong or poorly
written memos. Rather, they grow in complexity, £lgn and clarity as the research
progresses. Memos usually become more abstraceasgearch progresses and are often
sorted by category. Later, memos and diagrams reggta, amend, support, extend, or
clarify earlier ones.” (p. 218). My memos grew onplexity from the early ones that
stated facts to the later ones that described eaésgand attempted to better define their
properties and dimensions. The qualitative softvpaowided a means to diagram the
relationships between categories and | changedediméd those diagrams as the analysis
continued. The memos and diagrams helped me tawadithe process and the growth
or change in analytical and theoretical thinkingily this research. Memos helped to
record progress, feelings and the direction fotyamaand results.

As the analysis progressed, this researcher usectige coding as the process of
integrating and refining the theory (Miles & Hubeam 1984; Neuman, 2003; Strauss &

Corbin, 1998). | began to identify the similaritiesd differences in each school site
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through the specification of the properties andetisions of categories. Straus and
Corbin (1998) describe different techniques useskiactive coding and note that the
researcher “has been immersed in the data for sameand usually has a gut sense of
what the research is all about, although the reseamight have difficulty articulating
what that is” (p.148). That had been my experieaxeinitially gathered the data and
continued to read through the sources | was stoydke power or influence of the local
culture on parent involvement, and on the functbaeach school council. Further
analysis found a high frequencyaflture or school climaten the coding as well as
significant data arounschool council functioand its subcategories of school council
activities and agenda and decision making, marént involvemenwith its subcategories
of enhance parent involvement and PTO. These theger categories were linked by
communicationStraus and Corbin (1998) state that, “The fitgp $n integration is
deciding on a central category” (pg. 146), therefbreread memos and referred back to
the data for each category to illustrate themeaorparisons and | used the qualitative
software to draw diagrams and maps to illustradectinnections between categories and
to visualize how they were organized around a eéonategory.

Although it was clear that these three major caiegavere strong, | continued
with process coding or asking questions about ¢imelitions (structure) and looking at
the actions/interactions (process) in the data.cliteire or school climatevas a
condition that affected parent involvement andmenghip efforts. Partnership was a
subcategory of parent involvement and a philosdphyis a consequence of culture or
school climate. Theulture or school climatgvas also a condition achool council

function The process of action/interactions of tudture or school climat¢éhat evolved
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over time affected parent involvement and its’ esponding relationship to school
council function. Final analysis identified the trahcategory in this case study as the
culture or school climatevhich affects the structure and processchool council
functionandparent involvemerit the school, and thabmmunications the strategic set
of actions/interactions that facilitates and ackisalges behaviors in the school culture.
(see Figure 3).

Qualitative data analysis does not guaranteesatinatheory or significant
findings will be reached. Interpretation in qualite inquiry may be inductive,
developing generalizations from the data or deslacproviding predictions from the
observations or concepts identified. Wolcott (19€)tions that the “...novice
researcher should err on the side of too much gher, too little interpretation. The
prudent course is to bank on the contribution tonlaele through careful descriptive
efforts and cautious analysis” (Wolcott, 1994, @), 3herefore, this researcher will be

clear about the relationship of data to the desonpof results.
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TABLE 2

Code Frequencies

Code Total School A School B School C
agenda/decisions 72 27 27 18
benefits 16 3 9 4
budget 19 2 6 11
challenges 38 15 14 9
communication 77 25 26 26
community 14 8 5 1
influence

culture or school 94 45 37 12
climate

diversity issues 14 3 11 0
enhance parent 48 22 11 15
involvement

learning needs 25 8 8 9
parent involvement 37 17 6 14
parental influence 43 8 22 13
partnership 58 9 33 16
principal 29 8 17 4
leadership/influence

professional 6 3 2 1
development

PTO 67 17 43 7
school council 67 33 15 19

activities
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school council 56 24 23 9
functions

school council 36 4 19 13
membership

school 42 14 16 12
improvement plan

teacher influence 18 13 4 1
Total 21 876

Trustworthiness, Ethical Considerations and Linoiad

Punch (1994) writes about the challenge of fieldwnas the researcher is
continually negotiating with various people andiaitons and often facing ethical
dilemmas. These situations sometimes include deegmpal involvement, role
confusion, or the demand of physical or mentalréfforesearch. Building trust and
cooperation with study subjects is essential to/tility of the data and the integrity of
the study. The only ethical dilemma that this reslear faced was that access to one of
the schools was through a previous professionatiogiship with the Principal at SA,
who had been an Assistant Principal and colleaguthfee years at a secondary school
in this urban district, where I left my positionufoyears previously to work in another
district. Our working relationship had been a gesibne but | was somewhat concerned

when he introduced me to the school council wittosaddes for my professional work, as

148



| worried that council members would be reluctantalk to me. Although two teachers
did respond to requests for interviews | am noé sulnether the lack of response from
others was due to my relationship with the Prinlcipa

Qualitative researchers know that confidence amst tf participants build over
time through multiple interactions. The timelines €ompleting qualitative studies often
shift to accommodate this growth. | had hoped toglete the fieldwork in the Spring of
2007 but circumstances at two of the sites extengetimelines. | attended a fourth
council meeting at SA in the urban school in otdemake contact with a parent member
who later did not respond to my requests for aarui¢w. | sought out other sources
about parent involvement in the district and conéddnterviews with an administrator
and a paraprofessional in the fall and early winfe2008. Cancellations of meetings at
SC in the small suburb in the spring and fall cdd2@und me attending a council
meeting in November.

Researchers need to be sensitive to the polititdseo$ite while negotiating the
complexities of relationships during field work.tAbugh | hoped for some sense of
social acceptance by the participants at eachlsitas aware of the need for objectivity
and avoidance of close identification with any indual or group. Strauss and Corbin
(1998) wrote about the balance between objectaiity sensitivity during the process of
gualitative research. “In qualitative researchgeabyity does not mean controlling the
variables. Rather, it means openness, a willingteebsten and ‘give voice’ to
respondents, be they individuals or organizatig8stauss & Corbin, 1998, p. 43). 1 did
note during the data analysis of the interviews tlogcasionally offered comments and

personal experience which may not have been negaasan effort to connect with the
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interviewee. | was able to remain objective by canmy data from similar events,
gaining multiple viewpoints from participants amdking at a phenomenon from various
perspectives, such as interviews and observatidydamiliarity with the literature
related to the research questions enhanced mytisépso specifics in the data and
provided a source for comparison during the anadyfrocess.

Ethical concerns in research generally includeassaf harm, consent, honesty,
privacy and confidentiality of information. “Convigonal practice and ethical codes
espouse the view that various safeguards shoutdqirihe privacy and identity of
research subjects” (Punch, 1994, p. 92). The dedithis study called for all
participants to be adults and this researcher aggt/ate coding system to identify the
sites and patrticipants during the data collectitth wseudonyms used in the study
results. All participants received an abstrachef$tudy proposal describing the purpose,
data collection and analysis, and process of tdysand | was able to give an oral
presentation to each school council. Each parintipdno agreed to be interviewed
signed consent to use the information from therievs and for their permission to be
tape recorded. The verbal explanation and writtersent specified that all information is
confidential and that participants will not be itdléad by name.

In qualitative research the author must convineerdfader that the analysis,
interpretations, and conclusions are truthful,éelble, or plausible which is similar to
the notions of validity and reliability in quantiiize research. Validity in qualitative
research refers to the processes we use to evéheatieistworthiness of our observations
and the appropriateness of the interpretation rMrade the analyzed data. The credibility

of results in qualitative studies is dependentienttiangulation of data collection
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through multiple methods which offers data fromieas perspectives, as well as, the
rigorous analysis of the data. This study inclutteahgulation in data collected through
observation, interviews and material review andahhenticity or credibility of the data
is supported by the careful description of the daléection and analysis in detail in the
previous section. In addition to being aware of' ®&n subjectivity, this researcher
was conscious of my own effects on the data whitbesites and | looked for deception
or ulterior motives in the data. Peshkin (1988premended systematic monitoring of
the self by checking on the subjective ‘I's, sushla ethnic ‘I’, the justice seeking ‘I’ or
the pedagogical ‘I'. This researcher checked omtkaning of outliers or negative
evidence in the data, and sought validation froniggpants on previously collected data
from interviews or on macro information from obsaiens and document review.

With the exception of the aforementioned professioalationship with the
Principal at SA, all other relationships with paiiants were pleasant, cordial and
participants seemed genuinely pleased to assistithehis research. Not surprisingly,
principals were somewhat reluctant as they seedblkes as responsible for the school
councils although | assured them that | was naethe evaluate the effectiveness of the
council but only gain a better understanding offtlmetion of school councils and their
relationship to parent and community involvemermadhers at SA in the urban school
and SC in the small suburb were somewhat cautiod<sareful in their answers to my
guestions in interviews and | was not able to ergay teachers from SB in the college
town. Parents at SB and SC were actually deligtitadsomeone was looking at the role
of parents in school governance. This experientgremforced my understanding of the

complexity and time consuming effort of qualitatresearch. Although | was at each site
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several times and talked with participants infolgnahd in interviews, | would have
preferred additional time to observe and interatht warticipants at each site with the
goal of enriching the data.

This study adds to the literature about parerlirement in education but its’
focus is specific only to the role of parents ih@al governance. Limitations of the
study’s design are that there are only three sidésjtuated in Western Massachusetts
with a relatively small sample of participants cargd to the number of members of
school councils across the state. The richnedseoflata may have been impacted by this
researcher’s non-continuous presence at the gieesyillingness of participants to be
interviewed and the short duration of this disgenmtaresearch which limits the trust in
developing relationships. My visits at each siteena different times of day and | was
not able to observe as much as | had hoped. Thaeseawmaller amount of data from SC
due to loss of two interviews that could not bes@ibed due to tape recorder failure and
observation of only two council meetings and vey touncil meeting minutes in the
material review. Those who were recruited for mi@ws represented various roles in
each school community, although the balance at siéelvaried and the participants were
mostly female with the exception of the three nmlacipals, and the participants were
not representative of the ethnic population irtlad! sites. Although the site of this
research study is situated in Massachusetts, sbthe &indings may or may not be
applicable to local school councils in other states

The following chapters describing the resuftthis study are rich with
examples of the interactions and data collectezhel site. “An in-depth description

showing the complexities of processes and intevastwill be so embedded with data
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derived from the setting that it is convincing éaders” (Marshall & Rossman, 2006, p.
201). The information from this study may be tfersble to other sites with local school
councils as the data from multiple settings andtipiel participants should strengthen its’

validity.

Personal Biography

My professional work as an Educator has spannety years and | have learned
a great deal about the lives of families and timfiuence on the development of their
children. As | finished my undergraduate trainingpecial Education | assumed that |
would be working in a classroom with children bwith very few teaching positions at
that time, my career path took me into social/comitytservices. My first experience
was in a state institution for people with meng&hardation who had been placed there by
their families at the advice of professionals. Tieaation of people with disabilities and
lack of involvement with family and community lecerto graduate work in Early
Childhood Education in preparation for work in Bdrtervention, a system which
provides services and supports families and theahded infants and toddlers. During
many years in Early Intervention | learned abouepaing, family systems, social
services, interdisciplinary treatment approached,the vital links between children,
family and community.

This interest in children and their familieew me to the doctoral program in

Child and Family Studies at the University of Magsasetts at Amherst at the same time

that | moved into a position in the public schaadsa special education coordinator. My

153



experience taught me the power of family and comityumvolvement on the
development of young children and led me to myenirresearch focused on parent
involvement in the public schools. | worked foreavfyears in a large urban high school
and then moved to the same position in a suburdeameatary school. As | moved
through my doctoral studies, | began to focus nsgaech on school-family partnerships.
| was particularly interested in the role of paseintschool governance and its'
relationship to academic achievement. During teeflaw years, | have studied and
written about the concept of parent involvementeptteacher relationships and the role
of parents and community members in school govemaiforts in research on school
reform. As | read the research on parent involvanreaducation and the inclusion of
parent involvement in federal and state educatdorm efforts, | began to look at the
role of school councils in Massachusetts. Besidesvabasic guides on how to run a
school council published by the Massachusetts Deyeat of Education when education
reform was passed in 1993, | found very little mfiation on their function or any review
of their implementation. At the urban high schdehterviewed teachers about their
methods of engaging parents in their teenager<attn. | also interviewed some
members of the school council, reviewed documemd,observed a couple of meetings

In the Fall of 2003 | conducted a pilot researabjgut in a local elementary
school as part of a Qualitative Research courigedtniversity. The purpose of the
study was to explore the function of one schoohocdwand describe the members
understanding of school-family partnerships. | haaked part time in this school for
less than a year, so | had established some meddijps but my knowledge and

experience with this community of people was si@lv. | remained cognizant of the

154



limitations of conducting research in my own baaklya\fter gaining access and
permission for the study from the Principal, | sbugonsent from council members by
communicating with them through a letter explainmyg study and asking for their
participation through observation at their meetiagd through individual interviews. |
purposely chose a semi-structured interview appread could address specific
guestions but also leave room to pursue themeghtay by the interviewees. After five
interviews, observations of two council meetingg] aeview of some materials | was
able to describe why council members chose toquaatie, the type of issues that were
addressed, specifics about the roles of council nees) and how the work of the council
related to the policy development in the schdatlentified some themes and some
guestions, with a focus on the relationships amdmanication patterns in the school.
There were apparent power struggles between teaahdrparents, and | was surprised
to find the fact that the PTO influence and rold Bhifted significantly since the school
council was established. From other members o$§theol community | learned that
many teachers and parents knew very little abaupthrpose or work of the school
council. I gained a deeper understanding thattyipis of research needs to be longer in
duration and include more than one site in ordexdequately describe the work of
school councils and members understanding of sdlaodaly relationships. The course
time frame and cancelled meetings only provided dpportunities to observe the
interactions between council members.

My values and assumptions encompass ideas that goitynsupport and family
involvement in children’s education lead to betistcomes for everyone, and

specifically for children’s academic and social élepment. | have always been
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interested in organizational structure and intéoast or what Rossman and Rallis (2003,
pg. 95) refer to as “actions organized in socidlgras”. Qualitative research certainly
speaks to my interest in understanding the somaldrand is a very good fit for my well-
developed interview and observational skills andungierstanding of the value of
material culture.

Although my professional experience instilled &dfen the power of parental
involvement in a child’s development, my reviewtloé¢ literature about parent
involvement in the public schools, with particuédtention to the role of parents and
community members in school improvement, showednaistent empirical evidence to
support my beliefs. In fact, much of the literatat®ut parental involvement in
education appears to be based on beliefs, rataerttie results of research. | was aware
of the bias in my beliefs as | began this reseprokess. The intention of this study is to
provide some rich qualitative description of thkerof parents as it relates to the

education of children.
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CHAPRE

RESIS

Oview

The following three sections describe the resdltd® data analysis in terms of
the family and community involvement in school gmance at each site and the
function and influence of the local school counoitsschool improvement efforts. This
narrative also describes how the activities ofllechool councils meet the spirit and
intent of the Massachusetts Education Reform AdERM) and describes the
relationship of the school council to school stimilies and community members.
Analysis of the data identified the central catggmrtheme in this case study as the
culture or school climatevhich affected the structure and processchool council
functionandparent involvemernit the school, and thabmmunicatiorwas the strategic
set of actions/interactions that facilitated ankinmevledged behaviors in the school
culture. As | gathered the data and read throulghelsources | was struck by the power
or influence of the local culture on parent invahent, and on the function of each
school council and the insignificant impact of atgte or federal regulation on the
understanding of council responsibility, althougtvas clear that each principal

understood those mandates and their correspondmestrative responsibilities.
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TheCulture or school climatedescribes “the patterns of behavior, artifacts, an
knowledge that people have learned or created’a@@y, pg 86) that describe the school
community and reflect the school district and comityuat large. Properties include
values, demographics, history of council work, @ad/interactions or attitudes that
highlight a sense of community, attitudes or commeitt to school council work, and
school district practices that influence the wofkh@ council. Dimensions include
shared to opposing values, and cooperative to adral practices in the school.

School council functiodescribes an individual and community understandin
the structure and responsibilities of the schoahecd. Properties include knowledge of
regulatory role of the council and local procedsesnembership, council activities,
agenda and decision making, and communication thétschool community. One
dimension includes the role of the council fromiden making to advisory to
managerial. There is also a second dimension aammtinuum of power from a
balanced approach where all participate in decisiaking to educator dominant where
teachers and principals make decisions withoutrppam@ut, and principal dominant as
councils that function only in advisory role.

School Council activities, agenda and decision mgkindschool council
membershi@re subcategories of school council function atidhe story of the local
structure and routine interactions in school coumork. Properties of school council
activitiesinclude identifying the learning needs of the studgereviewing the annual
school budget, developing an annual school impr@regmlan which may address
assessments of class size, student-teacher rigsass in professional development,

enhancement of parental involvement; school safetiydiscipline; issues of school
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climate; extra-curricular activities; concerns abmeeting the diverse needs of all
learners or other issues. Properties of agendadadlype of agenda items and how/who
places them, and properties of decision makingiohethe type of process, such as
consensus or voting. Agenda can be plotted alafighansion of policy to information to
management. Dimensions of decision making includeaatic to collaborative
processes, and informal to advisory to formalizediglon making. Agenda and decision
making are the contextual conditions (how) of s¢lwoaincil activities (actions).
Properties of council membership include recruittfedaction, type of roles (parent,
teacher, administrator, and community member), graake-up (parity and gender),
history, longevity and size. Membership is a contakcondition of school council
function and a consequence of school culture.

Parent involvementefers to values or attitudes about parent engageand
actions that include families in the school comnyurProperties include parent and
teacher expectations, communication between paamatschools, parent participation in
school activities; and parent participation in sadhgovernance. Dimensions include
positive to negative values or attitudes, type oflel from provider/receiver to
partnership (teacher/school directed activitiesrte of relationships in collaboration and
partnership), more or less involvement based omsmmnomic status or language.
Communications one property/condition of the effortsénhance parent involvement
and the how (actions/interactions)pzfrent involvemenPartnershipis a subcategory of
parent involvemerdind a philosophy that is a consequenceutifire or school climate

Communications the exchange of ideas, messages or informatidriczuses on

communication with parents and other members osth@ol community. Properties
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include verbal and written communication that carbloken down into general
communication in the school and communication alieaischool council, with
properties that specify types of communication em@thom from whom. Dimensions
include informal to formal, controlled to open, aseldom to frequent.

School council function is a consequence of anerseatcts with the history and
culture in each school/community and the understagnaof authority and power over
decision making. The data show some confusion theerole of the school council
around what is ‘advisory’ and what defines ‘polioyking’. In order to include all
members of the school community in participatoryeyoance, MERA established the
requirement that every elementary, secondary, andtional school in Massachusetts
have a school council. (Education, 1994, Modi8@5) “The law contains language
such as "assist" or "consult with" the principae&ly it envisions that councils will
share in decisions that are the formal prerogatfy&incipals, to whom the law has
given increased responsibilities for the operatiomanagement of the school.” And
“....to meet regularly with the principal and assistdentifying the educational needs of
students in the school, reviewing the annual schadget, and formulating the school
improvement plan.” (www.doe.mass.edu/lawsregs/adyischoolcouncils/part3btinl)

The first section describes the culture at eaehasit the relationship and
influence of that culture on the function of théasal council. The second section
describes the relationship of the culture to pai@ndlvement at each school and the

influence of parent involvement on the work of sodool council. The final section
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describes the local culture and school councithe relate to theoretical frameworks of
parent involvement, particularly Urie Bronfenbreris@cological systems theory and

Joyce Epstein’s overlapping spheres of influence.

The Relationship and Influence of Culture on Schomlincil Function

This section is divided into three parts by sdlsite, and addresses the research
guestions about the activities of each school cband their relationship to student
achievement; members and others’ understandingediunction and role of the school
council; and the challenges and barriers to th&kwbeach council. The first section in
each part describes the school and community euétnd the history of council work at
each site; the next section tells the story ofstinecture in council work, including the
composition of membership, and describes the psesas agenda and decision making.;
and the last section describes the general comiaimrcin the school and specific

communication about the work of the school council.

The Urban School

The Culture and History of Council Work

School A (SA) is located in an urban district ibuwsy city neighborhood that is

mixed residential and business and adjoins a phblising complex. It is a large

building only built two or three years ago withaade asphalt parking lot but no outdoor
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recreation space for children. The Principal tolel thney use the gymnasium inside for
recreation. The district has an active teacherisruand a history of school council
teams or what is referred to locally as School Bd3ecision Making teams or SCDM
teams which predate education refofirhe culture has a tension or power struggle about
decision making between administration and thehiei@c(union) which appeared to be a
result of union negotiations over the years. Theaise some confusion from members
about whether the school council makes policy amelaf the teachers commented that it
used to be consensus in decision making but wem#éw union contract the Principal
has the last say. The Principal talked about pagyg district or administrative role and
the power struggles with teachers who want to hbifegepolicies to the school council.
The Principal at SA had been a Teacher and AssiBramcipal at the secondary
level for many years and has been the Principdlisstelementary school for the last two
years. He described the history of SCDM in theritisthat began as a project based
group effort for betterment in the schools in they1980s but efforts for change were
often stymied by the power struggle between theimidination and teacher’s union over
policy and decision making. When education refoegidlation was passed in 1993, there
was a shift for teachers (union) from more powedenision making to more of an
advisory role. The Principal described the conffithe Education Reform Act had come
in, and somehow, the Education Reform Act statat SCDM was to be an advisory
board to the principal of the building. But thedlear’s contract that had existed in the
district said that SCDM was to be a policy makimgidion board of the building.” ....
“To where you had the teacher’s union saying nig,ithan advisory board and we have

teachers who have power and input and all policéa® to go through this and had to be
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decided on by this board, which is totally contreo'yvhat the law was now saying was
supposed to happen. But the school department seteng® along with it and said that
no, this was in the contract. So therefore it wais@to somehow exist. So you had this
policy at the district that was in direct confliith the law” (SA Principal).

The Principal continued to describe his experiemitle the SCDM Team when
he arrived at SA two years ago, “Either SCDM wasfdyctional, didn’t happen at all in
any buildings from what | heard, especially | thatikthe elementary level, or on the
secondary level, it was in conflict all the timethimgs that happened within this district
that | could view. When | arrived at this schootreumtly the principal, when | arrived
here and inquired about SCDM, | was told the SClelkht was pretty much just
dysfunctional, didn’t really exist too well. Theneere at that time, there were two
members of the staff were still on it, one wasatigistment counselor, and one was the
collaborative development teacher for math, andgtiveipal by the end of the year. And
at the last meeting, those were the only peoplewsdr@ at it. | was like, where were the
parents? They said, well some people kind of drdpgdg stopped coming. They didn’t
do much. They might have gotten together and yawkidn't really happen. And |
said, no, that has to change”.

Although this urban district has a history of schiagprovement efforts, the
changes brought on by education reform and the psingggle between the teachers’
union and administration has created a culturegppeared to impede the work of the

local school council.
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The Structure and Process of Council Work

This urban district has a city wide SCDM Resouream which provides training
for SCDM Teams (school councils) and has a handliwatkexplains the responsibilities
of SCDM which are described as policies; updates fprincipal; review of budget;
planning faculty meetings, extended days and d&af€lopment; and identifying a work
plan for developing a school improvement plan. Mership is described as parity
between teachers and parents. The twenty-one magenent includes a general
description of SCDM Teams in the district and aeseof questions and answers broken
down by topic, i.e., budget, school committee peicmanagement issues, etc. The
stated purpose is to help the SCDM team be anteféedecision-making body. They
state that the basis of their information is thikective bargaining agreement. | also
reviewed notes/agenda for a SCDM training whicluded information on the decision
making process and specifics on developing a sahgwlvement plan.

The membership of the school council or SCDM Teaduded the Principal, six
teachers, and two parents, one of whom was the ®€&€ldent. All members were
women with the exception of the Principal and oredenteacher. All members were
white with the exception of one parent who is AdneAmerican. In this large, urban
district the teachers and the parents are paigh@nst for their work on SCDM. At the
beginning of the 2006-2007 school year the schealetary also attended but by mid-
year was out on a leave and the PTO Presidentheashired as the temporary secretary.
Review of the minutes of thirteen meetings durimgf tyear found the Principal was

always present; the PTO President was presentifoas; the other parent representative
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was present for six meetings; and there was arageef five teachers at each meeting.
The SCDM team met twice a month in the late aftemnaround a child sized table in the
school library. When asked what the benefits wenehy they became members of the
SCDM Team teachers said, “I think that if the teasharen’t active in that, that it's
important to have a voice. | think it's really yoway to be heard to the principal and
whoever else is here. | don’t mind doing it. Itislpan extra hour a week. And | don’t
mind doing things like, I'm a person who doesn'nohgoing to the computer and typing
the notes. So | don't find that extra work. Andythpaly you” (Teacher 1). Teacher 2
explained, “...so | have sort of been looking for w#&y reach out and be more a part of
like | said, the community”.

The structure of the SCDM process at SA appear#dist embedded in the
tension between the administration and the teashmion as there appeared to be very
little cooperative work beyond sharing of day ty details. “I mean it was more these,
this is the process of SCDM, rather than the proddeacher 2). Activities at council
meetings included setting a calendar of SCDM mgstimformation on the school
budget from the district, setting a date for opende, review of a mission statement,
course selection after teacher survey, day to dalyiegm solving, i.e., schedules or use of
copy machine, no discussion of a school improvemkamt, and the principal’s report on
management issues. The SCDM meeting appeareda@laee to share information,
hear complaints from teachers, and a place foPtirecipal to answer questions about
professional development, class allocation, figjgst and the process for evaluation of
paraprofessionals. “And so we talk about the thihgs$ are important to teachers, but

sort of these larger, or smaller issues | gueds;aatly larger issues, the smaller things.
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And then the principal always has a chunk of timétk. And it seems like he’s always
talking about like staffing issues, because we gbVeve staffing issues; people who
haven’t been hired and will be hired — all of thetd of thing. And he talks about any of
the directives that come down from downtown” (Te=ch).

The agenda followed what appeared to be a routimadt: ‘Speak out’ where
general information and concerns are shared; ‘Batis report’ of information and
issues; ‘PTO report’; ‘Old business’ and ‘New besis'. “But it's basically the same
thing on the agenda every time. It's nothing, wa'd@nd I think that’s a function of we
don’t really know what to put on the agenda” (Tesch). At one meeting there were
many comments from the Principal about system gssueh as communication about
reading initiatives and professional developmerdughout the meeting. “We're in such
a large school district maybe - that so much cofmes the top down and not so much is
happening within the buildings” (Teacher 2). At drey meeting the agenda items and
conversation appeared to be teacher-dominatedtiatbxception of the two reports
from parents, one a report on PTO fundraising &edther which included a parent
reporting on funding secured from her husband’spgamy, and a couple of questions
from parents. No one commented on parent reportasi@d their opinion or input on
other issues. “Because | don't get the sense thdtaaly knows or cares what we talk
about unless it's directly related to them” (Teache

During my observations of four meetings there were@xamples of substantive
decisions except the responsibilities for timekegfaeilitator and taking minutes at
meetings and a decision on a date for an Open HQuas®/ersation was congenial with

several side conversations between teachers. Mimfiteeetings showed lists of topics
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with pieces of information but no indication of ai®am decisions. Responses to
guestions in interviews about decision-making céld the historical shift in SCDM
function and uncertainty about role of the couri@ihey (teachers) used to have more
say in what went on and always everything had tbybeonsensus. No longer, it should
be consensus but the Principal has the last say*But we don’t really vote. We
usually talk about it and everybody agrees. lbissensus” (Teacher 1).

“Or maybe it's whatever side the principal votes that’s the winning side.
Something like that. But he definitely gets morexaay in things. He can also put
anything on the agenda that he wants to at any oehe principal definitely gets more
of a say in things than the teachers do. And lIlfkelthat sort of comes across in the fact
that principal’s report is always longer than ahyhe@ proportions of the SCDM meeting.
And like | said earlier, it does go back to thetfidnat he’s got a lot to tell us, but it seems
like that's more of what our meeting is, is himite} us things rather than us deciding
things” (Teacher 2).

“Also, it now states in the (union) contract th&[3M does not have to be
decided by consensus, everyone agreeing. It caedded by vote with the majority. |
think it's a two thirds majority if I'm correct {p@roving something. But nothing can be
approved unless that two thirds majority includes principal” (Principal).

Teacher 2 talked about her experience workingvndistricts and commented,
“Is it better to be in a place where you have tineggle of no PD (professional
development) and no curriculum, but yet you can gbnelp develop that kind of thing?
Or is it better to be in a place where you gobéathat but you don’t have any say in what

itis?”
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When asked about challenges to SCDM work the Rrah@aid, “ | think trying to
really get this to be what it will be when the neantract comes out, moving in that
direction. Maybe more in compliance with what tae Isays, than what has been in
previous times. And always try to make sure thabBIGtays not as a complaint
department, but that it stays hopefully as thatyetd move the building forward.”
Teacher 2 said, “I think that the primary one toseems like the fact that so much of
what our school has to do, comes from central efffnd that we don’t have a lot of
autonomy in deciding anything, much less reallywgea decision making body.”

At one SCDM meeting the Principal said there wdadd visit from someone
from central office and he explained the procestaluating the School Improvement
Plan (SIP). In the interview with him he explairtedt the SCDM Team does not develop
the SIP but is responsible to monitor it. “Therattually a team that's formed. It's not
the SCDM team that writes the plan necessarilyyTtae to have the final approval of
it before it goes to the school department to hp@amed.”... “But it’'s the SCDM to
make sure that it is implemented however” (Pringip&SCDM has to approve the
school improvement plan. The school improvemem @aleveloped by like the math
person, it's usually by committee” (Teacher 1). B# SIP is data driven with scores
from both MCAS and criterion referenced tools, like Diagnostic Reading Assessment
used at the school. There are three goal areasglisié Language Arts, Math and
Science and some of the objectives are taken birfectn the Massachusetts Curriculum
Frameworks. “The plan is totally based on data,dtta driven” (Teacher 1).

Teacher 2 described the relationship of the SCDdvhteo the School

Improvement Plan. “But she does it. So it's no¢liks the SCDM team sat down and
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said, how are we going to do this part of the nsatiool improvement plan? Let's do a
problem of the week. It was the ILS (teacher) tahe up with that. She happens to be a
member of SCDM so that blurs lines anyway. Butdlpn't feel like we ever sit down. In
fact one of the new members of SCDM said, doesyboely have a copy of the school
improvement plan? And we all were kind of like um,we don’t. So (Principal) was
going to get us all copies of it. So | guess tloat of tells you how much we refer back to
it when nobody has copies and nobody really thatksut the fact that we should have
copies. And she brought it up because she useel &b & different school where maybe
things ran differently. I'm not sure.”

The data from SA showed several discussions atN&@iRetings about the
development of a mission statement for the schobitllid not appear to have any
relationship to the school improvement plan. Thiy omention of budget issues in the
data was when the principal reported on it fromdistrict level. The only data on
learning needs or student achievement came froonnvétion in the School
Improvement Plan and a few mentions of grants @edialty curriculum programs used
in the school at SCDM meetings, but there was sousision about achievement or
learning needs. At one meeting a teacher asked abores form a standardized
achievement test and there was a brief discussitreaemographics in the city schools
that affect the scores but no suggestions or garesddressing the issues. Minutes of
some meetings listed professional development aganda item but there was no other
information.

Although this urban district has written materiafsgl provided training for SCDM

teams (school councils), the structure of meetmgs predetermined by the teachers’
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contract, and the agenda and discussion involveaapity day to day management
issues. Membership was educator dominant with éidhiresence or participation of

parents.

Communication

Participants in this urban school made commaebsiiacommunication with
other teachers and communication about the SCDMingsein the building, “They’ll
(teachers) come to us in the hall or in our ofaoel say could you bring this up or what
can | do about this. And we usually say bring iSt0DM because what can we do about
it. “ And, “l know that in SCDM you are supposediost the minutes and post the
agenda for the next meeting somewhere public, eplpe&an in fact come to the
meetings and know where they are. We're not godldadtand that's something we
should improve this year” (Teacher 1). “SCDM mamiaire always posted for the faculty
in the faculty lounge” (Principal).

In summary, the most significant cultural influeraoethe work of the local
school council, know as the SCDM Team, in this arbehool was the historic power
struggle over decision-making between the admatisin and the teachers’ union.
SCDM membership was educator dominant with inceasisattendance of the two
parent members. The structure and process of ti#vBflork appeared rigid and the
agenda followed a scripted format presented imidigtaining materials that reflected
the teachers’ contract. There appeared to be itdeydooperative work or decision

making beyond the sharing of day to day managdetlils. The School Improvement
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Plan is not developed by the SCDM Team and theeensasubstantive discussion about
achievement or other school improvement issues.€llias minimal communication

about the work of the SCDM team with school staffamilies.

The College Town School

The Culture and History of Council Wor

School B (SB) is in a small college town situatadike outside the center of town
in a residential neighborhood with plenty of outdptaying fields and a new playground
structure. The building was built in the 1970s #meschool council discussed applying
for state funds to do some improvements. When édske Principal to tell me about his
role in the school he said, “I've been principathirs school for 17 years. I've also lived
in the community for 25 years. And both of my chald, who are now out of college,
went through this school and through the publiosth” He told me that the previous
principal had a building committee in the 19700betthe building was built and he kept
that group as a planning committee which grew théoschool council. “So it was a
fairly smooth evolution to just go from that plangicommittee into the planning council.
Traditionally the planning council at SB had, ba#lichad decision making authority
over, once the budget was set, how many teacharklwe at each grade level. So they
didn’t get to choose how many teachers the schad| but if it was choice between you
know, did you have four teachers at grade fivethnee at grade four or the other way

around, that was one of the decisions that waptihgew of the planning committee to
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make. And the old planning committee when, and softtleat tradition carried over to
the early years of the school council. Over tinmeolved things to more, in my view,
more consistent with the state law, which is thatd4chool council is advisory to the
principal” (Principal). In addition to the strongstory of family and community
involvement in school governance, another sigmifigeart of the culture of School B is
the Parent Council, rather than a PTO, which iy aetive and the conduit for parent

members of the School Council which is describethénsecond section of this chapter.

The Structure and Process of Council Work

The School Council membership at SB includes thheckal, three teachers, five
parents and one community member. There are sixanand four men including the
Principal. All members are white with the exceptadrihe community member who is an
African-American Parent members appeared to be highly educatedduodig who have
specific interests and expectations for their chiltiucation. In an interview the
community member on the council described the mgkef the group, “....a group of
very like minded individuals. | have to say | thithkvas by design in some ways. | think
so, because a lot of the people who were on theatlonere approached by one or two
different people.” From my observations and revaduninutes of seven meetings during
the 2006-2007 school-year the Principal was alvpagsent, the community member was
present four times, and there was an average ofeaghers and three parents at each
meeting. The school council met in the early evgr@iha comfortable conference table in

the Principal’s office. The atmosphere was collegral respectful, and they were
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welcoming of this researcher. They brought snaslshaire and the agenda was directed
and productive with some differing opinions and ¢baversation about some issues was
intellectually stimulating. There did not appeab®any tension on the surface between
teachers and parents but | was not able to gevhiine three teacher members to respond
to my request for an interview. | did, however, getny responses from parent members.

The SB Principal described his role in the schaeoincil work, “That | have felt
my responsibility as the principal of the schookwa keep the focus on students who
were not succeeding, and making sure they were Imlimag resources to close the
achievement gap. And while parents have not beengly opposed to that, that's not
you know, it's not the thing that’s closest to theeart. And you know, so | think there’s
probably almost always in a school like this anywthgt kind of inherent tension
between the principal’s vision of what the thinglsabout, and the parent members at
least of the school council.” The Principal commeeinon the composition and election
of council members, “So never has the electiohinkt on either the staff or the parent
body, given us a council that was representatiysvhere, racially anywhere near in
proportion to the body. Now that’s not so much lbsesa white majority elected the
white people and didn’t vote for people of coldis more because people of color didn’t
put themselves forward or weren’t recruited or difeel you know, interested or ready
or welcome to be candidates.”

Responses to my question about the benefits ofatlomembership elicited these
comments. “... But I'm not sure that’s really whgdid | would run. | think it is more
that (Principal) is actually a personal friend” (&¥a 1). “I became involved because |

was recruited by a good friend, an aerobics teacherine, who happens to be the parent
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council president. She’s extremely active in thenownity and that it would be a
valuable experience for me to do, especially slitwal a son that would be going into
kindergarten, actually starts this September. thought it would be a good idea to get
involved prior to him starting, to get to know tlé bit of behind the scenes of how the
school works. And I'm a firm believer in gettingvimived because it's very easy to stand
by the sidelines and complain and say that things'tagoing well, but not to do

anything about it” (Community Member 1).

School council members talked about the challenfggtting to night meetings,
dealing with budget issues, and one parent thatglduld be a challenge to be on the
school council if her child’'s teacher was also anmher. Community Member 2 who is
not a member of the school council talked abouttialenges of school council work, “I
think in terms of policy, | think there’s limitedreount of policy decisions they can make
at level School Council, because so much of thegally made at the level of
Superintendent’s office, district level, at stated|, at national level.” Community
Member 1 commented, “And you want to do the besyéar child. And if you're in a
position that you can make it happen, then youktbicay, but is that the right decision
for your child or ultimately _ the communitgo that was a challenge”.

A Parent member of the school council talked abloeichallenges in the
changing demographic in the community, “I think ipebly the school has an additional
challenge in that more and more people are apattdvegilers who tend to move and it’s
really hard.” And the Principal spoke about thellemge of equitable representation of
all families on the school council, “I do think onéthe challenges school councils in this

school have, tended to be parents from more ehfiilies with students who for the
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most part are on the more successful end of theeazia performance continuum. So it
is difficult, whatever their values and principlés difficult for the council to truly be a
force for the school serving the most disenfrarexthisnd the least successful students.
And | think that's an inherent contradiction in tivaole structural things.”

The data showed that activities of the school chumduded review of the
School Improvement Plan (SIP), application foresfanding for a project, discussion of
budget issues, issues of enrollment, PTO playgrquojgct, issues of diversity,
communication between teachers and parents, emvéotal issues, and advocating with
the school committee. The minutes of their firsetirgg of the year indicated that the
agenda was an overview of the school council, oholy the history, members’ roles, and
the responsibilities of the council which “inclushgut into the budget and school
improvement plan, advising the principal on iss@egl serving as liaisons with the
greater school community”. They also talked alvaloy they chose to be a members,
reviewed the decision making process and set ngedétes for the remainder of the year
with decisions on who would take notes and who wduing snacks.

Review of minutes of all the meetings indicatesdmiation being shared, the
principal asking members for their opinions abauddpet issues, discussion of diversity
issues related to achievement and social justiekreview of and decision making about
goals in the school improvement plan. “The mostceete piece is going over the school
improvement plan every year” (Parent 1). “Priottat every time (Principal) would give
us an update on budget issues as they were baogsded among the principals and his
information was always ahead of and, in terms off88re detailed than the information

| got from the (town)” (Parent 1). “This last cauilpone of the key contributions it made
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was it raised issues about the relationship betwekaol and environmental preservation
and restoration” (Principal).

The SB School Improvement Plan for 2007-2009 hesdoals with
corresponding objectives. The first goal is studeatning; the second goal around
enhancing skills for staff and students, includsogial justice; the third involves creating
a culture of achievement; the fourth goal is almmmmunicating and connecting with
parents; and the fifth goal is about an effectremsition with a new principal (as this
principal was retiring at the end of the schoolrye@bjectives under communication
with parents were outreach to parents of incomingl&rgarteners, monthly curriculum
letters from teachers, attendance issues, and mptoes for affinity groups to meet.

The data also included comments and descriptionslt#borative decisions. The
Principal commented that the school council haaduisory role rather than decision
making although he said that decision making atthencil meetings is by consensus
which was agreed on at the beginning of the yé#inely need agreement for a deadline,
they take a vote. “I think the faculty sees thaufgcand me as the key decision makers,
not the council.” ... “l would argue that decisiorakig is not the key role of the
council, that it is input and view points that makbig difference” (Principal).

The Principal reported that he sets the agendtéofirst meeting of the year and
“....they end every meeting with you know, what da yeant on the agenda next time?
But usually a council gets a, there are thingsybatlearn the council always wants

updates on. What's happening with the budget? Weectany staff changes?”
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The principal described his role and the co-clf&verybody gets to talk. Everybody
gets their say. So for the, | mean everybody’s awlaat there are co-chairs, but
people pretty much look to me as the leader ircthencil.”

“My assumption has been that the principal setagenda. And my assumption
has been that the principal ultimately makes theesttens, but with advice and feedback
from the teachers and parents on the committeethatiis an assumption” (Community
Member 2). “I think (Principal) very clearly setee agenda. At the start of every
meeting he says these are things we need to diddhgik decisions; | don’t think we
ever really voted on too much” (Parent 2).

“And then (Principal) would mention any particuthings that he wanted to put
on the agenda. ...., so he would go and put thosesitey and ask if anybody else had
items. And often times they did. And we would fellthose. Sometimes because of the
two hour time constraint, we wouldn’t always gabtigh things. But he was pretty good
at sort of monitoring the time, sort of like if weere really spending a lot of time on an
issue, he would ask if it was okay to drop, to mseme of those later items to the next
meeting — unless somebody had a very specific reaby. So it was very controlled. It
wasn'’t a sort of free for all. It always had a vdgfined path” (Community Member 1).

“We meet once a month and he (Principal) was gend at checking in and
remembering. So you know, maybe third or fourth tinge he would mention okay, this
is what we talked about, anybody want to make cesPgAnd we had a note taker. We
had an official note taker every meeting. We ratateat responsibility. And our notes
were published, so we actually had to write thenawgh then we sent them to (Principal)

who reviewed them. And often he would make chamge®rrections, and then those
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minutes became public for anybody that wanted ad teem” (Community Member 1).
Participant’s responses to interview questions atimiprocess of decision-making: “I
think (Principal) was asking for guidance and sbran ear. | think ultimately he made
the decision” (Community Member 1). “I think it ®aborative certainly, there’s
certainly open discussion” (Parent 2). “It wasyveruch consensus” (Community
Member 1).

The process and structure of school council woigdhiool B appeared to be a
cooperative one with the agenda set and manag#weBrincipal with consensus in
decision making. Membership numbers were largep&wents than teachers and the
school council was actively involved in developargd reviewing the school

improvement efforts.

Communication

Examples of data about communication at SB wasa@woauncil communication
with school committee through written letters attéradance at school committee
meetings; biweekly newsletters and e-mail calefrdan parent council; information on
the school web site which includes the school imeneent plan; discussions of
communication with parents at council meetings;ikahrectory; surveys and letters
about school council; and parent conferences. Eaesletters included information on
school events and fundraisers, Parent Council mepetites, MCAS schedules and the
role of standardized testing, information on they peactice of assemblies, requests for

volunteers, and Special Education Parent AdvisayrCil meeting dates and agenda.
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Parent 2 reported that school council meeting dagre in the e-mail calendar but there
was no mention of school council dates or theirknnrthe newsletters reviewed.

Comments gathered in relation to communication af@ischool council: “I'm
thinking perhaps once or twice a year, some memensout with a big packet of other
information that describes some of what School Coiras done. Occasionally there's a
survey that goes out that would be brought backdwool Council” (Community
Member 2). “Well the communication is definitelyough the school committee, which
if people are interested, they would hear that. 3¢t@ol improvement plan is also posted
on the website. | believe, and I'm not certaingliéve that (Principal) makes an
announcement, either in some start of school, hawdlhat there is a parent council,
and what that function does. Actually it's trugust received something in the mail that
there’s a parent school, there is a school couaed, what that does.” (Community
member 1) “And we have not done a lot franklyptdlicize the work of the school
council” (Principal).

The Principal talked about the influence of theostltouncil and various
members at the town level, “| have used the couhoiigh, and you know, and | hear
that phrase you know, but parents have used iintaisand teachers have used it this
way, | mean any number of us have used the cotmnilobilize support and to be an
advocacy group for certain decisions at the schooimittee level.” Efforts in
communication in this college town school overlappemany ways with face to face
and written communication by school staff and theeRt Council, and between the

school council and the school committee.
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In summary, the culture at School B is influencgdibmix of many well educated
parents and the needs of a diverse student bodayelhas, a strong history of family and
community involvement in school governance. Theespassionate beliefs about the
value of parent involvement and dedicated effomerg staff and parents to engage all
families. Another significant part of the cultueethe influence and work of the Parent
Council, which is very active and the conduit fargnt members of the School Council.
The process and structure of school council work feamal, yet comfortable, and the
agenda was set and managed by the Principal witbecsus in decision making. The
school council is actively involved in developingdareviewing the school improvement
plan, as well as, discussing budget and studem\aent. There are many layered
efforts to communicate with families face to faciéhm the school and through written

newsletters and electronic mail.

The Suburban School

The Culture and History of Council Work

School C (SC) is in a small suburban city located mixed residential and
business area with an outdoor area that is moktbktop. The building is over a hundred
years old and presents challenges for the scheqlthey have no gymnasium and
limited funds for any upgrades. The Principal hasrbthere for six years and had worked
as an administrator in other districts before del &ducation reform. The culture at SC

appeared to be a comfortable, cooperative onel haoti sense any tension between
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teachers and parents on the school council andwioek together appeared to be
informal with a practical, problem solving approaBloth teachers and parents welcomed
me and responded to my requests for interviewsnse of positive attitudes about
community efforts came through in the observatiamsrviews and material review. The
description on the district web site: “The schaais governed by a seven member School
Committee, which includes the Mayor, elected evexy years. Active parent
involvement is encouraged in the Parent Teachear@zgtion, School Councils,
Community Association, School Volunteers,@ber of Commerce, and the
Regional Education system which is well maintainad has been cited by the State
Department of Education as a leader in collaboeatite-based decision making.” |
found the most poignant example of the culture wiasn one of the teachers had passed
away during the previous year, parents and faméynivers volunteered to substitute in
the school so all the staff could go to the funef&@lVe have a good community that when
there’s something going on, seems to be able tm diu some backing and get some
things accomplished” (Parent 2).

One of the teachers described the collaborativéwothe community before
education reform was passed, “At that time, justiteeed reform, the district was also
pulling together all the different school improvameouncils and coming together as a
district to do a collaborative agreement betweéthaladministration, the teachers and
the school committee. So we had a collaborativeeagent. We looked at Patrick
Dolan’s work about change and systemic changeef@sentatives from family, from
the parent community, the regular business commuaitd the school system, came

together at these larger meetings and we learned abmut system change, which was
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about to happen with the ed reform.”... “We calledsalves School Improvement
Council. And at that time we would come togethéhwat least two community
members. | think we had the fire chief and we teddommunity police officer and
about four or five parents and about three or feachers, as well as the principal, sitting
in a group. And the kinds of things we talked abmate budget suggestions, parent
involvement activities — not PTO like, but moredikow to bring families in and do
literacy kinds of things, math nights” (Teacher 2).

The culture at this small suburban school was ctfle of the history of
collaborative efforts in school improvement thatlied families and community
members before the inception of education reforcha@mtinued with an informal,
problem solving approach in the school council veithemphasis on communicating with

families.

The Structure and Process of Council Work

The Principal at this suburban school describeduhetion of the school council,
“Primarily our school council is an informationahl of a meeting.”..." The relationship
is a good relationship. | mean it’'s not; it's natadversarial thing. It's not; I've never felt
like it's us against them or anything like that.tBalso will say that you know, and |
think | said this to you when we first started thisole thing, it's not a real dynamic kind
of a situation. It's not a, it's not a situation &b, it's not a team. | don'’t feel like it's a
team. | feel like it's a meeting where we’re kindsbaring information and hearing

concerns. | mean that’'s how | see it happening.”
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Although I never received an official list, it agyed that the School Council
membership at SC included the Principal, two teessland two parents. There are four
women and one man who is the Principal. All membeeswhite. Another teacher
attended one of the meetings | observed but | waslaar on her membership. One of
the parent members told me there were three parehthree teacher seats on the
council. There was no current community memberhawlt been in the past and both
teachers and parents interviewed talked abouttidivished they had a community
memberThe council meeting was held in the Kindergartasstoom next to the office
around a small table, sitting in small chairs.

The principal described recruitment of parentssfdrool council members,
“Primarily our school council is an informationahld of a meeting. We don’t have a lot
of interest in being on the school council fromeds. And part of that is | think, it’s still
not really clear. | don’t think parents are reallgar as to what it is. So we kind of have
to recruit people to serve you know, the emptysseatd it's a struggle for us to get
teachers to be on it too because it's another mgatis voluntary and so forth.”... “We
put a thing in the newsletter in the very beginnifighe school year, asking you know,
explaining what the school council is, the levetommitment that’s involved, and
asking anybody to sort of self nominate. And theopen house we’ll have a little
election.” A teacher and a parent told me thatntleenbership is supposed to be two
years but they had been on the council for seyerals due to lack of interest from
others. A parent and a teacher described the bewéicouncil membership, “No, |
actually think that it gives you a voice. And ting is, it's really nice to know, it gives

you an insight of what’s going on, what the proldesine that the school is facing, what
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the upcoming events are.” ... “It gives me the chancgt down and really say the things
that I'm worried about and bring up the parent @ns” (Parent 2). “But what you can
do is, you can have voice. And that means a lotkymw, just to have voice” (Teacher
2).

In response to questions about challenges fordhea council both parents and
teachers talked about budget issues. “I think sonestwe feel like we don't really have
all that much say in the larger policies. A loteafucational policy comes down from the
state or federal government” (Teacher 2). One efolrents talked about scheduling
issues and that it was a challenge for recruitomgmunity members.

The data showed that the activities of the schoohcil were planning for what
they called ‘coffee talks’ which were evening sessifor parents to gather and talk about
the school and their ideas/concerns; physical mglésues and parent assistance with
specific projects; safety and parking; budget issMCAS results; open house and math
night; School Improvement Goals update; and pagenteys. “It is still a place to talk
about budget in a seasonal way. It’s still a pkacelk about the school goals. It’s still a
place to talk about a survey of parent concernsterests” (Teacher 2).

The principal directed the agenda and the coustilip the agenda together for
the next meeting. The agenda is a simple listpc&) and decision making is
relaxed/informal and consensus. “Mostly the agesdat by (Principal). And if | had
anything that | thought we should discuss, | calldays email it to him and he could
add it on there” (Parent 2). “So the agenda isxdpeanybody to add anything, but the
principal who facilitates it pretty much sets tligeada. He knows that we're supposed to

talk about the budget or share MCAS data or yowmkrasrange certain opportunities for

184



the parents to get together and talk with teacltlensgs like that” (Teacher 2). “And |
think we talk about a group, it has a group of gdaad just try to, | mean there’s no
formalized vote or anything like that, which is &jrtry to figure out what's going to
work best and come up, try some things really” éRap).

The Principal gave me materials to review whicHuded copies of minutes from
some meetings and he seemed a little embarrassedetidid not have more
documentation. Four agendas from 2007 (with no teg)udocused on issues of room
parents, school improvement plan, budget, MCAS neuoffee talks and parent survey.
Two agendas from 2006 (with no minutes) focusegamnent member election, school
improvement plan, PTO involvement, parent progranadget and MCAS. One agenda
and three minutes from meetings in 2005 focusetdion limits for council members;
review of school improvement plan; improvementth building; setting up coffee talks
for parents and reporting on their success; angétudsues. Minutes reflected
information shared and discussed but no specifitsams cited. “You know, there’s
more of a process and attendance and minutes enys fike that, where we don’t
officially take any of that. | used to take minytbat we never looked at them so |
stopped taking minutes. We all take our own noted kf, and revisit them the next
time” (Parent 2).

The SC school improvement plan for 2005-2008 waailee with specifics of
measurement, timelines, resources needed andrégs@nsible. This copy had a column
that documented progress in 06-07. There werenfi@@r goals in student proficiency,
teacher excellence, community and family involvetmstudent wellness and physical

facilities with objectives related to NCLB and dist and school objectives. Key actions

185



under family and community involvement included tise of the home-school compact,
family event nights, volunteer program, use ofélitIParent Liaison, transition activities
to Kindergarten as well as transition from fourthdg to the middle school.

The Principal described the relationship of theostimprovement plan (SIP) to
the district goals and the school council’s roléhvihe SIP, “The goals from the school
improvement plan are, emanate from the districrowement plan and it's curriculum,
it's school culture, so you know, it's all thingsat you know, it’s all things that we're all
working on anyway. So in that sense it does socbafe from the staff as well.”...“I’ll
update them periodically throughout the year on bangs are going with it. And then
as we near the end of the year, we’ll review it address it and just you know, talk if
there’s anything we want to adjust in it. It's panty my work that they, that | get input
from them on. It's not something that we just, werally do together. It's more of an
input kind of a thing.” Parent 2 commented ongbkool improvement plan, “l also
think it's important just to make sure that theaahs following the improvement plans
set by the school committee.”

The goal of student proficiency in the School Immment Plan included
objectives around the Massachusetts Curriculum &wnarks, differentiated instruction,
attendance issues, and training and implementafiarreading grant. During one
meeting that | observed the Principal brought tH@A® results and explained them to
the council members. Parents asked questions ar@riicipal described the Annual
Yearly Progress (AYP) and the teachers’ role intédsting process. There was no other

discussion of plans to address the issue.
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The structure and process of the school councgtimgs was informal with the
Principal setting the agenda that focused on sdhgmovement efforts but also
addressed issues brought up by other members. @ppeared to be parity in
membership between teachers and parents and theaapgo decision making was a

cooperative, problem solving one.

Communication

Examples of data about communication at SC areoscoaincil/principal
communication with the school committee; informatghared at faculty meetings;
weekly newsletters to families and flyers aboutceevents; parents listening and
talking on the playground with other parents andding issues to school council; room
parents who communicate with other parents aboedsef the teacher/classroom,;
information on the school website; and parent sggyvparent bulletin board and a parent
handbook. The weekly newsletters reviewed werderriby the Principal and were from
the 2005-2006 and 2006-2007 school years and avsdd on the current issues and
season of the year; positive results of the MCAS taformation about community
events/resources and for the ‘school communityme®nts about sports events and how
they connect to the children’s learning in schooth); school themes and events;
planning about parking and safety issues; and mmédion about the PTO, the School
Council and the School Committee. Each newsletisrantext box with important dates
and events listed which included PTO, School Cduarad School Committee meetings.

The School Council was mentioned several times, .gune 2007 he explained that the
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school council sent home a parent survey a few svpakr and that they use the results
to set goals for the school improvement plan. éngbhool newsletter in January 2006
there was a reminder of the School Council meetrgjef description of the council
work and an invitation to all parents to attendSeptember 2006 there was a section
describing the school council and its work, andragkarents to fill out a form that was
sent home if they were interested in running atishtefamilies that ballots are cast at
open house.

Teacher 2 described their efforts to communicaté thie school committee, “Oh,
one thing that we are going to do this year | haoe, we haven't really done it in a
couple years, is bring our concerns, communicamtat school committee so that we
have representatives that have a little more ¢lwart just teachers — we have parents
going in and either congratulating the schoolsidbat they do, or asking for something
that they feel maybe the school needs. So we’neggtai try to reach up to the school
committee this year.” The principal described tboemmmunication among parents, “The
parents that are on it are good about sort oflisteto other parents and hearing what
issues are. And they're good about bringing thetm ihe meetings and bringing them up
with me to see if there’s anything we can do torasgsithem. So that's pretty much it.”
“Well we have about three of us who are teachers swhon, so the information that gets
shared at school council is often the same kindfofmation that's shared at our “nuts
and bolts” staff meetings, so that there’s a way the information is shared and flows.
And our principal obviously facilitates that. Satls one way” (Teacher 2). When asked
about communication about the work of the schoahed Parent 2 said, “I think mostly

through the newsletter that (Principal) puts outdAhen he goes to the school committee
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meetings and anything that is really of substamamportance that needs to go back to
them, he will transmit that to them.” Parent 1 sshé assumed that the principal talked
about the council work at the faculty meetings oBf in communication with families at
this suburban school came from the Principal aadhers, and from the parent members
of the school council.

In summary, the culture at SC appeared to be aartaile, cooperative one with
a history of collaborative efforts in school impemeent that included families and
community members before the inception of educagbdorm. The structure and process
of school council work was informal as the prindipat the agenda and others added
their concerns as they came up. Members descHigedouncil as a place to discuss
ideas, and that decision making was by consenswesPTincipal wrote the School
Improvement Plan based on district goals and feddfsam parent surveys and shared
progress with the school council once a year. Membederstood that their role was
advisory to the Principal but both teachers anémartalked about the importance of
having a voice. There are regular efforts to comicate with families about school and
community events through face to face interactiothe school and through weekly
newsletters, which include recruitment for and camioation about the work of the

school council.

189



The Relationship of School Culture to Parent Ineohent

Just as the culture in each school impacted thetitmof the school council,
similar aspects of the culture influenced the adits about parent involvement and the
efforts to engage parents and community membéteigchool. This section is divided
into three parts by school site and addressest®arch questions about the types of
parent involvement at each school, and the inflaerigparent and community
involvement on school council work. The first sentin each part describes the attitudes
toward and efforts to involve parents/familieshie school; the next section describes the
patterns of communication that influence parenbimement and the types of
involvement evident at each site; and the finatisaadescribes parent involvement on

the school council and the work of the PTO.

The Urban School

Attitudes Regarding Parent Involvement

This researcher found little data about commurocatvith or efforts to engage

parents at School A (SA), despite district docursemd the initiation of a district office

to facilitate parent involvement. Material revielwosved suggestions from the district

website on how parents can help, which includesdesuring attendance; meeting the

teachers and attending events and parent confes;eiati@ng with your child after
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school; going to the library; limit TV; enroll ckillin sports; volunteer in the school; and
how to help with homework. Parents are describgohamers with a general description
of parent-teacher conferences and invitation ti gigsses anytime by making an
appointment. Parent organizations are listed inajp&CDM teams (school council) in
each school.

The district set up an Office of Parent and Comnyugngagement a couple of
years ago and it encompasses several things, inglparent engagement, school
volunteers, ‘school to career’, and an initiatiadled Step Up (District). These efforts are
described on the district web site, “Step Up (Destis a community-wide campaign to
help (District) Public School students reach piieficy in their academics and character
development. We are asking parents, community-bagghizations, the religious
community, businesses and others to “step up” @akclbountable for the education of
our children, not leaving it solely in the handgedchers”. Other information from the
Parent & Community Engagement web page cites odsaurces, such as, the Special
Education Parent Advisory Council (PAC), DepartmanEducation (DOE) and the
National Parent Teacher Association (PTA). Themoisnention of the local PTO or
School Council. There are links to the No ChildtlBéhind (NCLB) web site.

In an interview with a the Administrator of Paramd Community Engagement |
learned that at the beginning of this school y8@r({8) the district began to fund parent
facilitators at every elementary and middle schdbky report to this Administrator and
to the principal, and they coordinate parent evantsan action plan which is
coordinated with the school improvement plan. Tligc® also runs workshops for

parents in topics like efficacy, parenting skidsd homework help, and they also put out
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newsletters. The parent facilitators help develephtome school compacts which are
required under NCLB for schools with Title 1 fundfie Administrator mentioned that
the facilitators interact with other community ongzations and | asked if they had any
contact with the PTOs or SCDM teams and she sa@gd that some of them sit on the
SCDM teams. The parent facilitator at SA had worngad time for approximately six
months and in an interview with this paraprofessiaihe described her role, “l am like a
bridge to engage the parent to be more involvaberkid’s activities in school. |
translate the flyers and letters. | call the pagdike if there is a problem with the children
| do home visit with the counselor as well with teacher.” She also said that she calls
parents if there is an attendance issue and pr@dg@anish interpreter services for
teachers during parent conferences. She stressaelifficulty of the language barrier in
involving parents in the school and reported thatlsad been an interpreter for parents in
some special education meetings but knew nothingtahe SCDM Team.

It appeared that staff at this urban school thivdt parents are not able to be
involved due to the high rate of poverty, workireygnts and second language issues.
“Schools, elementary schools that are in more affli sections of the city, tend to have
greater parental participation than those elemegsianools that are in socio-
economically depressed areas of the city. Whene, tands to be one of the areas that’s
more socio-economically depressed.” ..."that therestd seem to be as much parental
participation as we would like to see. Parents gamee again, when you invite them”
(Principal). “We have a lot of parent participatiom moving up day for fifth grade. Most
of the parents will come. When we have programgp#rents will come” (Teacher 1).

“Sometimes they do not get that involved unlesslike a big activity”
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(Paraprofessional). “But | just, | don't get thease that we really are trying as a building
to really reach out to parents. | feel like a Ibpeople have the attitude that ‘oh they're
not going to be involved,” and sort of write it off..our idea of what parents are willing
to do, isn’t always right. And we've got to keepitig because if we don't keep trying,
we’ll never know if they’re going to do it” (Teach2).

Despite the acknowledgement and efforts at theictitevel to reach out and
involve parents and community members in the s&hadloé attitude of the staff at this
urban elementary school is that parent involveneedifficult due to poverty, working

parents and second language issues.

Communication and Types of Parent Involvement

Examples of communication at the urban schoduded a letter to parents about
attendance, flyers at open house, information eauees on the district and school web
sites, a parent information bulletin board, monttdyendar, and efforts to interpret for
second language users. The SA website says thatises a Family Support Resource
Center. Teacher 1 mentioned that this resourcecensome kind of neighborhood
outreach that is housed in the school and thatulkey to come to SCDM meetings but
no longer do so. The school website mentions tieaktis a monthly newsletter and that
parents are encouraged to be part of the SCDM taadthat PTO meetings are held
monthly with childcare. Under Academics there aaeept resources listed in three
categories: 1) Policies and procedures with limkthe (district) handbook and policies

around district reading, math, technology plans,, &) Forms and documents with
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nothing on the page except a ‘coming soon’; andadhily support with the same
message of coming soon. During the 2006-2007 saofeaolthe SCDM Team had been
working on a mission statement for the school wisited that they will work “closely
with families and community members”. One of thacteers reported that many people
in the school were involved, including studentg, tboks and the janitors.

A Teacher commented on communication with paréhtagan we have, we did
ask the secretary, one of the things that we tadiealit was doing, we used to do a
school calendar that went out. But the primary fiomcof that was sort of the lunch
menu. And now the new lunch company sends out tven menu. So we’ve gotten rid
of our own like school calendar and school newstdttat went out. And we've just,
(Principal) was talking with some of us and wesied the school secretary to reinstate
that school calendar and newsletter.” And, “Theeelot of contact with parents about
negative issues you know, when their kids are nhisbg, when something’s going
wrong. And very little contact about positive issugleacher 2).

The data showed that parents are involved in thead@s volunteers and that
they come to events when invited. Teacher 1 comedeon efforts to involve parents,
“There are many things but it is not through thdd&®8CTeam. It's just other people
making efforts. We do fundraisers like Macdonalghti That wasn’t a PTO thing. That
was just a school thing. Our PE teacher was spadnigthat.” And “....once a month
we have a parent teacher conference time schedufsthot like other schools where
you have like one night where all the parents comBlo, it's not like that. Yeah, you
actually have to call and have them come in” (Tea&). “I think most of us try as hard

as we can to communicate with parents. | thinknywea make a welcoming place here.
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That's why we do things like the math nights andrmpouse. When they come we really
do welcome parents” (Teacher 1). It appeared th@atncunication with parents at this
urban school was infrequent and specific only twost/class events or to individual child

attendance or performance issues.

The School Council and PTO

This researcher found little data to show that psrare actively recruited for the
school council or SCDM at this urban school. Wheked about challenges to parent
involvement, Teacher 1 said that there is no pgyaritcipation in SCDM, and that in the
neighborhood there are a lot of parents who areowifortable in the school because of
a second language. This teacher, the PrincipattenBarent Facilitator all spoke about
the challenges of involvement for working parestane of whom work second shift.
The Principal described the PTO and its relatignshiSCDM, “Quite often it's
representatives from PTO who have joined on. PT@uslly mothers; usually a
president, vice president, secretary, secretaagtner, who's on. SCDM will have some
parents who might show up, four or five, and thigydrticipate in the fundraiser. But
that’s about it.”... “(PTO) Mainly parents. And asesult, they will usually, I'll usually
contact them and ask them if they will be on SCD& the president of the PTO is on
SCDM. Another parental representative too is als&GDM. So | have two parents that

are on SCDM.” Both teachers noted the limited paasd community participation in
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SCDM and Teacher 2 responded to a question aboentpaembership, “So | don’t
think parents, | would be surprised if there’s gayents that know about SCDM and if
there’s even such a thing and more than, even tharethat, that they can be a part of
it.”

In the review of materials at SA there were notgiala for a SCDM training
which included information on the decision makimggess and specifics on developing a
school improvement plan. Staff and principal aretiemed but reference to parents or
community members are absent. One of the teaclsere@mmented on that training and
noted, “...that based on the size of our school, evallowed to have up to seven parent
volunteers, | think it is volunteers, seven paremt®ur SCDM team, and we have one.
And judging by the PTO, our PTO has like three peréhat are active in it, out of 700
kids” (Teacher 2). In the SCDM handbook there mge length of description of the
responsibilities of business partners and onlysiatement that the PTO represents
parents with no description of parent responsibilit

The data showed several comments about the PTQ berg small. “And | guess
a few years, | guess the year before | came, itbiagger. But they were having the
meetings at like 6:00 at night. And then they si@ittaving them at like 4:00 in the
afternoon and parents wouldn’t come anymore. Arg thought that it was probably
because the parents that would be the ones to @malso the ones that are probably
working. That having it later in the evening — se were actually, that was one of the
things we talked about at SCDM yesterday, was gskia PTO president if she would
consider moving the meetings back to 6:00 or 7t0ght so that we can try to get more

parents to come in” (Teacher 2). The teachersPaimtipal identified the PTO’s main
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function as fundraising and their role at SCDM nregst was to report on fundraising.
“They do, I'm going to say at least two to threadwaisers a year.” (Principal) When |
asked about communication from the PTO the Prihciga, “Not really a newsletter.
They'll send out like a flyer at the beginning bétyear when there are PTO meetings,
when they’ll be held, if there’s a fundraiser cogout that people want to help,
participate or things like that.”

In summary, attitudes about parent involvemenhis tirban setting acknowledge
barriers, such as, a high rate of poverty, worlgagents and second language issues that
keep parents out of the school but staff repott phaents come when they are invited.
Communication with parents is around school eveaitendance or student specific
issues. The recent addition of a Parent Facilitatoy speaks both English and Spanish is
a district effort to strengthen communication. Ehesra small PTO that does fundraising
and reports about their efforts at SCDM meetingere is a limited effort to recruit
parents for the SCDM team (school council) anddatitendance and participation of the
current two members is minimal. The district is eavaf the lack of parent involvement

in the schools and has begun to fund paraprofesispmsitions as parent facilitators.

The College Town School

Attitudes about Parent Involvement

The data showed that the culture of the commumty$chool B (SB) embrace

and encourage parent involvement. Examples indke idcluded comments about the
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value in parent involvement and an opportunitydarents to make a difference,;
comments about being involved in policy making; $kkbool council as a stepping stone
to the school committee; and addressing issues/efdity. “We pursue parents very
vigorously and insist that that happen. And if tladgolutely can't get to the school,
we’ll do it on the phone. The last two years weset a goal along with the rest of the
district, of every child having one of their parentsit the school by October 15th. And
we’ve hit 100 percent both times.” ...“So yes, paiemblvement has always been high.
If anything, | think it's higher than it used, ittaore diverse and broadly distributed than
it used to be” (Principal). There was a sense ehopss and cooperation with parents,
“...from October through May, Tuesdays and Thursdagsvisiting days. And any
parent, really any community member, can come witlam appointment and observe in
classrooms” (Principal). “It is a stepping stonegolitics in (district). Very often school
committee candidates come out of school counciteerelementary schools” (Parent 1).

Community Member 1 said, “I learned that (distristp very committed
community. They really value the involvement of fagents. It's a unique place. | came
from a suburb of Boston. And | find this unique &ese first of all, you have a large
concentration of pretty educated people you knokickv think also adds to high
expectations”. The data showed an awareness ofeibds of diverse families, both from
an economic and cultural perspective. "But | dokhive have expanded the involvement
of low income parents and parents of color, anty@arsued that and built
relationships.”... “With our Cambodian parents wehaa you know, at open house night
we had the Cambodian teacher invite them to cohmdfaan hour early and the

Cambodian teacher and paraprofessionals and ESheesawould go out and give them
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rides to get them here” (Principal). “My hope ®ilg a parent involved in the school is
to help shape policy and attitudes around diversgyes” (Parent 1). This community
appeared to embrace parent involvement in the $€lanal parents in this college town

value and expect to be involved in their child’aal.

Communication and Types of Parent Involvement

Examples of data about communication with famiéiethe school in this college
town are information on the school web site whiotiudes the school improvement plan
and information about the Parent Council; visitdegmt bulletin board in the school
foyer; biweekly newsletters and e-mail calendanfithe parent council; discussions of
communication with parents at school council megtim family directory, surveys and
letters about the school council; open house anehpaonferences; and school council
communication with the school committee. On theostlweb site the Mission and
Beliefs page of the SB School Council includesrthgsion statement whose last
sentence states that ...”"We seek a full partnerskitpparents in realizing our shared
goals for students, for staff, and for our school.”

Material review showed that there are newsletteasgo home to families every
two weeks. It was not clear whether they were agyal newsletter or collaboration
with the parent council. The newsletters includg@drmation on school events and
fundraisers; Parent Council meeting dates; MCA®dules and the role of standardized
testing; information on the new practice of asseéasbrequests for volunteers; and

Special Education PAC meeting dates and contemtelilvas no mention of school
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council dates or their work. “And we have not danet frankly, to publicize the work of

the school council.” ... “I have regularly communigato the parents as a whole through

the school newsletter, school improvement plangya@aliding principles, homework

policy that was endorsed by the council” (Princjp@here are multiple efforts

throughout the year to keep parents informed agdged in school events and issues.
The Principal commented that Parent Involvemetttiatschool is primarily

through the Parent Council whose work and influeareedescribed in the next section.

The School Council and PTO

The school has an active parent group, known aBdhent Council (rather than a
PTO as there are no teacher members) which alstomels and encourages parent
involvement in the school, and recruits and holdst@ns for parent members of the
school council. “So what the Parent Council dodscivl would say is the primary way
in which parents get involved, does a number dédeht things. So one important thing
we do is fundraising. And that’'s something reafigittthe school can’t do, and the School
Council can’'t do.” ...”In addition to that, we deents that could be social, could be
educational, could be cultural, that bring familie® the school in some ways”
(Community member 2). “And our parent council hasela nice job of sort of reaching
out to folks and having some events that appedicpéarly to people who are not in the
dominant culture majority” (Principal). The commtynmember of the school council
commented on the work of the Parent Council, “Amelytwant the parents to feel like

they can make a difference to contribute.” The Ra@®uncil uses funds to support
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performances, scholarships for field trips, a bfaok a used book exchange, and recently
a new playground.

The President of the Parent Council (Community Men#) described their
activities and positive relationship with the Prpat, “We have resource coordinators
that work with families of color, single parentanfilies who, you know English is the
second language, etcetera, same sex parent famNgam, we decided that was
important, we just created it, that was done. Wata@ an email newsletter, we started
that last year. Just you know, there’s clear ways¢asurably impact what's happening
in Parent Council. And you know, and that’s in ga@tause we have a very good
relationship with the principal.”

The Principal talked about the election of schamincil members, “Well |
think how the parents are chosen ends up making @difference in how effective a
council is. And the last couple of years we’ve padent council leadership, which
has been very pro-school, very respectful of mgy gager to work collaboratively
with me, and has sought out, because you know,ttheg to recruit candidates for
the most part. It's not like they’re beating dove doors.”... “We have parents on
the school council. They are selected by an eledtighe, by the Parent Council.

And the Parent Council, bylaws includes all theepés in the school, parents,
guardians, in the school. Basically the work iselbg an executive board or
committee and membership meetings. | don’t thirdytaver get more than 25 people

to a meeting, and that would be a good one. Buetaee probably 100 parents
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involved in projects you know, at one point or dmestduring the year, which I'd
much rather have people doing projects and notrgnta meetings, than the other
way around” (Principal).

The Principal described the relationship of the twancils and the influence
of elections, “Well the parent council technicatlyooses the school council members.
And sometimes, some years, the parent councildaly used the parents on the school
council as the conduit for anything coming fromegdrcouncil to the school council.
Other years that relationship has not been strAng.l think it's mostly a matter of who
the individuals are. And parent council has writteme directly or sent their officers to
see me directly. And sometimes I'll deal with sonmeg directly, and sometimes I'll say,
thank you for all this information, | will take ti6 the school council.” ... “And the parent
council, when they are soliciting nominations fioe school council, they put out a
description of the nature of the school council Hrenature of the parent council.” One
of the parent members of the school council tatideolut her experience with the Parent
Council which she described as doing primarily fansing but said she pursued
membership on the school council because she wémtedrk cooperatively with
teachers on setting priorities in the school. “Whaent to parent council meetings |
would report back anything that was important @ plarent council but that was not a
regular thing” (Parent 1). She said that commuracah that direction was haphazard
and not expected. Another parent talked about ¢tienpial power of the two councils
working together. “I would like to see school coiiméong with parent council

talking about what we are going to do to raise miydoethe school” (Parent 2).
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The President of the Parent Council (Communitynioer 2) described some
confusion between the two councils, “I'm thinkingrpaps once or twice a year, some
memo is sent out with a big packet of other infaiorathat describes some of what
School Council has done. Occasionally there's @esuhat goes out that would be
brought back to School Council. But even when tdeaurs, almost everybody puts that
survey in the Parent Council mailbox. The Parenir@d in the school is very, very
visible because of all of these activities, andfthraisers and the events. School
Council is really, really not visible. And | woukay 90 percent of the parents in the
school if you said what's the difference betweehdat Council and Parent Council,
wouldn’t have an understanding they're two différeadies.”

One of the parents described the climate of thea council meetings, “Very
respectful, collegial. We laugh together a los leally a friendly relationship.” The
Community member on the school council describecastmosphere as cordial and
welcoming. The principal said that there is “anabant working relationship now (with
parents). And the staff has become, in my mind;hmuore collaborative.” The
community member on the school council describeditt meeting of the year, “So one
of the first things that we did was, we went arotimeltable, we introduced ourselves and
our connection to SB, and what was important tahaut SB, and what things that we
would like to see change, stay the same, what ithedisve had, and if we want to pursue
any particular agenda items.” The Principal desctithe collaborative work of the
school council, “I mean part of what I like besbabthe council, is the chance for

parents and teachers to have to hear each othenakeltheir comments in front of each
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other. | just think it improves the dialogue andieates people and just keeps a broader
prospective on you know, regardless of what yole i And we’ve had some | think
some good input from community members.”

At the School Council meetings there was substardiscussion around the goals
of parent engagement in the school improvement, glamvell as, discussions of reaching
out to diverse groups in the school community. A¢ school council meeting a parent
noted that there was no other mention of parentexn goal number four, and
objectives in that goal did not mention parentgeneral but only ‘affinity’ groups. The
group agreed to some language that would includeaegénts. “The council will
sometimes suggest that parents need to, | meanetsateed to provide more
information to parents about how to do homeworkyben they communicate about
upcoming events” (Principal).

The Principal described a school council a couplears ago that was interested
in environmental preservation and how that inteeggtnded to a building renovation
committee and was led by some parents on the schaoakil, “And we ended up putting
it in our relatively short list of guiding princigs$ for the school. And that came totally
out of the membership of the council, both paramnis teachers, but particularly a couple
of strong parents. So it wasn’t actually a decishart it was a major input from the
council that affected the documents that we serthdtate, | think will effect the
renovation of this building when it finally happeidfected what we have identified as
our core principles. So it’s that kind of thing thahink is a much more, is the real

impact of the council.”
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At one school council meeting the Principal annadhihat they would present
their school improvement plan to the school conerithe next week. “So they (school
committee) are always | think, very pleased to tleareports of school councils and
school improvement plans, because it's a time whewn get a lot of information about
what's actually going on, and often about gooddhkithat they haven’'t heard about.”
(Principal) One of the parent members of the stbooncil described the
interrelationship of school councils and work a gthool committee level. “...And on
the (district) Parent Coalition list some of thermmmvolved select board and school
committee members have pushed, tried to make ti@Ecouncils more of a voice. If
you have a problem with something in your schooltaythe parents who represent you
on the school council.”

In summary, the culture of the community and Sch{bB) embrace and
encourage parent involvement with active effortsafool staff and the Parent Council
to bring families into the school building and keébpm informed through newsletters,
flyers and electronic mail from the Parent CounEile Parent Council is very active with
various subcommittees and uses its’ funds to suppany events and scholarships for
families in need. Parent members of the school @bare recruited by the Parent
Council and sometimes are the conduit for the agefdhe parent group. There was
clear evidence of parental influence on the worthefschool council as there were more
parent members than teacher members; parents mergsgpresent; and parent and

community members advocated for the needs of paesrt affinity groups in the school.
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The Suburban School

Attitudes about Parent Involvement

The culture at School C (SC) appeared to be amnrdlh comfortable one with an
emphasis on community which welcomes families aadte/all children to succeed.
Both teachers and parents described the importanzarents having a voice. “We have,
overall | would say we have a fair amount of innahent. We run a series of parent
events that involve the kids usually doing someghuith their parents, and it being
informational as well” (Principal). “I think parentan be involved in the school at any
level they want to, as far as coming in and volantey or you know, just being in touch
with the teachers and trying to help them in any @y can.” ... “Because I think that
that’s the only way kids can really succeed in sthibparents are working hand in hand
with the school” (Parent 2). The sense of communag evident in June 2007 when one
of the teachers passed away and parents and famaitybers volunteered to substitute in

the school so all of the staff could go to the fahe

Communication and Types of Parent Involvement

Two parent members of the school council at thizigoan site talked about being

present in the school and getting to know teacagtbe primary way that parents

become involved and knowledgeable. They acknowledge difficulties for working

parents and one parent said that those parentsakghwere on the playground to pick up
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their children get more information and one tea@dgreed saying that working parents,
socioeconomic status and geography are issuesvolvement. “| came to pick up my
kids. I'm here every day. | see the teachers. Hagyme. And you loose so much when
your child goes on a bus” (Parent 2).

One of the teachers reported that parents helpdbée classroom, come to parent
conferences, and participate in fundraising. Theas discussion at one council meeting
about parents volunteering to paint some of thensom the school. “We’ve talked about
the physical plant and how to maybe come together@arent community and do some
of those kinds of things that would help take theden off the regular maintenance
things. One great thing that came out of that scase beautiful artwork that some
parents donated and have put up in the school. Ve toffee talks. The parents run
these little coffee talks where the parents getttogy and gossip and schmooze and talk
about their concerns” (Teacher 2). The parent mesntfethe school council started
‘coffee talks’ or evening get-togethers to bringegrds into a comfortable situation to
discuss their thoughts about the school and theolvement. Coffee talks included
discussions about nutrition for children, the fetof the PTO and SC school
involvement, and parking around the school. Patentade a point of telling me that they
provide childcare for coffee talks with the helphogh school students who are taking a
child development class.

Examples of data about communication with famiieSC are information on
the website; weekly newsletters and flyers aboeatifig events; listening and talking on
the playground with other parents and bringingessio the school council; room

parents, parent surveys, parent bulletin board pamneint handbook; and ‘coffee talks’ or
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special meetings set up for parents to discussitheas and concerns. “Well we also
have, the principal also has a newsletter and ‘tharplace for school council news right
in the newsletter. There are also these organe®dyf nights, or coffee talks, where it

all comes together” (Teacher 2). There are alsarmétion nights about a certain
curriculum area, such as, math. As a Title 1 scBdbhlso uses a Home-School Compact
which is a one page form with statements from gateacher and student about what
they will do with a place for signatures. Parenégige to support homework, provide
materials, visit school, keep lines of communicaipen and provide a safe, healthy
environment.

The value of the relationship between parent inmwlent and child achievement
was evident in the statement in a newsletter frept&nber 2005 when the Principal
talked about measuring the effectiveness of theaddmnd that one way to do that was
through student and parent satisfaction and anethsmparent involvement. These
statements were a beginning statement for his eaptan of the MCAS test. Each
newsletter has a text box with important datesemhts listed which included PTO,
School Council and School Committee meetings. Tét@8 Council was mentioned
several times, e.g., in June 2007 the Principalagx@d that the school council sent home
a parent survey a few weeks prior and that theytheseesults to set goals for the school
improvement plan. Results of parent surveys fro@28nd 2007 included the number of
surveys returned and data gathered on a Likere sdaut statements that focused on

curriculum, relationships with school staff, fatéds, technology and communication. At
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this small, suburban school there are frequenttsffoy staff and parent members of the
school council to communicate with families andgkégm engaged in their child’s

school.

The School Council and PTO

The school council reviewed the results of the7Z2parent survey and agreed
that the data told them that they needed more pareolvement. Areas of concern
included communication, parent knowledge of theiculum, parent knowledge of child
progress, and safety issues. | was able to obseceenmunity meeting to discuss these
concerns that was held one evening at the subwdiaol in a classroom on the second
floor. There were ten parents and five staff presime meeting was prompted by the
parents on the school council who reported thagrgtlarents had concerns about the
school but did not heed their suggestion that threéyg them to the council. The Principal
facilitated and explained the agenda of reviewhmegresults of a parent survey from
Spring 2007 and brainstorming ideas. He presehiedata using an overhead and
passed out a breakdown of the data from the survey.

Parent and community involvement is one of the goéthe SC School
Improvement Plan and key actions included the fisigechome-school compact, family
event nights, volunteer program, use of Title leRatiaison, transition activities to
Kindergarten as well as transition from the fowgthde to the middle school.

One parent member of the school council told menwsdrged to be involved in

the decisions that affect her children’s educati®wth parent members of the school
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council expressed their frustration with parent®wbmplain but do not want to be
involved and one of them talked about her roleepresenting other parents’ concerns at
the school council, “You know, just the biggesnthis, it's really frustrating when you
hear parents complain and have opinions and getréted, but not become involved. |
just feel like you don’t have a right to complairyou don't try to change or become
active and involved. And that’s one of my primaggsons for being part of the school
council. ...And also just the parents here at SCsasd, when you’re out on the
playground you know, you just end up talking akthirtgs and it ends up coming back to
school council” (Parent 2).

There were notes from school council meetings apaténts wanting to be more
involved and volunteer but not knowing how and thatcouncil needed to work on
ways to make parents feel welcome. The Principabr&ed, “The parents that are on it
(school council) are good about sort of listeningther parents and hearing what issues
are. And they're good about bringing them intotteetings and bringing them up with
me to see if there’s anything we can do to addiess. So that's pretty much it.” At one
school council meeting there was a discussion actsihn to have a night for parents to
meet the special subject teachers and the codsoibgreed to establishing room parents,
or one parent for each classroom who communicaitésother parents about events or
needs of the teacher. The two parent members agyehtact other parents to set up
this system of communication.

Parent 2 described her role in the communityhitik the responsibilities, at least
on a parent level, is if you hear people havingessor complaints or you know,

concerns, as a member of the council | know | btinage back and we kind of discuss it
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as a group to see what we can come up with. Ithle& it's important just to make sure
that the school is following the improvement plaes by the school committee. And also
if there’s any budget concerns on funding, as aslctouncil member, | know I've
attended some school committee meetings to voiceangerns and support over certain
issues and to let other parents know that if thagtvto complain, then they need to get
involved and attend those meetings as well. Sdding people know what’s going on.”
Teacher 2 described the influence of parent invakmt in the community at large,
“When you have a major budget crisis and you'rénigyff teachers or cutting programs
or closing schools, the parent voice is essenfial can pack a room with parents and
it's so much more meaningful to the town council.”

The PTO in this suburban district is a citywiderand this researcher’s
understanding is that there is a teacher and paremtber from each school but there
was little other data available. There is no menabthe PTO on the school or district
website. One of the parent members of the schaolabsaid they do a lot of
fundraising and she talked about herself and angidnent member, “Yeah, and as a
matter of fact, | know myself and (Parent 1) wotndto juggle the PTO. She’'d go to
one; I'd go to the next one to make sure we hadieev And we were kind of a liaison to
report back what was going on at SC and the satmagicil there.”

In October 2006 the Principal’s note in the weeldyvsletter explained that the
PTO is representative of all elementary schoolsthatlit is a place where decisions are
made and where people can help out. He followel svitote that the school council is
also a place to get involved. The second pageeoh#wsletter has an explanation of the

school council and a ballot with the names of pr@rho were interested in running.
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“And beyond that (membership in school counci§ gprobably the more traditional
parent conferences, regular contact with schooktedters, parent and teachers
contacting parents, those kinds of things” (Priabip

In summary, parent involvement is acknowledgedemmburaged in this
suburban school as a natural part of the schoolfoamty experience. Efforts to involve
and communicate with parents were evident in ab@ssrvolunteers and room parents;
frequent communication through weekly newslettev&nt nights and ‘coffee talks’; and
parent surveys. One of the goals of the School dvgment Plan is Parent and
Community Involvement. The parent members of th®stcouncil talked about their
role in representing the voices of other paremtd,they also expressed their frustration
that some parents have ideas but do not get indolWen the parent surveys told them
that parents wanted more information, they usedtheol council as a means to

organize periodic evening meetings to meet thosde

School Culture and Theoretical Frameworks of Pdmrdlvement

As part of the purpose of this qualitative studyswaprovide a better
understanding of family and community involvemeanschool governance, it is essential
to reflect back on the theories that support theeldgpment of family-school
relationships. The central category or theme idiedtin this case study was the culture
or school climate which affected the structure pratessf school council function and
parent involvement at each school. Culture desstibe patterns of behavior and

knowledge that people have learned and reflectgsdhees and practices in each school
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community and their respective districts. This ffisection describes aspects of each
school culture placed within the frameworks of egotal and developmental systems
theories that stress the importance of relatiorsshm the interconnections of
environments where children grow and learn (Brobfenner, 1979, 1986; Epstein,
2001; Vygotsky, 1978).

The literature includes the work of many researshéro describe human
development and family and school relationshipsfem environmental or ecological
perspective. The most notable is Urie Bronfenbremrie described his ecological
systems theory of human development or the layleeavaronment which affect the
child’s development. Bronfenbrenner described tinvecpple of interconnectedness
within settings and the linkages between thesengsttHe described these settings as
systems that affect individual development andrefithem aa microsystem, a
mesosystem, an exosystem and a macrosysteay are represented visually as
concentric circles that surround the child. Thetegnhof familial relationships, physical
home, and activities guides the cognitive and $a&aelopment of the child.

The microsystem is the layer closest to the childaithin the structures where
the child has direct contact/interactions with tes/immediate surroundings. Structures
in the microsystem include family, school and neminood. The school is also a
microsystem for the child with teacher and peeatr@hships and activities that direct the
child’s learning and socialization. The mesosysigthe connections between the
structures of the child’s microsystems. “A mesosystomprises the interrelations
among two or more settings in which the develogeason actively participates (such as,

for a child, the relations among home, school, m&idhborhood peer group; for an adult,
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among family, work, and social life)" (Bronfenbremn1979, p. 25). It is the mesosystem
that comprises the elements of family-school refethips.

As we have discussed in the previous sectionyfsaf poverty, work schedules,
transportation, child care, second language issngéommunication patterns in each
school are part of the mesosystem for parentalweweent and community involvement
in the schools. At School A in the urban distrie tonnections between school and
family appeared weak with perceptions that parest® not able to be involved due to
poverty, work schedules and second language issukpatterns of communication in
that school culture did not encourage or facilifzeental involvement. In the college
town at School B connections between school andyamere highly valued and there
were concerted and frequent efforts by staff ared®téarent Council to communicate with
families. The culture at School C in the small sblaiso valued the connections between
school and family, with weekly newsletters from Bréncipal and organized efforts by
the School Council to facilitate parental involverhe

The exosysters the larger social system in which the child fimrcs.
Bronfenbrenner discussed family processes in coatek described an exosystem as
“...one or more settings that do not involve the depi®g person as an active
participant, but in which events occur that affectare affected by, what happens in the
setting containing the developing person” (Bronfenhber, 1979, p. 25). Bronfenbrenner
(1986) explained that there are three exosysteatptimarily affect the development of
the child: the parents’ workplace, the parentsiaawetworks, and the community
influences on family processes. As school courar#sdesigned to have community

members and PTOs often use community resourcewjdheof local school councils
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and Parent Teacher Organization are, thereforepp#re exosystem that affect the
development of the child. At School A in the urlzhstrict, the small PTO and minimal
participation of parents on the school council dofacilitate connections between the
family, community and school. In contrast, at Sdi®m the college town the significant
efforts to connect and communicate with familie®tigh the Parent Council and through
the work of the school council encourage those eotions. At School C in the mall
suburb, there was no evidence of the impact oflisieict wide PTO but the work of the
school council had positive impact on the connestioetween school and families.

"The macrosystenefers to consistencies, in the form and contexbwer-order
systems (micro-, meso-, and exo-) that exist ofctexist, at the level of the subculture
or the culture as a whole, along with any belieftegns or ideology underlying such
consistencies" (Bronfenbrenner, 1979, p. 26). Tasrosystem refers to the values
embedded in the larger social context and theenftes that class, ethnic, and cultural
differences have on the developing individual. “Thacrosystem operates at the broadest
level of influence and is comprised of politicaksms, social policy culture, economic
trends, and so forth” (Weiss et al., 2005c, p. kv)elation to parent involvement in
school governance the macrosystem includes thesatuour culture about parent
involvement in education and the correspondingslagon that includes it, as well as, the
cultural beliefs and practices about engaging f@sih the local districts. The culture at
School A is affected by the stressors of a lardgpamischool with a very high poverty rate
and the needs of a diverse ethnic population. Alghahe district’s documents note the
value of parental involvement and the staff ackmulgks that it is important, current

practices do not support those assertions. Indlege town and at School B the culture
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includes a strong value of parent and communitglvement in the schools, as well as,
the impact of many well educated parents and aweaseof the needs of many diverse
families. There are many efforts by staff and theeRt Council to engage families in the
school community, and participants talked aboug¢pamembers of school councils
moving on to election to the school committee. Thkure and practices at School C in
the small suburb are affected by a history of comitgicollaboration and beliefs that
parent involvement leads to better outcomes fddodm. The weekly newsletters with
information about school and community, and pessisefforts of the school council to
bolster parent involvement are evidence of thosiefee

In the comprehensive school reform efforts ofldst twenty years, relationships
between families and schools have changed fromdaitvnal provider-receiver model to
one of a partnership or collaboration and sharspamsibility between families and
schools. Joyce Epstein (1995) used an ecologicappetive to describe her theory of
overlapping spheres of influence and the framewbkdeveloped for a partnership
model with six major types of parental involvemégpgrenting, communicating,
volunteering, learning at home, decision makingl esllaboration with community)
described in detail in the literature review. Dission of the data in the previous sections
illustrated the efforts in parenting, communicatargl volunteering at each site. This
case study did not include data about learningatéhactivities. The description of the
function and activities of each school council higfted the type of decision making
that involved parents. Although community partneese noted in interviews and
material review at School A in the urban settind &chool C in the small suburb, the

data showed no evidence of community collaboragiatme school council level. There
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was a community member on the school council ab8dB in the college town who
reported that she enjoyed the experience and leath& about the challenges of
managing a public school but her role was somewatmtiguous as she was recruited by
the Parent Council and she would be a parent tfdest in the following year.

The external structure of Epstein’s model congi§tsverlapping or
nonoverlapping spheres representing family, screoa,community and they may be
drawn together or pushed apart depending on thegaiphy, practices and activities of
the families, schools, and community members. Dheefof time refers to individual and
historical time or the age and grade level of thiddcand the social conditions at the time.
For example, parents and teachers may have memations during the early school
years than during high school. Teacher and schatdgophy about involving parents
would also affect the degree of overlap. “When eas make parents part of their
regular teaching practice, they create greaterd@véhan would typically be expected.”
(Epstein, 2001, p. 29) Parents may also creatgareverlap by increasing their
involvement in their child’s schooling. Dynamic fgahs of overlap are seen as teachers
change over the years and parents change theiotyggaount of involvement. Epstein
(2001) states that, “The “maximum” overlap occutew schools and families operate as
true “partners” with frequent cooperative effortglaclear, close communication between
parents and teachers in a comprehensive progranaigy important types of parent
involvement” (p. 29). Placing the culture of eadhh® schools described above within
these overlapping spheres creates different pgtareeach site. The experiences and
practices at School A in the urban setting pushspieeres away from each other as the

philosophy and activities there do not encouragemngaand community involvement. At
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School B in the college town the experiences aadtmes of the parent group and the
school push the spheres together as there israggttolosophy and many activities that
include and encourage parent involvement. At Sclool the small suburb the history of
community collaboration and the practices in thest to improve parent involvement
push those spheres together.

Epstein said, “The internal model of the interactod the three spheres of
influence shows where and how complex and essente&personal relations and
patterns of influence occur between individualk@ne, at school, and in the
community” (p. 703). Epstein explains that intéi@ts occur within organizations and
between them, and that interactions take placea@tdvels, a standard organizational
communication or a specific communication between individuals. Standard
organizational communication would include inforroatfor all families about school
policies, activities, or workshops available torakmbers of the school community. This
type of communication would also involve the ad¢ies of a parent-teacher organization,
a school council, or a community group. Specifimaaunication would include, for
example, conversations or written communicationveen a parent and a teacher about
an individual child. In the previous sections weatéed the efforts at communication
with parents at each site and communication att@mvork of the school council within
each community. The patterns of influence or tlalloulture at School A in the urban
setting were embedded in conflict over decisionimgkower between administration
and the teachers’ union and there were minimaltsfto communicate or engage
families in the school. At School B in the collegen the influence of a very strong

parent organization and community philosophy ofusion encouraged many forms of
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communication with parents and promoted activittesngage families in the school.
There was frequent communication with parents Ab8IcC in the small suburb about
school policies, activities, or available workshapsl efforts made by parent members of
the school council to encourage communication betwsarents and the school.

From these ecological perspectives we understatdhh culture of each school
is a product of the connections between systemsitist within the school and within
the communities that encompass them. Each cuburdluenced by the size of the
school, diversity issues, and the socio-econonfitseocommunity, as well as, the
political and social norms of each community arelrtrandates of education reform

legislation.
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CHAPTER 5

CONCLUSIONS AND RECOMMENDATIONS

Education reform efforts in the last fifteen to tdeyears at the state and federal
levels have provisions for family/community involaent in the schools based on beliefs
that partnerships lead to higher student achievearahbetter outcomes for students,
parents and teachers. These requirements have aedlibee concept of parent and
community involvement in various forms includingve® aspects of school governance.
The Massachusetts Education Reform Act of 1993idwexd this concept of participatory
governance with the establishment of local schoahcils. The purpose of this study
was to describe the function and influence of l@zdlool councils on school
improvement and to provide a better understandirigeorole of parent/family and
community involvement in those efforts.

The results of this qualitative case study conchindé the function and influence
of local school councils on school improvement #relimpact of parent and community
involvement on school council function are relatethe overall culture of the school.
Although this study only looked at three schodig, descriptive data shows there were
significant differences in their cultures which hdel/eloped over time and that each
school site has its own unique culture with streegind challenges that reflect the school
district and community at large. All three schdmése a history of school improvement
efforts before education reform. The culture afebe structure and procesfsschool

council function and parent involvement in the shand communication is the
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strategic set of actions/interactions that fad#issand acknowledges behaviors in each
setting. Properties of each culture include valdesyographics, history of council work,
actions or attitudes that highlight a sense of camig, commitment to school council
work, and school district practices that influetioe work of the council. Each site has a
unique set of demographics and challenges, i.eig®wonomic influences, size of each
school, needs of diverse populations, and secomgliaye issues.

School council function describes an individual @odhmunity understanding of
the structure and responsibilities of the schoahed and properties include knowledge
of regulatory role of the council and local pro@str membership, council activities,
agenda and decision making, and communication thélschool community. The three
Principals and a few of the other participants usi®d the responsibilities of the School
Council under the Education reform legislation atfters told the story of the local
structure and activities. The principals and sofm@@ participants acknowledged that
the function of the school council is advisoryhe Principal, but the data shows some
confusion about the school council role and whénds policy and who makes it, and
what is decision making and which decisions areeradthe school council. Principals
generally led the work of the school councils vatime qualitative differences in each
community, and the activities of each council falexl some of the specifics outlined in
MERA but also addressed local issues. There wag stt@ntion to the learning needs of
the students, particularly in reference to MCASuless but no specific actions taken by
the school councils. There was no indication indat of a relationship between the
work of the school councils and student achieventantiget issues were acknowledged

at each site, with one council discussing and aalyithe principal on their priorities.

221



Each school has a school improvement plan, buttwdyof the three school councils
reviewed the plan, and only one council particidatethe development of the plan.
Parent involvement refers to values or attitudesiaparent engagement and
actions that include families in the school comnyuriProperties include parent and
teacher expectations, communication between paamatschools, parent participation in
school activities; and parent participation in sadlgovernance. Results show that parent
involvement in the school and parent influencelenwork of the school council is
strengthened by the relationship with the paregaoization and other parent
involvement activities in the school. The attitiada commitment to parent involvement
present in the school culture, as well as, thereffio recruit parent and community
members with the resulting parity in membership atdluences the work of the school
council. Although there were mentions of commupigytners and interest in having
community involvement in the schools, the resutisvg very little, with the exception of
one community member on one school council. Akéschools have difficulty
recruiting membership that is representative ofrfegal and ethnic diversity of the
school community. The properties of communicatidnolv include verbal and written
communication about general information in the stlamd communication about the
work of the school council facilitate and encourggeent and community involvement.
In the urban district where School A is locatiee history of school improvement
efforts included more power for teachers over desimaking backed by the teachers’
union with resulting tension when education refenaved the policy making to the
administration/principal and the focus of their@ahcouncil or School Centered

Decision Making (SCDM) teams became more advisbing district gives teachers and
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parents a stipend for their work on SCDM teams@odides guidelines for agenda and
decision making at meetings. The function of thé®$&team appeared to be educator
dominant as there were five teachers present aageeand there are only two parent
members who did not attend regularly. Despite idistesources and training for SCDM
teams, meetings at School A appeared managemalture, with information about
events shared, complaints from teachers aboutibgilor staffing issues, and the
Principal reporting on district management and leiggsues. There was little evidence
of any decision making beyond dates for events.drrtig reference in the data to child
achievement issues are the goals in the Schoobleprent Plan (SIP) which are based
on the Massachusetts Curriculum Frameworks. TheNsCBam is not involved in the
development of the SIP, and even though the Pahcgported that they are responsible
to review it, there was no evidence of that inda&. The only communication about the
agenda and minutes of SCDM meetings was the suppo#iat they are posted in the
teachers’ lounge but participants reported thandidhappen regularly. Participants at
this site reported that the challenges to schoshcib function were a lack of parent
participation in the school due to poverty, workpayents and language barriers, and the
Principal said he hoped to move the group away fileerconflicts in their history and
more in line with the mandates of education reform.

The realities of a large urban school with a higte of poverty and second
language needs coupled with power conflicts betwieeradministration and the teachers
(union) has apparently created a culture thatittés positive energy for parent
engagement. In spite of efforts at the districelde improve family and community

engagement in the schools, there was little evid@h@any efforts to involve parents at

223



School A outside the traditional open house an@sional events. The district hired a
part time parent facilitator for School A, who delsed her role as an interpreter for
Spanish speaking parents, translating written comaeation and contacting parents
when there are attendance issues. Although patitspexpressed an interest in more
parent involvement, they described barriers to Ivetment which included poverty,
language issues and the schedules of working ar@md they noted that some parents
volunteer in the school and others come to evehtenwhey are invited. Efforts to
communicate with parents were meager with somernmdton on the school website, a
letter to parents about attendance issues, a pauatin board and occasional flyers
about events. One of the participants mentionettiey used to have a newsletter and
hoped that they could restart it. The PTO consiktsfew parents whose focus is
fundraising. The president of the PTO sits on ttesl council at the principal’s request
but there was no other evidence that the PTO waeved in recruiting parent members
for the council. The PTO president and the onergtheent member of the council did
not attend regularly.

When School B (SB) in the college town was cortséd in the early 1970s there
was a planning committee that included parentscangmunity members and that group
continued after the school was opened and wasa$e for the school council when
education reform legislation was passed in 1992. Hitincipal described the original
group as making policy decisions and that he grddoeved the group to an advisory
role in line with education reform. The cultureSR in this college town is certainly
influenced by a mix of parents who are highly ededand by the needs of a low income

and immigrant population. Awareness of diversiguiss and the needs of various affinity
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groups were evident in school communication andisyend in the discussions at the
school council. A history of strong parent partatipn continues with an active parent
organization which is known as the Parent Couasilthere is no teacher representation.
The Parent Council recruits and holds electiongiferSchool Council and some council
members over the years have been elected to tbelschmmittee. Membership of the
school council included five parents, three teaglagd one community member. There
was a general understanding that the school cofurmtion was advisory to the
Principal and at the meetings there was a balaappach where all participated in
decision making. Members reported that the Prin@pts the agenda and facilitated the
meetings. There was a formality to the meetingewohg an agenda, establishing
consensus about decisions and members rotatirrggpensibility for taking minutes.
They discussed issues of diversity and socialgaghat were related to achievement;
reviewed budget issues and discussed their vieast @viorities for spending; and they
reviewed the progress on the goals of the Schoptduement Plan (SIP). The Principal
brought a draft of a new SIP for the next two yeard the council worked on refining
the goals. One of the goals of the SIP was abautrmanication with parents.
Participants cited challenges to the work of thenoil as budget issues, limited influence
on policy, and school council membership as notesgntative of the school community.
The work and activities of the school council weoenmunicated through the school
website, periodic letters and surveys to paremid by letter and face to face report to the
school committee.

The culture of School B embraces the value of garsolvement and

encourages it in my ways. There is an open anderatipe attitude about collaborating
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with parents and a concern about the diverse nefddmilies. Efforts to engage and
communicate with parents include information onwlebsite, letters and surveys, a
prominent bulletin board in the foyer of the schant flyers and brochures in the main
office, as well as regular newsletters. The scipoidles itself on high parent attendance at
open house and parent conferences through comntionieand offers of transportation,
and encourages parents to visit the school/classeogytime without an appointment.
Rather than a PTO there is a Parent Council whashnmany members, and
subcommittees working on numerous projects, angléengage in fundraising for many
purposes. The Parent Council puts out a familyctiary, has an email newsletter,
provides scholarships for families in need, andrkeasurce coordinators working with
families. Parent members of the school counciraceuited and elected by the Parent
Council. Although the school council was viewedlssbody that was concerned with
policy, comments from some of the participantsmntaved implied that certain parents
were recruited by the parent council to exert sorfleence on the work of the school
council. There appeared to be direct communicdigtmween the two councils through

the principal and through individual parents, artisome participants reported that there
is some confusion in the school community aboutthe of each council. Parent
members of the school council reported that theucgilat council meetings was one of
listening and collaboration, and that their ide:ad eoncerns were respected and
addressed by the group. While reviewing the schopfovement plan, parent members

advocated for expanding the goal about parent uamént from a focus on affinity
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groups to all parents. Parent members joined timeipal at the end of the school year to
report to the school committee on their activitesg several members of school councils
in that district have moved on to run for seatshenschool committee.

There was also a history of collaborative work agteachers, parents and
community members at School C in the small subefbrie education reform and the
establishment of the school council. Members unidedsthe school council function as
advisory to the Principal and described their paréition as a way to have a voice. There
was parity in membership with parents and teadmetrs$io community membership.
Members understood that the Principal generallylseagenda but others could add
additional items with ease. The Principal faciehian informal meeting from an agenda
that was a list of topics and there was no formaans of keeping minutes. The Principal
developed the School Improvement Plan (SIP) basetistrict goals and periodically
reviews their progress with the school council. ©hthe goals in the SIP is around
parent and community involvement and is based sdraton results of parent surveys.
The school council reviewed the results of thoseests, discussed budget issues, MCAS
results, plans for evening get-togethers for parearid issues around building needs and
parking. Communication about the school coundibishd on the school website, in
weekly newsletters and in reports to the schoolrodgtee.

At School C the culture is an informal, comfortablee with an emphasis on
community which welcomes families and wants alldiiein to succeed. There is a
positive and cooperative attitude about includiagepts and community members. Both
parents and teachers talked about the importanparefts having a voice. Efforts to

engage and communicate with parents include infooman the website, parent bulletin

227



board, parent handbook and surveys, weekly newsdetind special events nights for
parents. Some parents volunteer in the schoolp#rets participate in events and come
to open house and parent conferences. Since ttscphipuilding is so old, there have
been parent volunteer efforts to make some imprevesithrough fundraising and
weekend labor. Participants felt that School C &dair amount of parent involvement
but the parent members of the school council esgitheir concern that other parents
have ideas or complaints but do not get involvdteyTheard some of these ideas from
parents on the playground and talked about thedositio parent involvement for some
due to economics, transportation and work scheduilesse concerns lead the school
council to host periodic evening meetings theyethltoffee talks’ where they hoped
parents would be comfortable to express their id€las district has a city wide
elementary PTO which includes teachers and passtsioes primarily fundraising.
Parent members of the school council reportedttiet try to be a liaison to the PTO but
there was no other connection. Results of a pawney that indicated a need for more
parent involvement was reviewed by the school chamcl that prompted the group to
host an evening meeting for parents to discusstues.

The philosophy and practice of collaboration/parthgs with parents and
community members is supported by ecological angldpmental systems theories that
stress the importance of relationships and thedatmections of environments where
children grow and learn. Urie Bronfenbrenner (1983yell known for his ecological
systems theory of human development or the layleeavaronment which affect the
child’s development. Bronfenbrenner described tinvecgple of interconnectedness

within settings and the linkages between thesengsttThe immediate setting or
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microsystem for the child is the family, school areghborhood. Factors of poverty,
work schedules, transportation, child care andrsg¢t@nguage issues are part of the
mesosystem which influence the involvement of parenthe school, and the exosystem
is the larger social system in which the child fiimres which in this context includes the
local school council and the PTO. The macrosystémehwincludes the values in our
culture about parent involvement in education dredcorresponding legislation that
includes it, as well as, the cultural beliefs analcfices about engaging families in the
local districts has a significant impact on theeextand influence of parent involvement
in school governance

Joyce Epstein (1995) used an ecological perspeictidescribe her theory of
overlapping spheres of influence and the framewbkdeveloped for a partnership
model with six major types of parental involvemeértte external structure of the model
consists of overlapping or nonoverlapping sphespsasenting family, school, and
community and they may be drawn together or pusipagt depending on the
philosophy, practices and activities of the fansilischools, and community members.
The experiences and practices at School A in tharusetting push the spheres away
from each other as the philosophy and activitieseluo not encourage collaboration or
parent and community involvement. The interactionsommunication between the
spheres and the patterns of influence or the lndalire at School A are rooted in conflict
over decision making power between administratioh the teachers’ union. At School B
in the college town the experiences and practi€dseoparent group and the school
practices push the spheres together as therdrigng philosophy and many activities

that include and encourage parent and communigivement. The influence of a very
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strong parent organization and community philosopfinclusion encourages many
forms of communication with parents and promotdwities to engage families in the
school. At School C in the small suburb the hiswmirgommunity collaboration and the
practices of the school to improve parent involvetiqrish the spheres together, although
there is concern there that parents were not asaxs they could be. There is frequent
communication with parents at School C about schobties, activities, or workshops
available and efforts made by parent members o$¢heol council to encourage
communication between parents and the school.

The results of this qualitative study replicate samhthe previous research that
showed inconsistencies in the implementation obstbouncils across the country and
in Massachusetts, and that the evidence of thiéirence on school improvement has
been limited. Some of the research described pesititcomes when councils function
in schools with good communication, trusting relaships between principals, teachers
and parents, and where there is good leaderslsipictisupport and adequate funding for
school improvement projects. In his study of thelementation of school councils in
Massachusetts Bryant Robinson (1997) concludedtbtall schools were equally
successful in establishing school councils anddsebed barriers to their effectiveness
as lack of cooperation from teachers and admin@sabudget constraints, lack of parent
participation, lack of training and an overwhelmimgrkload. The first report from the
Massachusetts Education Reform Review Commissi@d@1 showed that school
councils were generally not viewed as an effectefeicle for school improvement due to
lack of training, financial constraints, lack ofrpat and community involvement, and

confusion over role definition.
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The results of this qualitative case study show tiese challenges and barriers
still exist. These include limited structures irdaraining for school council work,
difficulty recruiting and maintaining parent andhomunity involvement in school
councils, time and budget constraints, and littleus on curriculum and achievement.
Research studies in parent involvement in high ggweban communities also showed
that race and culture affect the perceptions aaghttwer dynamic in family-school
relationships which was evident in the urban scledel in this case study, and programs
that were effective in engaging diverse familiekrmwledged and addressed cultural and
class differences which was seen in the schodiighstudy in the small college town.

The current climate in public education in Massesetts is one of limited
financial resources and significant pressure fopsts to produce adequate yearly
progress. Communities and their local school bostdgygle to meet the demands of
both state and federal provisions for student aement as the funding to support those
tasks continues to decline The focus on MCAS resnlMassachusetts diminishes the
attention to other school improvement issues, agakens any efforts to involve parent
and community members in those efforts. In ordeséhool councils to be a more
effective means for school improvement there néedt® more support at the state and
local level. The state should provide oversight aohing for school councils in their
regulatory responsibilities, which should includiarity over role definition and decision
making around policy, and assistance to local sshaccommunication and recruitment
of parent and community members. State funds artgifar school improvement
projects linked to the particular learning needsdividual schools could stimulate local

interest and more involvement from families and oamity members. Leaders at the
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state and local level should emphasize the needweifse populations and efforts to
include all members of the school community in sthmprovement efforts regardless
of culture or class. Local school leaders shoulebg structures that welcome and
include all families in school activities, includjrschool councils. Schools should utilize
varied, frequent and consistent methods of comnatioic with families about school
issues and provide needed supports for these €fBurth as, language translation or
transportation.

The results of this case study also mirrored previ@search that schools with
existing parent involvement activities before thigiation of school councils had more
positive influence on school improvement. This cstsely showed that parent
involvement in the school and parent influencelenwork of the school council is
strengthened by the relationship with the paregaoization and other parent
involvement activities in the school. Further resbaand practice should explore the
relationship of parent organizations to the sclwoeoincil and their interactions and
impact on school improvement.

Perhaps new research on school-based decision gnstkaruld consider changes
or alternatives to this current model of schoolgoance that could be more effective in
school improvement efforts and certainly more issta of the stakeholders in each
community. Additional research that would look mepecifically at factors of class and
family-school relationships might contribute to mauccessful models that could
encourage parents to be involved in various a®in the school and more comfortable

as a participant in school governance. In ordeletermine any relationship between
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school council work in school improvement and studehievement, research would
need to be longitudinal and include a much largense.

Although the wave of educational reform efforighe last thirty years embraces
the concept of parental involvement as an esseateahent in children’s academic
achievement and social adjustment, we have providiée pre service or inservice
training for teachers or administrators about théogophy or practices of engaging
parents in all aspects of their child’s educatiociuding school governance. Those who
prepare teachers and principals/administratordhferfield of education should include
the study of ecological systems theory and how teédtes to school improvement
efforts. Educators need to acknowledge the histbnustrust and barriers to building
relationships between schools and families andldhaeate a positive and constructive
attitude about parent and community involvementha schools. Administrators and
teachers should be knowledgeable about the develoipai partnership models that are
integrated into a comprehensive approach to scangmovement. Local schools should
provide the structures and communication systens #gupport teachers in their

relationships with families.
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APPENDIX A

FIGURE 1. EPSTEIN'S OVERLAPPING SPHERES OF INFENCE
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Overlapping Spheres of Influence of Family, School, and Community on Chil-
dren’s Learning (External Structure of Theoretical Model)

FAMILY SCHOOL

KEY: Intra-institutional interactions (lowercase)
Inter-institutional interactions (uppercase)

f/F = Family ¢/C = Child
s/S = School p/P = Parent
t/T = Teacher

Note: In the full model the internal structure is
extended, using the same KEY to include:
¢0/CO = Community
alA = Agent from community/business

Overlapping Spheres of Influence of Family, School, and Community on Chil-
dren’s Learning (Internal Structure of Theoretical Model) .
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APPENDIX B

FIGURE 2. ECCLES AND HAROLD'S MODEL OF THE INFLUEBES ON
AND CONSEQUENCES OF PARENT INVOLVEMENT IN
THE SCHOOLS
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APPENDIX C

CONSENT FOR VOLUNTARY PARTICIPATION

This is a research study for a dissertation asgddhte Child and Family Studies
Program in the School of Education at the UnivgrsitMassachusetts at Amherst. The
purpose of this study is to describe the functiod mfluence of local school councils on
school improvement and to provide a better undedstg of the role of parent/family
and community involvement in those efforts. DatH lne gathered over a three to six
month period in three elementary schools in difie@mmunities through observation
of school council meetings; through interviews witembers of the school council and
other members of the school community, includiragkers, staff, family or community
members; and through review of relevant materials.

| volunteer to be part of this qualitative studylamderstand that:

1. I will be interviewed by Leslie Stein using adgd interview format consisting of
a dozen questions.

2. The questions | will be answering will involvgarmation about parent and
community involvement in the school and the rdlstaff, parents and
community members in the work of the school colunci

3. The interview will be tape recorded to facilganalysis of the data and
transcribed from the tapes. Tapes and transcriptiot only be accessible to
Leslie Stein and stored at the her residence

4, My name will not be used, nor will | be identifi personally, in any way or at any
time. | understand it will be necessary to idgngi&rticipants by role or position
in the data analysis and written description efrsults.

5. Due to a small number of participants, approxatyawelve to eighteen, |
understand that there is some risk that | maylbastified as part of this study.
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I may withdraw from part or all of this studyaaty time.
| have the right to review material prior to tt@mnpletion of this study.

| understand that the results of this studybelincluded in Leslie Stein’s
doctoral dissertation and may also be included@muscripts submitted to
professional journals for publication.

| am free to participate or not participatehwiit prejudice.

Leslie B. Stein Participant

Date Date
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APPENDIX D

INTERVIEW QUESTIONS

What is your role in this school community?

Please tell me about the ways parents/familiescantmunity members are involved in
the school.

If you are a member of the School Council, pleasscdbe how and why you became a
member.

Tell me about the work of the school council. Wi the functions and responsibilities
of the School Council?

Please describe the relationship of the school@btmother members of the school
community.

Please describe the relationships between courtiiiers and the impact parent and
community members have on the work of the council.

How is the agenda set?
What types of decisions are made by the School €lgun

What is the process for decision making and howlavgau describe the role of teachers,
parents, and community members in that process?

How is the work of the School Council and decisioreale communicated to other
members of the school community, such as, staffili@s, and other interested
community members?

What are the accomplishments of this school coféncil

What are the challenges and benefits for you asralmer of the council?

What are the challenges or barriers for the worthefschool council?

Is there anything else you would like to tell me@aithe school council or parent and
community involvement in the school?
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APPENDIX E

FIGURE 3. CODE MAP
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