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ABSTRACT
Presented in this resource notebook are some of the

basic ingredients of how to improve communications from school to
home, including current research and the best thinking on staff
development and inservice training, examples of techniques to foster
better home-school relations through better communication, and ways
to train school personnel in using those techniques. Following an
introductory section, eight sections address the topic beginning with
"School and Family: The Essential Connection," followed by "Staff
Development: Research and Recommendations," "Guides for Effective
Home-School Relations and Communications," and "Especially for
Administrators and Policy-Makers." Section 6, "Especially for
Teachers and Specialists," has seven subsections addressing what is
known about school-family relations, using non-technical language,
listening fully, utilizing the telephone and recorded messages,
examining the written word and other symbols, developing academic
guidance sheets, and holding parent-teacher conferences. Sections 7
and 8, entitled respectively "Especially for Support and Service
Personnel" and "Especially for Families," are followed by a ninth
section concerning "Evaluation: Formative, Summative, and Points in
Between." Readings, exercises, and reference lists accompany the
sections. The tenth and final section is comprised of nine appendices
including additional references, telephone interviewing questions, a
summary of the needs assessment process, handouts,
parent-staff-conference questionnaires, and guidelines for conducting
Nominal Group Technique meetings. (BRR)
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About AEL's School-Family Relations I
The School-Family Relations Program of the Appalachia Educational Laboratory

(AEL) was started in Septembpr 1981 following an extended period of planning. It
grew out of a major regional needs assessment in 1980, which drew attention to two
clusters of concerns: (1) interactive issues regarding how to improve the ways that
schools and families relate to one another, and (2) a focus on ways that schools might
assist particular groups of families whose children are, on the average, "at risk"
academically. In a special sense, the School-Family Relations Program also grew out of
prior AEL work performed under the Childhood and Parenting Research Program (FY
80-82). This previous work provided a network of field contacts, two tate bases that
could be further any. /zed, and relevant methodology and research experience.

From the beginning, the School-Family Relations Program has engaged in action
research as its main strategy for studying and effecting changes in school practices.
The Program's purpose is to identify, develop, and encourage implementation of effec-
tive home-school relations practices in schools within the Appalachian Region. During
1983 and 1984 this work is being carried out through three project foci:

(11 finding effective ways that schools can relate to "special needs- families (e.g.,
isolated rural, minority, single parent, two-job families, etc.);

(2) improving communications between schools and homes regarding student
behavior, attendance, and academic progress, particularly at the secondary level;
and

(31 preparing school personnel for working with families.

This workshop constitutes a major dissemination activity for the School-Family Rela-
tions Program, which concludes its National institute of Education sponsored research
effort in 1984.
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Improving School-Rome Communications Workshop:
Using A Resource Notebook to Train Teachers and Staff

(A Workshop for School Personnel in the Appalachian Region)

Staff Development Personnel: October 15, 16, 17, 1984

Teachers and Specialists: October 16, 17, 1984

Agenda

Mondav October 15. 1984

10:30 - 12:00 Registration for Staff Development Personnel--Holiday 13&n

Lobby

12:00 - 1:30 Opening ActivitiesHoliday Inn Dining Room

LUNCH -- Together

1:45 - 2:15 Explanation and Overview, Phase 1Holiday inn,
Room 619

2:15 - 5:00 Staff Development in School - Family Relations and

Communications: Research and Recommendations

(3:25) REFRESHMENTS

5:30 - 7:30 DINNER --Togetber --Fiftb Quarter

7:30 - 9:30 "Rands-On" Planning and Preparation--Holiday Inn,
Room 619

Tuesday. October l6 1984

7:15 - 8:00

8:00 - 8:30

8:30 - 11:00

BREAKFAST -- Holiday Inn Dining Room

To Do TodayHoliday Inn, Rooms 119 and 619*

Decision-Making, Planning and Preparation of Staff
Development Activities for Teachers and Specialists

(9:00) REFRESHMENTS

11:00 - 11 :30 Ruflectio,- and a Look Ahead to Phase II

10:30 - 12:00 Registration for Teachers and Specialista--Roliday Inn Lobby

*For October 16-17: ALL participants in elementary group williacet in Room
119; all participants in secondary group will meet in Room
619.



12:00 - 1:30 Opening Activities (Staff Development Personnel, Teachers
and Specialists, AFL Workshop Staff)--Holiday Ina Dining
Room

LUNCH--Together

1:45 - 2:15 Explanation and Overview, Phase IIHoliday Inn
Room 119 and 619

2:30 - 3:30 School-Family Communications: Research and Recommendations
Holiday Inn, Room 119 and 619

(3:00) REFRESHMENTS

3:30 - 5:00

5:30 - 7:00

7:30 - 9:00

School-Family Communications: Plain Talk and Fancy
ListeningH4Nliday Inn, Room 119 and 619

DINNER -- Together- -Fifth Quarter

Shared ExpertiseHoliday Inn, Room 119 and 619

Wednesday. October 17. 1984

7:15 - 8:00 BREAKFAST -- Holiday Inn Dining Room

8:00 - 815 Opening ActivitiesHoliday Inn, Room 119 and 619

8:15 - 10:30 Spoken and Written Communications: Forma and Functions

10:30 - 11:00 Refreshments, Reimbursement Forms, and Other Essentials

11:00 - 12:15 School and Individual Action and Follow-Up Plans

12:15 - 12:30 Reflection and a Look - ld to Phase III

12:30 Adj3vrnment

Workshop Trainers:

Dr. Oralie McAfee: Consultant to the Appalachia Educational Laboretor7 and
Professor of Education, Metropolitan Statr
Denver, Colorado

Dr. Edward Catty: Consultant to the Appalachia Educational Laboratory and
Chief Psychologist= Huntington State Hospital, Huntington,

West Virginia

Beth Sattes: Educational Research and Development Specialist,
Educational Services Offices and School-Family Relations
Program, Appalachia Educational Laboratory, Charleston,
West Virginia

Sandra R. Orletsky: Director, School-Family Relations Program, Appalachia
Educational Laboratory, Charleston, West, Virginia
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Section

About This Resource Notebook

When convenience foods such as cake and muffin mixes were first market;

many contained everything except water, which the cook was to add. Some of

these box mixes did not sell too well until one astute student of human nature

sensed that too much hid been done for the cook--it seemed that creativity, a

sense of pride, and varying things to suit the occasion could not be achieved

by simply adding water and stirring. It all seemed too simple end made the

cook feel unneeded.

So now we are invited to add "two fresh or "extra oil for extra

richness," "grated orange peel," or some other personal touch thilt makes the

product suit our tastes, the situation--and allows as to exercise our own

considerable creativity. The result: albost no one bakes "from scratch"!

So it is with this Resource Notebook for Staff Development in

School-Family Relations. We have put together in one notebook some of the

basic ingredients of school-family relations, particularly for the states of

the Appalachian Region; current research and best thinking on scef

development and inservice training; examples of techniques '4:o foster be::te

home-school relations through better commu3icatiou; and ways to tram. ac' ool

personnel iu using those techniques. We have also iwovided ways fo: vaers to

add their ova "fresh egg," "chopped walnutt," '1.11tr3

local, state, or other 1.1eas and suggestioaa. We did it this wLy for several

reasons:

1. We are convinced that school people at the local level,

including the building level, do not need a pre-packaged
prescriptive approach to staff development. Rather,

they need resources, ideas, and organizational help to
develop inservice experiences in ways that meet their

own identified needs.

I-1



2. There are too many good ideas for encouraging better

school-home relations for any one notebook, *ad more

are coming out all the time. We've left space for you

to add those that Look promising.

3. As more research andjnformation on school-family

relations and communications, and on effective staff

development becomes availableand it willyou can
add it to the appropriate sections.

4. The information we have compiled is limited to one

aspect of school-family relations: improving

communications from the school to che home . There

are other aspects equally compelling: improving

communication from the home to the school, as well as

completely different forms 'f parent involvement. You

may wish to add sections pertaining to other techniques

of working with parents and the community.

ow to Use This Notebook

We are assuming that a person or committee responsible for staff

development in school district or school building would take the lead in

using this material. The following approach will probably be most productive.

Study the background and informalon sections:

Section IISchool and Family:
Connection

Section IIIStaff Development:
Recommendations

Section IV--Guides for Effective School-Family

Relations and Communications

The Essential

Research and

Section IXEvaluit ion

Quickly scan the resource sections, so that you have a general

idea of what they contain (Sections V-VIII).

Conduct a need and interest assessment using thecsuggestions

net are given in Section III. With this information as a

guide, you can develop objectives, then select activities from

the appropriate sections or other resources to help achieve

those objectives. Flan and carry out the inservice activities

according to the guidelines, modifying and supplementing our

activities and suggestions as appropriaLe. Remember

to evaluate and followup! Make notes about the way

you used the various activities and the results, so

you'll have that information to guide you another time.

I-2



*

is a teacher, or administrator, or other schoOl staff member who is to

improve your own skills in communicating with families, you'll want to read

the background and information section, then examine your situation and

'yourself to see what aspects of school-family relations you would like to

improve. Perhaps you are uncomfortable talking with parents about problems;

maybe you tend to overwhelm thlm with "educator talk" without really listening

to what they have to aay.e If so, turn to the activities on "Listen With Your

Mind and Heart" and "Plain Words" for some ideas and practice activities.

Perhaps you'd like to start a class calendar, so that parents will know what

their children are studying and can do things to help at home. You can find

suggestions for gettiug that forth of communication going in "The Written

Word."

Whether yoU are using the Notebook for group work in staff development or

for yourself as an individual, you will find many additional resources in the

last section. If activities to meet your needs are not in the Notebook, try

some of the other resources that are suggested. Many of the national

organizations will send catalogs and sample,copies of their material on

request. Your state education agency or nearby college are other good

resources.

Schools alone cannot educate children. School personnel will find in

this Resource Notebook ways to achieve better school-family communications at

the nlassroom, school building, and district levels.

1- 3



Section 11

School anA Faany: The Essential Connection

Hone-School Relations

When school-age children are involved, schools and families are

inevitably linked. Sometimes they blame each other for any problems;

sometimes they support each other; sometimes they uneasily co-exist. But

whatever their relationship, the youngster who links them is probably

influenced by it. Whatever their relationship, both schools and families

arc influenced. Whatever their relationship, the larger society, which has

a stake in the success of both schools And families, is influenced and

co -cAled.

For many years, the Appalachia Educational Laboratory has been studying

the unique needs of Appalachian schools and families in maintaining and

improving school-family relationships. From our own work, and from other

studies throughout the United States, consistent findings emerge. Parent

involvement in schools is significantly related to:

improved student academic achieveient,

improved student attendance in school,

improved student behavior in school, and

increased community support for schools, including
human, financial, and materials resources (Barth, 1979;

Bittle, 1975; Boger, 1978; Comer, 1980; Duncan, 1969;
Bdlund, 1969; Fairchild, 1976; Gillum, Schooley &
Novak, 1977; Ingram, 1978; lienderson, 1982; Eofmeister,
1977; Karracker, 1972; McKinney, 1975; Mize, 1977;
Parker & McCoy, 1977; Shc::on & Dobson, 1973; Sheats
Sheats & Dunkleberger, 1979; Smith Brabce, 1963;

Trovato & Bucher, 1980).

We also knew that parents think their children's education is important.

They want to be kept informed of their child's progress in school and to be

1 3



involved in their child's education (Etheridge, Collins & Costa 1979;

Gallup, 1980; Gctts, 1983; 'Hubbell, 1979;, Valentin 6 Alston, 1978; Williams,

1984).

Parent involvement is a catch-all term that is used to describe a wide

variety of activities that range from occasional attendance at school

`functions to intensive efforts to help parents become better teachers of their

own children. We don't yet know all about what type of "involvement" works

best with different kinds of schools, communities, teachers, families, and

children. For example, information on appropriate activities for families and

schools with upper elementary and secondary school pupils is just beginning to

become available (Gotta 6 Purnell, 1984).

However, quality communication between the school and home is present in

successful parent involvement. Of value in and of itself, it is also A basic

precondition supporting other types of parent involvement, such as teaching

children at home, volunteering in the school,, or supporting the school's

educational efforts.

Let's look at some of the reasons school-family communication, as an

essential element in productive school - family relations, needs to be given

special attention: the changing relationship between the school and the

family; the change in structure of many families; social and demographic

change; an the increase in educational expectations for all pupils.

Cl.:hol.dthefmiI.y. There was a

time when schools, families, the community, and other community inetitutions

all worked together more, each fairly sure of what its own and the others'

roles and responsibilities were, and each generally supportive of the other.



Probably the best example was a rule that many families had: "If you get a

lickin' at school, you get another at homeno questions asked." School

"lickin's" are long gone, and so is the unquestioning relationship between

school and home. Many parents and most of society feel free to question,

challenge, and make their views known to schools as well ae abler institutions

(Naisbitt, 1982). At the same time, they are expecting more of schools, not

less (Goodlad, 1984). Many are better educated and more sophisticated than

educators perceive them to be (Williams, 1984). They are looking for

interactions with schools; not for the expectation that they will give

unquestioning deference.

As part of this changed and changing relationship, schools all over the

United States have established parent advisory councils, state legislatures

have established "accountability" laws, grassroots and national citizen

action committees have organized to influence school policy and practices,

and individual parents have challenged school actions (Naisbitt, 1982).

Change in structure of many families. As expectations of schoo!s by

families are influenced by larger trends, so are the abilities of families to

respond to the school's expectations of them. Today's families have changed

and continue to change. Both parents may work out of the home; single

parents--of either t4x--are rearing children; many fathers want a more active

role in child-rearing; remarriage often creates a new and different family

structure; and cultural and social diversity is no longer "strange."

Many parents are having their first child between 30 and 35; others

are having children quite young. These two groups may have very diffent

abilities and desires in relation to schools and their children's school

work. Families are having fewer children, and those children are more

likely to have been in preschool or child-care away from home before they



started to school and before- and after-school care. Although evidence is

strong that the predicted adverse effects of such family changes on

children's development have not cone true, these changes call for a

rethinking of traditional means of school-home communications. For

example, afternoon parent-teacher conferences may be unattended because of

the parent(s) employment. Reaching parents by telephone during the day may

be almost impossible except for an emergency. geeing a parent as be or she

brings the youngster to school may not be possible, as the child may arrive

from a child care center. Other forms of communication may be needed.

§ocill and demoaranhic change . Perhaps the most obvious social change

impacting a need for good school-family-community relations is the "graying"

of America. The proportion of people with children in school continues to

shrink. It is projected to be less than 20 percent by 1985. Schools and

families must work together with the larger community to provide the tax base

essential for good schools for children, parents, teachers, aid our entire

society. Schools and communities can work together to create an "educative

community" using school and non-school resources for education. Older people,

businesses, the artsand yes, even television and technology are some of the

elements of, an "ecology of educating institutions" (Goodlad, 1984).

Other less obvious changes require school-family cooperation to make sure

children's progress in school is not negatively affected: the pervasive

influence of television, the power of the peer group c 1 children's behavior,

and the large number of secondary school students who have paying jobs

(Goodlad, 1984). Assigning homework does little good if television or a job

takes up the time that might have been spent in homework. Telling parents to

have their teenager study does little good if the parent is ignored. Schools

11-4
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do not function apart from the larger society; they are a part of societal

changes, both influencing and being influenced by them.

Educational

changes, both influencing and being influenced by them.

Increases in educational expectations for all pupils. Educational

expectations for all pupils are increasing. Many states have instituted or

are considering competency tests for students. Some colleges are increasing

their entrance requirements in an effort to influence high school

requirements. Schools and children alone cannot meet those expectations;

families must help. A few examples will make the point clear.

Families can help children attend school regularly and on time. They can

assure that children have the adequate rest, exercise, and nutrition so

essential to learning. They can show children they value studying and

learning by making reading, study material, and a place and time to study.

available. Families can help and encourage youngsters who are faltering;

stimulate and challenge those who need more than the school can provide.

Some families provide this support naturally. It is in the child's best

interest for schools to do what they can to help and encourage all families to

do likewise. When expectations are either too high or too low for a given

child, families must be involved in setting realistic expectations. At the

secondary level, more stringent college entrance requirements indicate that

families must be involved in course and career choices.

In many communities, school-hone relations and the communications that

enhance those relations are satisfying to both school and parent (Goodind,

1984; Gotta, 1983). In many others, they could be improved. In all schools,

the relationships between home and school should be Iconitored and evaluated as

an important part of the basic task of operating schools and educating

children.

II-5
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Pre ri d Ot er S Pe s nne Fami lie,

Few teachers, administrators, and other school personnel receive formal

training in school-family relations or any type of parent involvement. In a

survey conducted in both rural and urban areas in the Appalachian Region by

AEL (Spriggs, 1983), only 37 percent of the professional personnel had

received such training in their undergraduate work, and only 24 percent had

received training in graduate work.

Service and support personnel (school secretaries, custodians, clerical

and classroom aides, and food service workers) interact frequently with

parents about discipline, school work, school activities, and lunches. They,

too, have received little formal training in interacting with parents.

%service training, when provided to $5upport staff, usually deals closely with

their work-related activities, not with how they interact with parents.

Lack of formal training does not, of course, indicate that teachers,

administrators, specialists, or support staff are without any of the

necessary skills. Teachers do not feel reluctant to deal with parents.

They report they have learned to work with families through experiences

other than formal. training: through being a member of a family, church

work, volunteer work, and other informal situations. Good human relation

skills, however learned, are basic to communication with parents or anyone

else. Less than 20 percent of the teachers said they were unprepared for

working with parents, but also less than 50 percent said they were adequately.

prepared.

In addition, 40 percent of the certified personnel and 35 percent of

service and support personnel said they would like assistance in interacting

with families. Training in school-family relations and working with parents

is something many school people need and are interested in. More

II-6
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specifically, they asked for help in dealing with parents on discipline

issues, grades, attendance, and working with parents in general.

This need for more training of administrators, teachers, and other school

personnel in working effectively with parents has been confirmed by other

studies (Williams, 1984).

ARISLELOALIZEIRLYarintion and Need

Education in the United States is made up of individual classrooms

buildings, and districts, each with their own unique strengths and needs.

This is as true in school-family relations and communication as it is in the

provision of science facilities, amount of time and resources allotted to the

arts, or any other aspect of schooling. Although there are many attitudes and

skills in working with parents and the home that all school personnel share,

there will be differences, too. In-depth analyses of some of these

differences are available in AEL's technical reports, and will only be

summarized here.

Elementary schools inulynaglimeitjyanukcaefilesiIi secondary

schools. This is an appropriate reaction to age and developmental differences

in children and families, and to the differences in curriculum and school

organization at these levels. Little guidance about school family relations

has been available to secondary school personnel, since most research and

development work has been in preschool and primary schools. However, parents

of secondary school children still want to be involved and informed about

school activities in general and about any problems relating to their own

children (Purnell & Gotts, 1983). Practices that are effective in elementary

schools may not work well in secondary schools as the nature, of parents'

involvement with their children changes. Th's does not meal that they are any

II-7
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less involved or interested. The attendance at any high school sports or

drama performance is evidence of that!

Urban schoo)i ang_f 'lies relatemlmytyin.
thin do rural schools and families. Schools in small towns may have slightly

different interactions than either rural or urban comgunities. Although

research evidence on these differences is sparse and based on parent and

teacher perceptions, what there is suggests that rural and small town schools

are more central to the lives of families than urban schools; teachers in

small towns were more likely to interact with parents around school activities

than teachers in either rural or urban areas. There appears to be more

informal communication between hose and school in rural communities and more

formal communication in urban communities; rural parents have more confidence

than urban parents that when children have problems in school, collaborative

efforts will produce the desired results (Gotta & Purnell, 1984).

Teachers report some interesting differences in the way rural and urban

families relate to schools. Rural teachers report that parents seem uneasy

about coming to the school and are likely to come only when there is a

problem. Teachers in small towns and urban areas reported this much leas

often. In urban areas, teachers report more interaction abc,ut discipline,

grades, and attendance than do teachers in rural areas. Teachers in arban

areas also requested help in working with families on discipline (Setts &

Purnell, 1984).

Although urban, small town, and rural school-family relations are similar

in oany respects, school personnel should be sensitive to the variations.

School personnel who are working in the same type of community in which they

lived and went to school, may intuitively respond to these differences. If

they work in schools in a different type of community than where they grew
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up, they may need help in understanding and responding appropriately to the

different communication patterns and needs.

Likewise, if families move from one setting to another--an increasing

possibility in our mobile society - 'schools ma7 need to explain the differences

before real misunderstandings occur.

i les d

Illme-sch 1 1 el* fere

ye

h are

distant and strained. Maintenance of trust and communication requires

constant attention, but rebuilding is infinitely more difficult. Little is

known about these differences in "climate" and their influence on

school-family relations, but no one connected with schools or familiar with

current thinking about effective schools can doubt that such differences exist

(Goodlad, 1984).
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Section III

Staff Development: Research and Recommendations

Whether you call it staff development, professional development,

professional renewal, or just inservice education, continulng education of

school personnel is essential. This is as true in school-family relations as

in curriculum content or instlictional methods. Maybe more so. Most teachers

and a inistrators in the Appalachian Region received no specific training for

working with parents and the home in their preservice training, yet they

realised that school-family interaction is either desirable (24%) or essential

(742) in order to do the best job of helping pupils learn (Spriggs, 1984).

From a different perspective, parents welcome teachers= ideas and guidance,

and consider teachers who communicate frequently with parents to be the better

teachers, higher in interpersonal skills and overall quality (Becker &

'Epstein, 1981).

In this section, we will look at what ue know about staff development and

adult education as it pertains to school-family relations, then suggest an

approach to planning, developing, and evaluating staff development.

TO keep the information concise enough to be of use to busy school

personnel, we have distilled research and recommendations from a wide variety

of sources, and have not elaborated on any of them. Use the listing of

references at the end of this section and resources in the appendix for

further study of the concepts and ideas.

at We Enim

Local and state education agencies, colleges and universities, teachers'

associations, professional organizations, and businesses that deal with



schools have made staff development and inservice education one of the few growth

areas in education in the last decade. The reasons for this development

include demographic trends among teacher. and a inistrators; a decrease in

traditional sources of new ideas and professional development; social,

economic, and organizational changes; decentralization of responsibility for

staff development; increased information on adults as learners; expectations

that people will keep up to date; and recognition of the importance of

employee morale and commitment.

DemoRraphic trends amorist teachers and administrators. "Fewer new

teachers are entering the profession; turnover among teachers has been

reduced. There is less mobility. The average age of teachers and their level

of experience is increasing" (Ohio Department of Education, 1983, p. lb).

Continuing education for current staff is essential if they are to keep

current, enthusiastic, and effective.

D d* ides

development. Beginning teachers often brought fresh ideas into a school, but

their numbers are diminishing. Many teachers and administrators have already

completed their graduate degrees or enough education to be at the 4top of the

scale," and don't want more formal education. Local affiliate groups of

professional. organizations, who often provided workshops and conferences

directly related to teachers' needs and interests, are often struggling for

existence rather than providing dynamic leadership. Schools and school

districts are providing inservice education to replace these former sources.

69446..U21112411SUEZIEtinlaLt. As a result ofosocisl,

economic, and school organizational changes, schools are being expected to do

U things that teachers sod administrators had little or no preparation for.
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Inservice education has been essential to help achoole in "mainstrecming" of

handicapped children; bilingual education and English as 4 second language;

multicultural eduction; differentiated staffing, especially team teaching, and

working with paraprofessionals; the introduction of microcomputers and other

instructional t'chnnlogy; instructional concepts such as "mastery learning"

and "time-on-task"; the press for "effective schools"; and of course, parent

involvement.

e.
basis on

the building unit, rather than the central office as the most effective unit

for improvement and change, and on having building teachers and principals

design staff development programs to meet their own needs is changing the way

inservice education is conceived of and delivered.

Increased ieformntit5i 9n adults as learners. As more adults, including

school personnel, have become involved in continuing education, adults as

learners have been studied in-depth, with many provocative ideas for

consideration in staff development. These findings are discussed in the next

part of this section.. 4

Avectations that Imple in an oraarization will "keep up to date," The

"information explosion" in ell professional and technical areas has made

continuing education in all organizations essential. Schools and school

personnel ere no exception. ,t

Management and oreanization theory that recognizes the importance of

employee morale and commitment. Staff development and professional renewal,

properly done, are recognized as important sources of motivation and high

morale--even inspiration. By honing skills and broadening professional ideas,

inservice helps teachers feel secure, confident, and more satisfied on the

job. In addition, inservice activities supported by board policy and

111-3
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administrative commitment demonstrate that these groups care about and support

what teachers do (Brodinsky, 1983).

Adults fa Learners: Guidipa Princivleo

Research on how people learn, develop, and change has given us many

insights on adult learning. Some of the more significant findings,

particularly as they relate to school settings, inservice education, and

school-family relations are:

Adults --even teachers with the sane number of years of

college and teaching - -have a *ride range of previous

experience, knowledge, skills, interest, self-direction,

learning styles and cognitive levels. A few will be able to

think abstractly, deal easily with theories, and see the

relationship of broad generalizations to their specific

situation. Many will be much more concrete in their thinking

and conceptual style. They will need many examples,

demonstrations, practice, and careful development Gf

generalizations before they can understand and apply them to

other situations. In addition, individual differences among

people increase with age. As s result, adult education mutt

provide for differences of all kinds (Knowles, 1978)-:

Adults who can deal easily with abstract ideas in theif own

areas of expertise will not necessarily be able to do so as

they begin to learn something new. For example, a top-notch

teacher of a difficult, abstract subject may have to start at

a very basic skill level in dealing productively and

positively with parents.

Many adult° prefer informal learning strategies with

opportunity for interaction with other learners. Examples of

such informal strategies might be sharing information on

"what works best for me," or methods that call for team or

group learning rather than an individualized competitive

approach. Even lectures, films, or demonstrations maybe

more effective when followed by group discussion, practice,

or critiquing each other's trial applications.

Adult learning is enhanced by educational approaches that

demonstrate respect, trust, and concern for the learner.

Both personals and professional growth and competence must be

considered (Molly, 1983). Adults will resist learning

situations which they believe are an attack on their

competence. Knowles (1978) suggests that the teacher of

adults should engage in mutual inquiry and learning with the

learners, rather than simply transmitting knowledge or

monitoring skill acquisition.
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Adults need to be self-directing (Knowles, 1978). They want

to learn things that are important and useful to them. These

needs and interests should be the starting point for panning
and organizing learning activities."

Life situations, both personal and professional, should
provide the organizing ideas for adult learningnot subject
matter (Knowles, 1978). Likewise, analysis of their own life
experiences can be a powerful teaching/learning technique for
adults.

Acquiring a new skill, technique, or attitude can be quite
threatening to adults who already have something that
"works." They may need much assurance and support as they get
"wo7se" (try out new skills) in an effort to get better
(Joyce & Showers, 1983). They need to see the results of
their efforts and have accurate, yet supportive, information
about their progress.

Adults who are learning a new skill in a context other than
the one in which-they will apply it should be taught the
problems of "transfer," and that the greater the ambiguity of
application situation (as with teaching) the greater the
problem of transfer (Joyce & Showers, 1983).

Staff Development: 4uidina P, incip es

Almost anyone connected with a school can tell you what's wrong with

inservice training as it has usually been conducted. They'll mention such

things as "too theoretical," "no follow-up," "at 4:00 in the afternoon, who

cares?" or "Well, that's all very nice, but what does it have to do with what

I do on Monday?" Researchers have identified broader concerns, such as the

lack of time and money most schools have :or staff development; the need for

coherent and comprehensive need-based programs, rather than "one-shot"

workshops; lack of coordination and leadership, especially at the individual

school level; limited diversity in how, when, and where inse-vice is provided;

inadequate definition of goals and objectives; and lack of evaluation. From

the viewpoint of our current concernschool-family relations - -we could also

add that most inservice appears to be focused on classroom instruction or the

latest idea making the rounds (stress management, time management, or a

III-5
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particular discipline technique). Very little appears to be done in helping

teachers communicate and work with parents.

In spite of its problems, inservice education and professional

development are supported by school personnel, especially if staff development

is the right kind (Brodinsky, 1983; Hovey & Carrigan, 1980).

So what is the "right kind?" Are there magic ingredients that will make

staff development effective, interesting, and above all, result in better

learning for children? Well, no, of course not. What is available are some

basic principles and guidelines, some based on research, some based on

recommendations and experience of respected practitioners and theorists, and

some based on theories of planning and change. Some pertain to the

institution- -the school and school district; some pertain to how to motivate

participants; some pertain to content And instructional methods; and some to

time and facilities. The planning process that seems to be most promising is

covered in the next portion.

Principles Relatinz t9 Institutional Policies' and Commitmept:

$aff development activities should be based on school board

policies which all segments of the educational community can

support.

A financial commitment in the form of money, time, space, and

personnel should be made for staff development. Even a small

allocation of money and designation of responsibility is

better than ,one. If possible, this should include

incentives for teachers, although those in2ntives do not

have to be money. Intrinsic and extrinsic rewards can

complement each other.

Although the trend in staff development is toward the

building unit as the base, districtvide needs should also be

considered. School personnel will accept and support 11)th.

Planning and implementing effective staff development should

be a shared responsibility. Administrators, central office

personnel, or staff development specialists can't do it all.

Teachers and other school personnel wait their say. But

involving and listening to teachers doesn't mean dumping the
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job in their laps. Successful programs are jointly planned

and delivered.

Plannina and Ortanization:

Staff development should have an overall plan, both for the

school and the individual. Fragmentation and duplication
waste time, effort, and energy. Better to focus on a few
agreed upon goals than to have a smattering of offerings
which don't add up to any clear and complete program.

Activities that are on-going, cumulative, and part of a
school's total program are more effective than those which
occur sporadically. Shall sessions held once a week, each
one, complementing and building upon the previous ones, would

usually be more effective than a day-lung session twice a
year.

Follow-up is essential to help teachers transfer the learning
to their own classroom and situations.

Delivery:

School -based programs are often preferred to those delivered
"out-of- context," although visiting other schools and
attending professional conferences can also be effective

learning experiences.

Forming teachers into groups who can support, critique, and
energize each other will help create a social climate that is

essential to the effective delivery of iaservice

A place for teachers to study, learn, and work together helps

create a "learning" climate. With many schools less crowded
than they once were, such a place for professional
development might be housed in each school.

Content and Methods:

Content should be as close as possible to school personnel's

everyday needs and concerns. Thus, a general presentation on
the need for better school-home communication is less likely

to have an impact than more specific content that provides

teachers the skills and resources to achieve such
communication.

lloweve-4:, theory and practice are two sides to the same coin,

and one can frequently illuminate the other. Knowing why you

do something, and how it relates to other things you do gives

them all meaning and significance. For example, teachers who
regard efforts to increase school -home communications as
simply "one more thing I'm expected to do," may have a
different attitude when they understand the benefits to all

concerned.
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Content and methods should work together to help learners
attain what some researchers call "executive control" (Joyce

& Showers, 1983). All school personnel work in relatively
ambiguous situations, where the unexpected is expected and
much judgment is required. School personnel need to
understand the purposes of what they are doing, how to adapt
and modify, when to use one approach and when to use another,
and bow to think conceptually about what they are doing.

Content and methods must work together toward achievement of

objectives that are clearly stated and known by the
participants.

A wide variety of methods are available and should be used

to maintain interest and increase effectiveness.
Combinations of methods are frequently more effective than
any one alone, as shown in the following chart.

onmenow:sTin

ONIPIPTIECRN

WATINCINIATTAINED IN KNOWLEDGE

IIIIM111rnr.

TRAINING STEPS

SKILL AND APPLICATION.

Wel° Agtlilion &Mt%
5-102 THEORY to low very low

10-151 DENTIMAITIMS high mid
low to

dle very low

204 Thegkfralrealtelus high high very low

Theory, democoarstoR,Aggim feedback,
high high Mig

Theory, demonstration, Practice, feedback,

80-902
curriculgAnation, plus

high high high

All of the above with
PERIODIC REVIEW high high high

Note: the degree of proficiency attained as indicted by LOW, NIDDLE, or NIGH

(Prom Staff,Devkloptnent Rese_arch by Dr. Bruce Joyce, Director,
Booksend Laboratories, Palo Alto, California)

Lectures, films, audio and video tapes, demonstrations,
simulations, brainstorming, discussions, role-taking and
role-playing, instructional games, practice, small-group work

on a specific problem, "coaching," group process techniques
such as Nominal Group Technique, development of materials to

implement the ideas under consideration, "hands-on"
experience, guided reflection, visitations, self-guided
instruction, computer assisted instruction, and
conversations are all appropriate. The list of possible
methods of teaching and learning goes on and on, and
variations on the basic techniques are developed rapidly.
There is no reason for staff development to get into the

"presentation followed by discussion" rut.
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Difficulties inherent in putting any new learning into
practice should be dealt with "up front." Teach everyoue
involved about the problem of transferring what they have
learned into real life settings and the discomfort they may
experience (Joyce & Showers, 1983). If possible, people
should develop a high degree of skill prior to trying out the
idea in their work. If the new procedures are likely to
require more teacher time than the ones they are replacing,
teachers and administrators should be told. For example, it
is immediately obvious that increasing the number, variety,
and quality of communications from school to home will
require more time of someone. Better be honest about it from

the beginning.

P es #0, ess

Ilsyelgpment Programs.

Planners of many kinds of programs in many situations have successfully

used the planning process that we and others recommend for developing

effective inservice training. Teachers use this model, with variations, when

they preassess children's knowledge, then develop objectives, plan and

implement activities, then evaluate children's learning and the activities.

States and counties sometimes use this cpproach when they are contemplating a

new service or a change in service. It dpes, take more time and thought than

simply securing a good speaker on parent involvement or communication skills,

but the results are likely to be better.

The process is shown in the figure below:

Report Results

Anmm Needs
and l nterests

Evaluate Program

Implement
Activities
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Altliough the process looks like it proceeds in an orderly, step-by-step

fashion, in actual practice it does not. For example, when a planning

committee begins to identify available resources, such as time and money

available for inservice, they may have to go back to the drawing boards andi,

revise or select only one or two out of several equally important goals and

objectives. They cannot do all the things that need to be done. Or for

instance, as a group begins a year-long inservice plan that calls for teachers

to observe and coach other teachers, informal evaluation may call for a

mid-year correction. The plan was taking far more time than anyone

anticipated, and teachers simply could not do it on top of their other

responsibilities. So the process is more flexible than it looks, and in

actual practice there will be a lot of thinking ahead, backing up, revising,

and redoing. Nonetheless, it is a very workable planning process.

Weeny, school board policy would stand behind and give direction to the

entire process, but the process can be carried out even in the absence of a

stated board policy, provided there is administrative support and approval.

Carried out by whom? Ideally, by a planning committee representative of all

affected groups, including pa t . For example, parents should certainly be

included in any school-hone relations staff development process. However, if

all groups cannot be represented, work with the people you have. We will

briefly discuss each of the steps, using examples from school-home relations

and communication.

Assess needs cad interests. A comprehensive needs and interests

assessment gets information From all affected groups, uses several ways of

getting information, and tries to determine actual needs, as well as perceived

needs and interests.

:3 3
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For example, parents of children of all ages should be given an

opportunity to share their ideas on what aspects of school-home relations are

satsifactory and which could be improved. School support and service

personnel such as secretaries and custodians lend another perspective, and

administrators and teachers still others.

Typically, a survey questionnaire, plus informal observation, is the

information gathering tool. However, that approach should be supplemented (or

even supplanted) by others. A short telephone interview that secretaries or

volunteers can carry out will obtain reliable and usable information from

parents (Gotta S Sattes, 1983). A copy of this interview is in Appendix C

and may be reproduced and used.

Informal conversations with teachers can be systematically analyzed to

determine perceived needs ants interests. Techniques to help a group determine

priorities, such as the Delphi or Nominal Group Technique, can quickly help a

group set priorities, while making sure each member of the group has an equal

voice (Delbecq, Van de Yen, 5 Gustafson, 1975). Select those approaches that

fit the group of people you are working with. There are others. The important

thing is to use more than one approach.

Perceived needs and interests, especially of those people participating

in the inservice training, are important to know and should be the starting

point. What should be, or what is prefer, should also be determined. What

is the ideal state of affairs? How often and in what ways should schools and

families communicate? Once that is known, the discrepancy can be determined

by observation and by objective data gathering (e.g., How many parent-teacher

conferences are held? How many academic progress reports go home before

A

reporting period? Is there a regular calendar or newsletter? A parents'

bulletin board?). Perceived needs--that is, what administrators and other

school personnel think they needare probably not enough information.
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The Appalachia Educational Laboratory has developed material to help

local groups identify sucb educational needs from a variety of perspectives,

then work through a proceee that results in a plan for action (Shively, 1980).

A summary of this process is in Appendix D. Additional material is available

from AEL.

In planning a needs and interest assessment, don't ask about anything

that it is unrealistic to provide training for. For example, a regular home

visitor who works part-time in the classroom and visits each home part-time

provides wonderful home-school communication and teaches parents how to help

their children at home. However, such programs are exceedingly expensive and

few districts can afford them. Be realistic, but not pessimistic! There are

many things schools can do for very lox cost.

Needs assessment can also determine useful information about when, where,

and for how long participants would prefer the inservice, as well as

suggestions for resources.

Share results with the school personnel, parents, and others involved to

make sure the outcomes accurately reflect their concerns. This validation

process can correct any miscommunications early.

Devs112120.1.,_amlpkissthtn. After information from the needs

assessment has been gathered, tabulated, analyzed and validated, the next step

is to develop goals and objectives to meet the identified needs. For example,

if a high priority need is better communication with parents about children's

grades (and such a need was identified by teachers in the Appalachian Region),

an appropriate goal might be: Teachers can,pnlaim,aradinkstcpdards and

procedures in c1tark wg-St_echgc30. 'rummage.

35
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There might be several objectives to help reach that goal.' A couple of

samples are shown below:

Working together, .perchers will write non-technical explanations
of standards and criteria used for each grading mark.

Specialists, teachers, and administrators will orally explain to
another person in non-technical language the meaning of certain
commonly used grading and assessment terms (grade level, pecentile,
mean, norm, and so forth.

Goals and objectives are seldom immediately obvious from the results of

a needs assessment. Much study, some artistry aud intuition, and a good

knowledge of the area being considered are essential. It is a good idea to

try cut the goals and objectives on some of the people involved in the

needs assessment because everything else, includieg evaluation, flows from

the goals and objectives. Goals and objectives should be shared with

participants in the staff development activities.

Identify resources: people. miterif1,1 amp. end money. If the

budget i- tight, no need trying to locate the highest-priced outside

consultant. Determine what you can do with what you have. If released time

for staff development is a major problem, perhaps some. faculty meeting time

could be used, or self-instructional materials be made available, or a group

of teachers work together periodically during their planning period or during

"specials." Spreading out activities over a period of time usually gives

better results from an all-day or half-day session anyway. Perhaps you can

locate two hours for a "kick-off," and follow up with mini-sessions,

individualized learning, or even a learning center in the library or work

room.

What have other districts and other groups done that you could use? What

expertise is available in your own school or district? Films? Videotapes?

Booklets? Audiotapes that teachers can check out to listen to while driving?

Can arrangements be made for teachers to visit an exemplary program?
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In planning meetings, don't neglect physical comfort and conditions that

allow for the kind of methods you may wish to use. Trying to do small group

activities in a crowded room with no tables is a sure setup for failure.

Design fctivities. In the two sections on adult learning and staff

development, we outlined principles that research and practice have show to

be effective. Activities should incorporate those principles as far as

possible. If you are using consultants from a nearby college or another

district, work with them to make sure they know what is expected. However, be

aware that certain kinds of 'earnings lend themselves to interesting and

effective activities easier than others. For example, it is easier to

practice certain skills that teachers need to have, such as actively listening

to a parent, than it is to influence attitudes that may subtly discourage

parents from coming in to talk at all.

In designing activities, make sure they are yaried, interestinz, and

appropriate, to the type of learning and the goals being sought. They should

also model good instruction. That is, there should be effective and efficient

use of time, clear directions, provision for individual differences in

completion time, task orientation, and other basic instructional techniques.

You can find examples of learning activities that meet those criteria in

Section VI.

Unless everyone knows everyone else, plan a "group-building" opening

activity to help people get acquainted and prepare them mentally and

psychologically for the activities to follow. Time spent in this way is not

wasted. Examples are given in Section VI.

Implement activities. Do whatever has been planned, with a last-minute

check on all details. Audiovisual materials ready? Refreshments? Needed
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supplies?. Room arrangement? Staff development activities should be a model

of organization and time utilization.

Remember that followup to see if additional help is needed to transfer

learning to the job, to "coach," or simply to reassure and reinforce as people

try out new ideas is part of implementation.

Evalu#te. Evaluate the success of the activities in terms of the stated

goals and objectives. How well did the participants actually learn and do

whatever was stated as the objective? Will they put the ideas into practice?

Did they perceive, the information and activities as being useful and relevant?

What improvements could be made?

Formative evaluatin provides information about the effectiveness of an

on-going program or activity so that revisions can be made as needed.

Summative eyOutilop gives information about the effectiveness of the overall

program and provides information for making decisions about future programs.

The question should not be "Was this program a success or failure?" but "What

did this program accomplish?" and "What have we learned to guide future staff

development programs?"

More than one type of measure should be used. The short "reaction sheet"

filled out at the end of a workshop or meeting that typically serves as

evaluation seldom gives enough information. Sometimes it is inappropriate, as

when a group has been working hard to develop a group feeling of support,

cooperation, and understanding. Observations during the activity can tell

much about skill level, interest, improvement, and the general effectiveness

of the activity. Informal diecussions with a small group or with individuals

will often reveal the need for easily made corrections.
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Follow-up evaluations can determine if the knowledge or sk iIi was

actually put into practice, and if people's perceptions of usefulness changed

or stayed the same. Good evaluation is difficult, and we would recommend that

someone with special skills be asked to help. Many school districts have

evaluation experts who can make this step easier and better. Further

information on evaluation in in Section IX.

Resort. Report the process that was used, what was done, and the results

and reactions to those people who should know and who are interested.

Immediate feedback to staff developers may help them in their preparations for

future training. Certainly a written report should be prepared for the

administration, but teachers and other school personnel, parents, and the

community at large are also interested and have a right to know. There is

no need to wait until a staff development program is over to report on it.

Parents often have no idea what teachers do on minimal days Caen their

children are sent home early, or when school closes for a "teacher's meeting."

Build understanding and support by letting them know. Staff development

activities often make good newspaper, newsletter, or TV stories or spots. Use

them as an opportunity to improve school-family relations, especially if the

inservice topic is "Improving School-Family Relations Through Better

Communication."

A final word of caution. Even though these sections on adult learning,

staff development, and planning may seem lengthy, we have tried to summarize

and explain as briefly as possible current best thinking and practices. Much

more information and more detailed directions can be found in the resource .

listings. We would encourage anyone responsible for staff development to

study those and other resources.
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Section IV

Guides for Bffective Same-School relations and Communications

Even though most of us are a little unsure about exactly, what

school-family relations and communications mean, we have a general concept.

Both parents and educators placed it high on the list of things they

considered most likely to have a go-d effect on the education students receive

(Gallup, 1980).

As AEL has approached its work in school-family relations, we have looked

at "relations" in terms of the copnections between schools and families, when

people or groups are mutually or reciprocally interested in a common matter.

In the same wag, we have looked at the term "communications" as implying a

mutual effort to understand and share.

Some parents will, on their own, initiate and maintain a high level of

communication and involvement with the school. Indeed, a few will keep that

level so high that it becomes counter-productive for all concerned--too much

of a good thing! But in most instances, parents depend on teachers and

schools to initiate communication, and that is what this Resource Notebook

focuses on. Do ramember, though, that the communication we are after involves

both parties communicating about their common concernthe child. Whenever

possible, communications to the home should invite response.

"For further information call

"If,you have any questions, .

"I will be available between 3 and 4 in the afternoon.
If you want to talk with we, cant

"If you have any suggestions or questions, write in the
space below and send them back to school with your child

or drop them in the mail. We want your ideas."



Put the school's name, telephone number, street address, and mailing

address on formal communications, especially those that ask for a respon*e.

At the beginning of each year, send home a card with that information ow it,'

plus names parents should know--the principal, school secretary, and others as

appropriate to the grade level. Suggest that the information be posted with

their "most frequently called" numbers, or on the refrigerator. Consider

"stick-on" labels to be attached to the telephone right under emergency

numbers, especially if you have an absentee policy that encourages parents to

call in. If that is done, someone should be there early in the day to answer

the phone, or an answering and recording device should be hooked up, or both.

Nothing is more frustrating to parents than trying to do what they are

supposed to (in this case, call in), only to be stymied because of a busy

signal or unanswered phone. Many parents leave home early and are unable to

call from work.

As you communicate with parents and the home, these guides will help.

Recognize that schools and homes have shared goals.

Respect all parents and communicate that respect.

Acknowledge the changes that are taking place in the

family.

Understand the different types of school-family communication

and the advantages and limitations of each.

Tailor communications to your listeners and readers.

Get expert help if you need it.

Recognize that schools and homes have shared goals. Schools and homes

share many goals; the most important one is the nuture, development, and

education of children. Schools and homes have different, but complementary

roles to play in this process. Schools provide educational opportunities

for children that most parents cannot; families provide education and

development opportunities 'at school cannot.
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Sometimes schools and families get caught up in their own concerns and

forget that the child's education is their mutual interest. A teacher may

give up and say "These parents aren't interested; they just don't care."

Parents may remember their own less than happy experiences in School and

approach a teacher or principal with leftover--and probably inappropriate --

fear or hostility. Before any real progress can be made, teachers must

believe that parents have a crucial role in their children's education, and

parents and teachers must trust each other. Schoolsadministrators,

teachers, specialists, and support personnelmust take the lead in helping

to establish that trust, if it is missing, and must convey to parents in a

positive way the school's belief in parents' importance in education.

Respect all parents and communicate that respec . Respect is not

something that parents have to earn from a teacher, principal, or other school

personnel. It is something that is their right as human beings. We do nbt

have to agree with their ideas or actions, but we must respect them as people.

Respector lack of respect--is communicated in many ways: Tone of voice,

word choice,lacial expression, time (How long do we make people wait? Are we

too busy to bear their concerns?), body language, expectations, recognition as

a person, and in many .,ther subtle and not so subtle ways.

Schools must deal equally with all families, regardless of race, ethnic

background, size of family, number of parents in the hove, family income,

educational level, rural or urban residence, or their skill in dealing with

the school.

Let me share n personal exerience that taught me that lesson well.

I once taught in a school where the educational level, income, and

sophistication of the parents were as low as the size of families and number

of problems were high. Concerned about one of the children in my class, I
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visited the home--to find an unemployed father attempting to care for the

six children in a tiny house. His wife--the mother of the childrenhad

abandoned them the week before. I left with a better understanding of my

pupiland a deeply-felt mixture of respect, admiration,' and humility.

Many of our parents have personal, family, work, health, or other

problems that we may know nothing about. That some are able to keep going

at all is amazing. In smaller, closer communities, we often learned those

things through the "grapevine." In a larger, more impersonal society we may

have to make a special effort to understand and extend to parents the

benefit of any doubts--and encourage them to let us know any special

circumstances for the sake of the child.

Ackneyledgs ttmetanges that ars tang niece in the family. "Forget the

idealized, romanticized picture of the American family and learn to accept

parents as they are" (Nedler & McAfee, 1979). No need to lament that both

parents work away from home--most school people do the same thing! Whether

they are single parents, parents in custody battles, out-of-work, with

overwhelming personal problems, addicted to television or other things, too

wrapped up in their own lives or career to spend much time with anybody else,

or the "ideal family," most are genuinely concerned about their children.

They may not know how or be able to show that concern in a way that helps the

youngster in school, yet the concern is there.

As school people, we must seek more effective ways to communicate with

this changed--and still changing--American family.

d' es sch un c

advantages and limitations gf each. School-home communications take two major

forms: those about the individual child and those of concern to all children.

gnd_families school-wide (Gotta & Purnell, 1984). Communications about the
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individual child include reports about the child's academic progress and

behavior, individual attendance and tardiness notices, get-acquainted calls or

messages, formal and informal parent-teacher conferences, work samples,

telepho6 calls, and individualized suggestions of what parents can do to

help. Scbool-wide communications include handbooks, newsletters, recorded .;

messages, lunch menus, discipline codes, field trip permission forms, bulletin

boards, and announcements and flyers of all kinds.

Parents and schools need both kinds of communication. Individualized

messages are usually quite personal, confidential, and can be emotion-laden,

dealing as they do with one child. These communications.call for tact,

consideration, empathy, and an understanding of the parent-child relationship.

For example, in a bbme where relations between child and parent are already

strained, asking the parent to "be sure she does her homework" may make a bad

situation worse.

All too often individual messages from school to home or home to school

are about problems. Parents and schools need to hear more about the good

things that happen!

Parents read and like school-wide communications such as newsletters

and handbooks (Gotta, 1984). More effective use of these group communications

and experimentation with new forms--"teletips" (recorded messages for which

people call in), radio and television messagesmay increase their value in

school-family communications. Telling parents jg sdvapce about any novel

school or class activity, reporting successes and concerns, "profiling"

significant people (including parents and students), alerting parents to

deadlines and upcoming events, lunch menus, PTAiPTO events, and many other

information and trust building subjects atz appropriate for school-wide

communications. Use these communications as honest public relations and
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"marketing" techniques. Enthusiasm and a positive outlook are very much in

order.

Much information that parents receive about school comes from their

children and is on the order of "What did you do today?" "Nothing; same old

thing." School-family communications'can help parents put these reports in

better perspective (Rutherford & Edgar, 1979).,

LeilarsgsagxlcissA. In all cases,

communications should be in clear and understandable language, short, and to

the point. Check and double-check written material for spelling, punctuation,

sentence structure, and etber mechanics, as well as organization and clarity.

In today's climate, you can be sure that your school will be judged by the

written material you send out.

Avoid technical jargon--"staffing," "auditory memory," "visual-motor

integration"--and the endless acronyms school people use as shorthand among

themselves. Learn to put,those words into plain English, Spanish, or whatever

language the parent understands. Be specific enough that the parent knows

what you mean. On the other hand, remember that parents are more

knowledgeable, sophisticated, and wise than we sometimes give them credit for.

The days when the doctor, lawyer, minister, and teacher were the only educated

people around are long gone. A parent may not have a degree in education but

may work with statistics, computers, and complex problems in mathematics,

psychology, human nature, organization, and management everyday. Don't

"talk down" to people.

Know who you are communicating with and meet them at a language level

that establishes communication. Most of us do this automatically unless we

are uneasy and defensive. If it's difficult, practice will help. If you

miscommunicate, back up and start overt
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Find out what types of communications work best with the families and

school you are in and use them. How do you find out? Ask, collect data, use

your judgment and sensitivity. If what you are doing isn't working, do

something else.

Get expert help if vou_need it. Today's families are bombarded with

highly sophisticated, carefully prepared "media campaigns." Many large school

districts have experts in public relations, communication, graphics,

photography, and other aspects of communicating with the public. If your

district is so blessed, use them! If not, make sure that what you send out is

the best you can "do; because you're competing with the best.

Sometimes school psychologists or social workers have special training

in human relations and can observe, demonstrate, or coach in needed areas.

Since many of the skills needed to communicate with parents are the same as

those needed in other organizations and institutions, see if they have some

resident experts they would share. For example, many organizations are

teaching their employees bow to listen attentively - -a skill we all need.
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Section V

lopecialy for Administrators and Policy-Makers

School board members, superintendents, and principals have always known

that "the central office plays a critical role" in any school changes. "The

coordipation,'leadership, and ciQut it brings to the effort can make the

differenze between success and failure" (Mande, 1984). This is as true in

staff development to achieve better school-family communications as it is in

any other aspect of education.

Now, we're not suggesting that superintendents and board members have to

attend a series of inservice workshops on school-family communications- -

although we hope that you would find them interesting and valuable--and we

know that your presence at elms one would make them more important to everyone

who does attend!

Rather, this section is a salute to administrators and policy-makers to

whom school personnel and parents look for "coordination, leadership, and

clout." Your support will do much to help teachers, specialists, and support

staft.achieve better school-family relations for better education. Building

priucipais, who help set the tone and climate for school operations including

relations with'parents, will find many suggestions that apply to them as well

as to teachers.

The vagueness and highly political nature of some " parent involvement" in

the last two decades has made many school board and administrators uneasy,

even as they know that lack of parent involvement and support is a warning

sign that a school may be in trouble (Diande, 1984). But parents don't want



to take over policy-me:ing and admivistration. John Goodlad (1984) summarized

the current state of affairs:

Polls and surveys show that [parents] would like a greater say in

the affairs of their schools. But this does not mean that parents

want to take over the schools. Some do, but most don't. Rather,

they want to be kept informed in as clear a fashion as possible,
especially about their children's progress and welfare. Further,

they want the decisions and those who make them to be visible. They

would prefer to leave the running of the school to the Erincipal,
and the classrooms to the teachers and, if possible, to
bold them accountable (p. 273).

So what can and should district policy-makers and administrators do? The

Southwest Educational Development Laboratory (SEDL), based on extensive

surveys of administrators, policy-makers, parents, and teache s in the

southwest region of the United States, has these recommendatio s:

First, in addition to providing preservice and inservice training
for teachers, principals and other school administrators should be

included in parent involvement training activities as they often set
the rules and norms in schools. If they are not aware of the
benefits of parent involvement and/or are not skilled in working

with parents, school administrators may set norms which discourage

teachers from using the parent involvement skills and knowledge they

have acquired.

Second, in order to encourage school district staff at all levels to

develop better relations with parents, district policies should be

written so that they clearly specify this as a desired goal.
Responses from the superintendents' and school board presidents'

surveys indicate that the existence of written policies encouraging

parent involvement is related to increased levels of a variety of

parent activities in the schools.

Third, if districts are designing a parent involvement program, they

should again view the various types of parent involvement as a
developmental sequence, both from the teachers' and the parents'

point of view. Increasing parent involvement in the role of
audience [attending school events, receiving and acting on messages]

requires comparatively less effort and skill on the part of both

teachers and parents than would parent involvement as home tutors,
decision makers, advocates or co-learners. Therefore, the skill
levels and estimates of available time for each should be the focus

of program efforts (Stallworth & Williams, 1983, pp. 17-18).

Further information on the various roles parents can play in relation to

schools and on the research results is available from SEDL.
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Although imprqving school-family relations and communications does not

have the glamour of "training for high-tech," or "excellence," it is

nevertheless basic to establishing and maintaining good schools. "Children

whose parents encourage and support schooling have an added advantage in

school" (Epstein, 1984). Parents who encourage and support schooling give

teachers, administrators, and school-board members an added advantage in

educating those children. And that is what this Resource Notebook is about.

Many schools and districts periodically survey parenti and the community

to determine their perceptions of what the4chool is doing and if improvement

is needed in any area. Typically, a questionnaire is sent home or mailed.

AEL has developed a short, personalized telephone interview that has been

highly successful in getting detailed information and reactions that often

don't show up on a questionnaire answer--if, indeed, the questionnaire is

returned. People are responsive (over 95 percent of those called agreed to

participate), the sample is thus accurate, and the entire procedure is

effective and efficient. The interview questions are in Appendix C. Complete

directions for sampling, administering, and coding are available from AEL

(Gotta fi Sattes, 1982). If a more extensive needs assessment is desired, a

systeMatic process is described in Appendix 1), with a complete manual

available from AEL.

The school-family relations and communications we focus on should fit

into and complement almost any school program, because they are based upon

AEL's long experience with schools, families, and children in the Appalachian

Region, and upon recent research in school-family relations. We have designed

this Resource Notebook around what schoole and parents actually do and what

they say works, plus what school personnel said they would like to have more

training in.
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In addition, we have focused on:

I.. School-home communications that busy teachers and principals can
do; many are things people already do, but unsystematically and

perhaps uncertainly.

2. Low-cost but effective techniques.

3. Techniques that complement other proven approaches, or at least

don't conflict with them. For example, parents should feel welcome

to call or come to the school to -elk with the teacher, but they

should not expect to interrupt class or even class preparation. We

suggest that'parents be given a specific procedure for getting in

touch with the teacher by telephone or in person.

4. A wide variety of communication strategies, so that school
personnel can choose those that best fit their situation.

Making sure that the form and tone of the communications inviter

and encourages a mutual concern for the welfare of children

and schools.

Many of these forms of communication require board and administrative

approval and support; some do not. Some require money; some do not. Some are

more effective in elementary schools, some in secondary.

Based on research done at ANL (Gotta, 1983), we make a case for a

different model of parent communication and involvement at the secondary level

than at elementary. Such a distinction may prove useful to local districts as

they study and perhaps modify policies and practices in local schools.

The differences are shown is the chart on the following page.



MODELS OF SCSO01,4ANIZT COMMONICITIORS/INVOLVSMIT

Prjstaary

Essential - Relations are proximate or

Characteristics physically close; involvement
is expressed by being present

0

Group
Inyolvement

Monitor lag

School

Teacher
Contfct.

Academic
Focus

Attendance
Focus

Discipline,

- General purpose parent groups

- May visit school and review
student work.

- May regularly confer with
teacher to monitor progress.

- Basic skills, adjustment,
and social integration.

- Presence at school.

- Problems require yarent-
teacher negotiation.

Special Events - Events have a general focus

and Consequences for all parents of a class-
room or school; the parent
is to view all children's
work as well as their
child's; strengthens the
sense of neighborhood and
school ownership.

Sec9ndary

Relations take place at
a distance, with parents

. monitoring progress; in-
volvement means being
present when needed.

. Special purpose parent
groups.

Reads newsletter; visits
only as needed.

Visits teacher if special
need is identified.

Graduation credits and
progress, specialized
progress.

Presence in individual
classes.

Problems require parent-
teacher-student-others
negotiation.

Parents are drawn by in-
terest or their child's
involvement to sports,
musical and dramatic
events; their child may
be seen here as an inde-
pendent performer;
strengthens the sense of a
broader community and
school ownership.

The differing patterns imply and call for different practices of

school-family communications at these two levels. Visitation nights and

scheduled teacher conferences for all parents are emphasized at the elementary

level. In aecoudary schools, for give, timnly now:et:era draw parents

selectively into activities. Conferences at this level are not routine, but

are definitely available to handle special difficulties or problems. Sti early

warning/communication system should be kept in place at both elementary and

secondary levels to notify parents at the earliest possible time of their need

to step in to help regarding academic, social, or behavioral problems. Prompt

notification of student absence from school, for example, is valued by parents

at both levels (Gotta, 1983).
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In addition,

wanted and needed

There

we have identified topics that parents and schools said they

to know about regardless of age or grade.

AREAS FOR HOM-SCROOL COMMUNICATIONS

; Academic progress
Homewrk policy and parent role
Attendance
Code of conduct/ expectations
Student behavior and health
Testing.fen screening/placement
Local program emphasis
Special events (e.g., open house, science fairs)

Extracurricular activities (e.g., athletic

program, drama, concerts)

Operation of local schools
'Opportunities to help and support the school

(Gotta, 1983)

are far more ways to get home-school communications going about

these topics than we typically use, as the following list suggests. You

can probably add a few morel

/IN

SWIM'S/3 07 EOMR-SCHOOL CVMMUNIC.ATIONS

Newsletters/report cards
'District and building 4andbooks
Interim progress reports sent home halfway through the

4:larking period

Phone. report

Special notices
A Letter or teacher note

Homework to be acknowledged
Individual conference, small group conferences
Parent-teacher group (local or district)

. Orientation meeting
Open house
Information hot line
Recorded message
Parent Resource and Information Center

Informal network
Mass uedia--television, radio, newspapers

Children
s Community event

Tutorial guide or academjc ghidance sheets

4

-.. .
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Administrators are usually directly or indirectly responsible for several

of these, including newsletters and handbooks. Since our research has

identified them as being valued and important sources of information, we have

developed some background information and guidelines that you and your

district may find useful. CommicatingThr2u0 the HoTie-Sch291 Handbook

begins on page 9. ggggRp_kgtEgThuLgkNgmJtmtrg_k§ss Schools,

begins on page 13.



Communicating Tbrougb S he Eome-Scbool Handbook:
Guidelines for Principals

Edward E. Gotts

Many elementary principals rely on handbooks as a means of communicating
about their schools to parents, school perscnnel, and the broader community.
The individual principal typically assembles and writes the handbook for use
in a particular school and neighborhood setting. The handbook may include
personal statements reflecting the principal's own views on childrearing and
schooling and on ways that home and school can work together to accomplish
their shared educational mission.

-AEL's study of the handbook as a communication device supports the
preceding picture. Further, the study underscores the thoroughly personal and
informal process by which the principal prepares or "borrows" a handbook and
then periodically modifies it in response to changing local circumstances.
Analogously to the formation of pearls, moreover, our findings make us suspect
thatocertein parts of any given handbook are added layer upon layer as a
protective shield whose purpose is to smoothe over some underlying source of
irritation or to guard against potential conflict.

In view of the informal process just identified, we were not wholly
surprised to find no source of guidelines or standards to assist the principal
who desires to prepare or revise a handbook. Yet our study revealed the
handbook is such an important technique that its development should not be
shaped solely by chance circumstances or the personal inclinations of the

writer. Rather, the principal can best prepare a handbook that meets its
intended communication objectives by combining local and personal perspectives

with a more comprehensive and systematic appioach. The remainder of this
brief presentation summarizes useful guidelines that we have uncovered in our

work. These guidelines cover three issues confronting the handbook's would-be

author: (1) presenting contents within the context of the handbook's
organization, (2) the process of preparation, and (3) using the handbook

effectively.

Ortanisation and Contents

Contents should be presented clearly and concisely, using an informative

conversational tone. This can be achieved by imagining, while reading Aloud,
that an individual parent or anew staff member is listening to the

presentation. Educational jargon should be used sparingly. The principal

should be guided'by imagination into a natural and comfortable style of
expression that reflects his or her personal approach to school administration

and to school-community relations. Fidelity to both this inner vision and its
outward expression are essential, since the handbook will set the tune for all

that is to follow. That is to say, the "correct" style is one which creates
in the reader an accurate expectation of how the principal and the school will

come across during subsequent contacts throughout the year. Accordingly,

idealism must be tempered with realism.

Organization should commence with the more general and perennially

used content. noes of the following should contribuie to the handbook's
usefulness: tal=le of contents; list of personnel (including itinerants) and
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their assignments; named parents who serve in leadership roles; the year's

calendar, including PTA/PTO meetings; a sample daily/weekly schedule, with

times; statement of the school's philosophy, curricular approach, and

distinctive characteristics; a concif: reference list of school policies, with

mention ofwhere more complete discussion can be located; and special programs,

axes, and activities of the local school system.
I

Next, more specialized and limited topics should be presented. Brief

treatments of the following areas are known to be helpful: attendance policy

and notification of absence or tardiness; the grading and reporting system,

with particular mention of "interii" reports, promotion/retention policy, and

classification or streaming or tracking of students; transfer procedures; free

textbooks and supply fees; homework expectations; student health and

immunization policies; student dress and appearance; standards of conduct and

discipline code; supplemental pr optional instruction; school lunch and

nutrition program; transportation, transit to and from school, excuse notes,

and early departures; birthday parties, open house, and other special

occasions; - safety, including dangerous or disruptive materials found in

students' possession; administering prescribed medications; exceptional

children in regular classrooms; use of the school telephone; emergencies;

communications procedures regarding student difficulties or problems; and

safety patrol and other activities involving designated groups of students,

including annual trips and outings for selected grade levels.

Finally, operation of the,home-school partnership should be considered in

terms of: the respective responsibilities of school and h-ne; bow

communications are to be initiated, conducted, and encouraged; availability of

staff for conferences; classroom visitation, including restrictions on

visitation for designated persons--e.g., restrictions resulting from child

custody decisions; desired parental role in homework; special guidance the

school is prepared to offer parents; suggestions for helping the child do well

in school; assurance that potentially conflicting interests of Nome and school

will be handled constructively and for the child's benefit; parent-teacher

organizations and activities; parents as volunteers; and other opportunities

open to parents who are willing to be involved more extensively.

The foregoing comments on contents and style will enable the principal to

achieve a more comprehensive and systematic approach, without losing local and

personal perspecti;ms. Yet to assure greater pre'ision of local perspective,

the process can be enhanced by first bolding discussions with faculty on

several of the, content areas. Using an in-service workshop format, faculty

can sharpen the effort's focus by indicating where they stand on the issues;

suggesting training they desire to prepare them for implementation; and

exploring problems which will require sensitive treatment.

Once the principal's- and faculty's views and concerns are expressed, a

small, randomly selected sample of parents can be interviewed by PTA/PTO

leaders or other volunteers to determine their personal experiences and

desires relative to home-school communications. The interview questions can

particularly probe into areas that will be most conducive to making sound

decisions about the handbook's design and emphasis.
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AEL has conducted a small -scale study of handbook preparation using this
suggested process. The process was effective in the sense of delivering to
the principal, before a handbook's revision was commenced, (a) clarification
of the communication challenges posed by the parents' and faculty's needs and

readiness and (b) guidance regarding priority areal for inclusion. The latter

of these results allowed the principal to use priorities also to exclude
certain contents which seemed less vital at the time within that neighborhood
school's immediate community--thereby making the size of the handbook and its
revision more manageable. Through this process of study we have also learned
about some particularly helpful contents to include on "operation of the
home-school partnership." We are prepared in 1984 to share these results with
Kanawha County principals.

The simple-to-use school "self-study" techniques that AEL has developed
render the task well within reach for the average principal who is unaccustomed
to conducting formal research. Rigaly understood, the purpose of the study
process is to provide quality information in support of the principal's decision
making about (a) what to write and (b) how to focus the effort in order to meet

identified needs. The principal who is already intimately acquainted with
faculty and parent views on these matters can bypass the data gathering stage
and turn at once to summarizing on paper what is known. These summaries will

then guide the handbook preparation process.

Usimst The Handbook Effectively

Time is the essence of effective handbook usage. The most opportune time

for distribution is at the very beginning of the school year. To accomplish

this result, all data gathering and summarization should be completed the

preceding spring. Armed with this preparation, the principal can complete
writing and/or revision as a part of the administrative post-school year
wrap-up in June. That leaves the summer for rereading and minor touch up.
Typing and duplication can be completed by the school office as a part of the

fall pre-term start up.

If this planned timeline looks firm by the end of the present school
year, parents can be alerted in advance to anticipate the new handbook's

availability the following fall. Making such a public commitment will help
insure that the necessary priority and effort will be assigned to get the job

done on schedule.

There are options for selecting the occasion and means of distribution.

The handbook may be passed out at the year's first PTA//PTO meeting, with

follow-up for all parents who could not attend. The PTA/PTO might instead

perform a deliberate person-to-person distribution. Room mothers might, with
the help of enlisted volunteers, do the same thing, or the fall term might

feature a "know your school" open house. This last option is not as workable,

because an open house in early fall requires more effort and momentum than can
normally be mustered so soon after school's opening. Alternatively, children

might carry home an attention-catching notice announcing that the handbook can

either (a) be picked up at school by the parent, or (b) upon presentation at

school of a signed tear-off request, to be carried home by the child. The

point is to make sure that parents receive it in a state of heightened

expectancy.
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If the next scheduled PTA/PTO meeting features an interesting discussion
of the handbook (with announced emphasis on selected topics), familiarization,
study, and use will be encouraged. Thereafter, throughout the school year, if
staff will respond to parent inquiries by turning to the handbook and
reviewing with parents the relevant sections--even when they perfectly well
know the answers --they will by example encourage parents to seek answers there
to their questions.

Toward the end of the school year, the principal may wish to discuss with
a small sample of parents and teachers what the handbook has meant that year
to their partnership with one another in supporting the child's progress in
school. The questions'for this can be borrowed directly from among those
already used during the handbook planning phase a year earlier. Typical
responses, with personal identifying information omitted, can then be
summarized on a single sheet to be bound into the front of the handbook when
it is next duplicated. The beet can be titled in some appealing manner. For
example: "What Parents and Teachers are Saying about this Handbook!"

AELlitn4y_kaglia

The preceding suggestion also provides a fitting way to close this brief
set of handbook guidelines. Here are some of the things being said about a
handbook that was prepared in the manner described above:

Including the schedule "supports informed participation."

It "helps parents who can't come to school."

Parents used it to "explain more about school to my child."

It "makes parents feel more comfortabl,- 'bout visiting
the school."

It "encourages school visitation and conferences."

It contained "all the information we needed to know."

It "strengthens my relationship with the school."

It helped me "deal with my child's academic problems."



COMMUNICATING TNIOUGH NIMSLITTUS IN =GNAW SCHOOLS

Edward S. Cotts

F

In an AEL study of school -hone communications, perhaps the most
interesting finding is that newsletters may well be the most effective
general method for informing .parents at the secondary level. Of the common
communications practices, available to secondary schools, newsletters
accounted for more contacts than did any other method. When assessed by
means of parents' own free recall or experiences, slightly over eighty
percent of all parents interviewed mentioned them as communications they
had received.

Attitudes toward the newsletters were not requested directly;
instead they were inferred from parents' spontaneous remarks. In such
remarks, parents favorably mentioned newsletters sixty-five percent of the
time, neutrally thirty-three percent, and negatively only two percent.
Compared with their spontaneous comments about other types of
communications, no other types received so large a proportion of favorable
and so small a proportion of unfavorable reactions.

Finally, we assessed from the content of their spontaneous remarks
whether parents actually read the newsletters they received. This method
of inquiry was used to avoid biasing parents in the direction of
exaggerating their use of the newsletter. Over seventy percent of all
parents, who recalled receiving newsletters, appeared to have read them.
If more casual reading is counted, the number rises to nearly ninety
percent. Thus, of those who discussed their use of the newsletters, only
ten percent appeared not to have read them. Moreover parents commented
readily on ways that they had acted on the information provided.

In summary, a large majority of parents mentioned newletters as
their most frequent means for receiving information about secondary
schools. They appreciated being informed in this way. More importantly,
by a wide margin parents read and acted on information provided. This
communications success, further, was achieved through the use of
newsletters that often were prepared hurriedly and whose quality might, if
rated objectively. be graded as average to good. Thus, even better results
might reasonably be expected as school personnel were to stress the
following guidelines for making newsletters communicate more effectively.

Guidelines for Newsletters

Many of the guidelines presented here nay seem to be based on common
sense and certainly would be supported by sound journalistic thinking. The
guidelines resulted, however, neither from a common sense approach nor from
a handbook of journalism. Rather, these have been extracted largely from
the spontaneous remarks of the several hundred parents who participated in
the AEL interviews about school-home communications.

V- 13 0.0



To be effective, newsletters should be:

informative of what is happening at the
school

a timely, to let parents anticipate,
schedule, provide transportation, attend,
etc.*
brief and to the point, with the main ideas
being presented at the beginning of each
article or section
clean and uncluttered, with headings to
make it easy to find particular topics
somewhat informal and personal rather than
stilted and formal
livened up with simple graphics that
capture attention, summarize ideas, remind,
redirect, convey attitudes, etc.

Newsletter content should emphasize: recent accomplishments
(academic, athletic, artistic, school appearance, service, attendance);
upcoming events, schedule changes, conference times; scholarship
application information; trips or travel opportunities; human interest
items (but not gossip) featuring students, parent volunteers or leaders,
staff; program emphases and strengths of the curriculum; transportation
arrangements; activities scheduled for parents, students, and communities.
A brief but comprehensive calendar on the cover page should be
crossreferenced to fuller treatments on the particular numbered pages of
the newsletters,

At the start of the school yesr or the new term, when classes and
staff assignments change, parents wish to learn the names of teachers,
counselors, and office staff; to receive advance schedules of all athletic
and other extracurricular events; and to be informed about the school's
goals, special projects, discipline and dress codes, etc.

Other guidelines for style suggest that humor should be used
sparingly. If it is to be used, it should be reviewed in advance to assure
that it is indeed humorous to most readers and offensive to none. The
writer must be sensitive about the tone. It should be forthright rather
than subtle; objective and positive at the same time; stimulating and
tending toward mild enthusiasm; and revealing of a sincere desire to
communicate and inform. Within this frame of references, there is room for
personal messages and viewpoints. The tone of the newsletters will often
be more apparent to the ear than to the eye, so copy should be,evaluated
for tone by reading it aloud.

Newsletters, we find, are read by students as well as parents. Thus
the writer and editor will do well to consider this dual audience. For the
same reason, it may be desirable to have both student and parent

*Most negative remarks about newsletters were from parents who
claimed they had received information too late!
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representatives involved in the planning and review of the newsletter
contents. We have witnessed schools where both parents and students were
active not only in this way but also as active contributors of written
material for the newsletter. These kinds of arrangements, while far less
common, were found to add much to the quality of the newsletters. No
matter who contributes, the newsletters must have an editor who makes final
decisions about content and style. Usually this will be one of the school's
administrators or a mature faculty member. A journalism advisor may
sometimes be a natural for this cssignment. Interestingly, one of the most
ambitious and successful newsletter editors we have encountered was the
head of a science department.

Finally, the newsletter should set the scene for all other school-home
communications. In this sense, it must be reliable and predictable. It
should invite neither more nor less parent and community involvement than
the school is ready to handle. Staff, parents, and students, thus, will
receive a unified message about the school's intended practices of
communication.



Tips for Setting Up Setter Newsletters ad Ievsbriefs

Kee cise ohs shprt. Make it easy for
readers to "read on the run" and to choose what interests them.

Use headlines above stories and Be sure the

head summarizes the story. Do ma use handwritten headings.

Do not uge vertical headipgs with one letter under the other. We read

from left to right rather than from top to bottom and a heading of this nature
is hard to read.

Use marakas and white spice to illuminate the message. A cluttered
publication distracts the reader.

Double space between each new* item, and between the heading and the
story. Single space each paragraph.

Underline the fiTst line or Phrase of each paragraph. Also underline
names of people in the articles.

Use "bulleIs" kpr empbasj.ging important points. These are made by typing

a small letter o and filling it in with a black felt-tip pen--like this o o.

Always Proofread carefully.. Do not allow typographical errors or
grammatical errors to mar the publication.

Recoenine today's realities iz your writing. Don't assume that only
mothers are going to be involved and responsible for school concerns. Avoid

stereotypes of any kind.

And Finally...

There is always rPom for improveaut, so make it a continuing
procesc--look for more effective approaches and strive to make the publication

as professional as possible.

emlini'mrlinsihRem to be sent to parents,
it is important enough to send it in the most attractive and readable fashion.
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Section VI

especially for leachers and Specialists

It is one thing to know that school personnel need more training in

school-family relations, and that changes in staff development are being

recommended. It is quite another to pull all the ideas together and implement

them in actual inservice training. In this section we have chosen a few high

priority goals and topics related to school-family communications to show

different ways sound staff development principles can be used to help develop

an on-going, flexible inservice program.

Our intent is to provide a non-prescriptive model that those responsible

for staff development can use "as is," learn from, and then go on to use the

principles and techniques in developing their own staff training.

To accomplish this goal, we have developed six inservice training

sessions, some of which could be divided into twv shorter sessions. They are:

1. School-Family Relations: What We Know

2. School-Family Communications: In Plain Words

3. Listen With Your Mind and Heart

4. School-Family Communications: The Spoken Word

5. School-Family Communications: The Written Word and Other Symbols

6. School-Family Communications: Academic Guidance Sheets

7. Parent-Teacher Conferences

The first five are designed to be used in sequence.

In addition, we have compiled sources and made suggestions for staff

developers on how to plan an inservice training session on parent-teacher

conferences, so they have an opportunity to practice the principles they have

learned.

We have made no attempt to include all possible areas related to
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school-family communications. For example, we have included little or nothing

on recruiting and using parent volunteers in schools, teaching parents how to

be more effective teachers of their own children, recruiting parents to

support general school activities, to be community representatives, or

advocates. Ail these efforts are quite appropriate.

However, we have chosen to focus on things that busy teachers and

principals can do. Indeed, many school people are already doing them, but

sometimes unsystematically. We also looked for techniques that art low in

cost. They complement, or at least don't conflict with current best thinking

about good instructional practices for children. For example, we encourage

teachers to tell parents the time and place they will be available for

personal discussions or telephone calls. This helps avoid the Lime-consuming

practice of parents expecting to drop by to see the teacher.

We have suggested a wide variety of teaching methods, ranging from

interdependent group learning to self-instruction, but we have avoided special

audio-visual materials which may or may not be available. We have

incorporated several well-researched instructional practices, such as:

building upon information and experience learners already

have,

actively involving learners,

demonstrating,

providing for practice,

coaching,

using a variety of instructional techniques, and

planning for transfer and follow-up.

Each of the training sessions is set up in similar fashion. There are:

instructions to the leader, objectives for the participants, materials needed
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to carry out the activity, procedures to follow, and follow-up/evaluation.

In the procedures, there are:

Materials the leader can read or paraphrase to give information,
directions, and guidance to' participants. These "direct
instructions" or information appear in regular typeface.

. Tips and guidance for the leader. These are indicated by bold-
face type.

Handouts to use during the training, with a copy which can be
used for duplication purposes in Appendix E.

Throughout, we encourage staff development specialists to adapt to the

participants' special needs and situations. For example, there is much

variation in how well participants in inservice training know each other. If

participants don't know each other, a "get-acquainted" activity should be used

at the beginning of each session. If participants already know each other,

they might become a more cohesive working group by spending a few minutes

sharing something related to the topic. For example, they might share their

most heart-warming encounter with a parent, or the funniest, or the most

troublesome.

Before attempting to use any of these activities, take time to study them

thoroughly so you understand the procedures and the reasons those procedures

were used.

Good Luck!
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Sehool-Family What We Know

To the Leader:

In working with-a group of people, leaders are often faced with the task
of having people learn some basic background information. In many cases, they
need this basic information at the first meeting so they have a common basis
for proceeding., Often, there is not lead time to distribute reading material
to people prior to the meeting. Just as often, they won't have read it

anyway! The usual way to solve this problem is to have a lecture, perhaps
with some audiovisual aids to make points clear and liven up the presentation. .

In this introductory session, we are going to use another method of helping a
group learn essential facts and concepts. Called "Jigsaw," it has been .

adapted from methods designed to encourage interdependence, cooperation, and

responsibility in schnol students. We are using it to introduce some key
ideas about parent involvement, and school-home relations, to set the stage
for the "what and how" staff development sessions that follow. However, you
can use the technique for any factual, narrative material that you wish to
present. For adult learners, it may be that the best thing about it is that
it requires them to be active and lets them put their own good teaching skills
into practice. Also, since the technique is not widely used, the :novelty
should spark people's interest. Who knows, perhaps they may even try it in

their ow classrooms). Because people will finish reading and studying at
different times, have additional related materials available for them to go

to.

We have prepared four reeding° on school-home relations, four "expert
sheets," and a quiz, so that you may use them "as is" if you wish. They are
labeled Handouts VI-1 through VI-5, but because of their length do not appear
separtely in the Appendix. However, you may also prepare your own material,
add locally pertinent materials, or a topic that local assessment shows is
needed.

The four subjects we have prepared are:

Reading One: Why Parent Involvement? (Handout VI-I)

Reading Two:

Reading Three:

Parent Involvement: Perceptions of Parents and,0e--

Educators (Handout VI -2)

The Modern Dilemma of School-Home Communications
(Handout VI-3)

Reading Four: Single Parents and the Schools (Handout V1-4)

"Expert Sheets"--part of the Jigsaw method--have also been prepared for and
attached to each reading. The concluding "quiz" is Handout VI-5.

How to Use Jigsaw II

The directious for Jigsaw II have been adapted for adult'learners in

typical staff development sessions from an article by Robert Slavin of the

Johns Hopkins Team Learning Project (1978).



Jigsaw II

Jigsaw is a technique developed by Elliot Aronson (1978) and his
associates at the University of Texas and the University of California at
Santa Cruz. It is a relatively simple technique, designed to increase
participants' sense of responsibility for their learning by making each one an
"expert" on one part of an instructional unit, and then having each student
teach the part on which he is an "expert" to the others on his team. Jigsaw
II is based on Aronson's original Jigsaw concept, but has many different
features.

For more information on Original Jigsaw, see The Jigsaw Classroom by
Elliot Aronson, 1978. Beverly Hills, California: Sage Publications.

OVERVIEW

Jigsaw II can be used whenever the material to be studied is in narrative
-. It is more appropriate in areal; in which concepts rather then rote

a.amory is the goal. The basic "raw material" for Jigsaw II should be a
chapter, report, or similar narrative or descriptive material.

In Jigsaw II, participants work in heterogeneous teams. They are
assigned chapters or other units to read, and are given "expert sheets" which
contain different topics for each team member to focus on as he or she reads.
When everyone has finished reading, participants from different teams who had
the same topics meet to discuss their topics in an "expert group." The
"experts" then return to their teams and take turns teaching their teammates
about their topics. Finally, all of the participants take a quiz that covers
all of the topics. The key to Jigsaw is interdependence - -every participant
depends on his or her teammates to provide the information they need to know.

PREPARING TO USE JIGSAW II

To make your materials, follow these steps:

1. Find several-short chapters, reports, or other short units
that each cover a similar amount of material. If you plan
to have participants read in the training session, the
sections should not require more than a half hour to read;
if you plan tr, assign the reading for outside work, they
can be longer

2. Make an "expert sheet" for each unit. An expert sheet tells
participants what they should concentrate on while they
read, and tells them which expert group they will work with.
It consists of topics that are central to the chapter. As
much as possible, the topics should cover issues that appear
throughout tilt readings, so that recurrent themes and
significant ideas are reinforced. Exarlpin of "expert sheets"
are attached to the back of each reading in the set we have
prepared.
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3. Make a quiz for each unit. The quiz should consist of
approximately eight questions, two for each topic. The
questions should require considerable understanding, because
the participants will have had plenty of time.to discuss
their topics in-depth, and easy questions would fail to
challenge those who had done a good job in preparation.
However, the questions should not 'tie obscure.

All participants must answer all questions. The quiz should take no mote
than ten minutes.

Time Allocation

Time allowed for Jigsaw II depends on how long it takes participants to

read the material and how much time you wish to, set aside for the Jigsaw
units. The sequence of activities and approximate times required are
presented below; you may shorten or lengthen the suggested times to fit your
schedule and the time needed for your particular materials.

Sequence of Jigsaw activities (Times vary with length of material):

1. Pass out expert sheets and readings or assign topics
if everyone is reading the same material (about 5 minutes).

2. Learners read material (about 20 to 30 minutes).
3. Learners meet in expert groups (about 15 minutes).
4. Learners return to report to their teams (about 20 minutes).
5. Quiz (about 10 minutes).

Total time: .70-80 minutes

INTRODUCING JIGSAW II TO YOUR CLASS

Before you begin to dse Jigsaw II you will need to have ready the
following materials:

1. Participant copies of the reading units you plan to use
(chapter, report, etc.).

2. An "expert pheet" for each student.

Step 1: Introduce Jigsaw II

You will need:

Copies of the reading material for each participant.
An "expert sheet" for each participant.



. Introduce the Idea of Jigsaw II

To explain Jigsaw II to the participants, you might say the following:

"We are going to be using a new way of learning called
Jigsaw. In Jigsaw, you will work in learning teams to
study reading material. Each of you will have a special
topic to learn about. After you have read the material,
you will discuss your topic with members of other teams,
and then you will return to your team as an expert to
teach your teammates about your topic. Finally, every-
one will be quizzed on all of the topics. The topics
are like the pieces of a puzzle--each expert will be
working to fit his or her piece in so that the whole
team can do well on the quiz."

2. Inform Students of Their Team Assignments

"Now I will tell you which team you will be on.
When I read your name, find your teammates and sit
next to them." (Can name group, if you wish.)

Read the names of the members of each team and designate a place for them
to assemble. Participants can move chairs together to face each other or move
to tables.

3. Pass out Reading.MIterial and Expert Sheete

Distribute the reading material and expert sheets to each student. Then
continue as follows:

"As I mentioned before, the idea behind Jigsaw is
that each person becomes an expert on a particular
topic and then teaches it to his or her teammates.
The first step in this process is to read the
material, look in particular for information mentioned
on the expert sheets."

Step 2: Introducing Expert Groups

You will need:

Your reading materials

1. Finish Reading

Let the students finish their reading. Ask those who finish early to go
back over the material to be sure they understand it.

2. Introduce Expert Groups

As soon as almost all students have finished reading, introduce expert

groups as follows:
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"Now you will all have a chance to'discuss your topics with
others who have the same topic. In a moment, I will ask
everyone who has Reading 1 to get together, everyone wino has t
Reading 2 to get together, and so on. In these expert groups
you will be able to talk about your topic to decide what the
most important things are about it. You should share your
information so that others will share theirs. I will appoint
a leader for each expert group. The leader's job is to make
sure that the expert group does its job well by trying to get
every student in the expert group to help add ideas. Fold
your arms across your chest if you understand.

Check for understanding. Zxpiain further if needed.

Point out a place for each expert group to assemble. If there are more
than seven participants in one group, break the group into two. Appoint a

leader for each group or let each group select a leader. When participants
ace in their expert groups, have them start discussing their topics.
Entourage them to try to anticipate what may be on the quiz, and recommend
that they make lists of what they think are important answers to the questions
asked in the topics. Work with each expert group, one at a time, to help them
structure their teak and use the time effectively. You may wish to give the
expert groups special hints, so that they will have truly unique information

to bring back to their teams.

Step 3: Tess Reports and Quiz

You will need:

Your reading materials.
A copy of the quiz for each student.

1. Team Reports

Have participants return to their teams and report on what they learned
in their expert groups. Again, participants should emphasize the main points
and anticipate what might be on the quiz in preparing their teammates. If you
wish, you may have a discussion of the material following the team reports.
If you do, try to draw on the "experts" in the discussion to emphasise their
special ikills and knowledge.

2. Quiz

Fifteen minutes before the end of the period, have participants take the
quiz.

From; Robert E. Slavin. Using Student Team Learning: The Johns'
Hopkins Team Learning Project. Baltimore, Maryland: Center for Social

Organization of Schools. The Johns Hopkins University, 1978.
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Note: For staff development purposes the score is not
important; the learning is what counts, so we
recommend that the quiz not be "graded." However,
responses should be discussed so participants can
learn what they have missed.



Handout VI -1

Reading One: Why Parent Involvement?

Note: The "expert sheet" for this reading is at the end.
The references are in Appendix A, Selected Resources
on Parent Involvement.

The Appalachia Educational Laboratory recently compiled and synthesized
research about parent involvement and schools. This summary makes a strong
case for systematic parent involvement.



I. Parent involvement in schools can make a major difference to children
and schools. Research has shown parent involvement to be significantly
related to:

A. Improved academic achievement
(Bittle, 1975; Boger, 1978; Comer, 1980; Duncan, 1969;
Gillum, Schooley IS Novak, 1977; Ingram, 1978; Hofmeister,
1977; Karracker, 1972; McKinney, 1975; Mize, 1977;
Shelton 6 Dobson, 1973; Smith & Brahce, 1963; Trovato 6
Bucher, 1980.)

B. Improved school behavior
(Barth, 1979; Comer, 1980; Edlund, 1969; Fairchild, 1976.)

C. Increased attendance
(Comer, 1980; Duncan, 1969; Parker & McCoy, 1977, Sheats &
Dunkleberger, 1979.)

Additional benefits to schools include:

D. Increased community support for schools

E. Increased resources: human, financial, and material

II. Parents want to be involved; they feel education is important and
they want to stay informed of their child's progress in school
(Etheridge, Collins, fa Coats, 1979; Gallup, 1980; Gotta, 1983;
Hubbell, 1979; Valentin b Alston, 1978).

III. Schools need to be flexible in defining participation. There are
many ways that parents can be involved; not everything is appropriate
for every parent. Most parents are interested in things which
affect their own child. Consequently, school governance - -or
advisory board participation--would probably attract a small number
of parents (Alden, 1979; Lightfoot, 1978).

Involvement may mean little direct participation, such as receiving
communication from school or teacher, coming to the school build-
ing only when necessary, or being in the audience at school
programs. Parents may also be very active, involved as tutors,
volunteer typists, lunchroom monitors, etc. Membership in the
PTA, Boosters, or special fund-raising group for facility im-
provement is yet another type of participation. "Parents-as-teachers"
is a popular concept, especially in preschool and early elementary
years, meaning direct involvement in the teaching-learning process,
usually in the home environment.

IV. Schools need to take the initiative in establishing vehicles of
communication, and in inviting participation and involvement.
When teachers make more frequent contact with parents, parents
tend to make more frequent contact with teachers. Implementation
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of communication between the scl,col and family is associated with
increases in the number of parent-initiated contacts with the

school (Rita's, 1975; Duncan, 1969; Ingram, 1978; Mager, 1980;
Parker & McCoy, 1977).

Schools have access to the information parents are most interested
in (academic progress, behavioral difficulty, etc.) and should be
the ones to routinely keep parents informed.

Personal contact is the most effective method of reaching people
(Ingram, 1972).

V. Because the percentage of voters who are parents of school-age
students is declining (projected to be less than 20 percent by
1985),involvement needs to extend to the community at large.

A. Voters who receive some form of communication from
schools are more likely to vote and to vote favorably
on school-related issues (Carter reported in Ingram,
1978).

B. Hubbell (1979) found that two of three adults have pa
contact with public schools but want to be informed of
things like curriculum, budget, etc.

Given the two Statements A and B above, it is not surprising
that public schools have been faced with decreasing community
support and public confidence. There are many ways to involve
the non-parent sector, such as:

increased use of community experts and resources,

senior citizen involvement (Note: By 1990, there will be
more people 55 years and older than there are students in
grades K-12.),

use of mass media,

newsletter to community members, and

community education/recreation (Satter, 1984).

What are some of the reasons that working with families and the home

make such a difference in children's achievement in school? Ira Gordon

(1978) analyzed some of the home and family factors that influence children's

learning. His analysis follows.
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The first assumption that people hold is that the behavior of parents and
other family members within the family influences child learning. The

evidence for this is fairly widespread. It rests on longitudinal studies in
England, international surveys of educational achievement, and a variety of
sociological 4nd psychological studies within the United States. In
particular, there seem to be three sets of family factors which have been
found to be associated with intellectual behavior and personality development
(Gordon, 1969). All of these, today, may seem somewhat obvious, but they were
not necessarily obvious in the early and mid-1960's when those of us
attempting to institute new programs of parent involvement ran into the cynics
and sceptics.

The first set are itemArApLeiessfrs. These are the clearest indicators

from sociology, but in terms of educational program development, are the least
susceptible to change. These are such variables as crowded homes, family
organization, family income, ethnic background, quality of housing and social

class membership.

If we turn to process variablesthat is, the behavior of members toward

each other--then we have two additional sets, one cognitive, and the other

emotional.

The cognitive set consists of such items as the amount of academic
guidance families provide for their children; the thought level and style in

the home; the language level and style in the home; the use of the

neighborhood and community as an educational resource, and the planning for

such use; the perception of the parents that they are indeed teachers of their

children, and their actual modes of direct instruction of their children; the

educational aspirations they hold for them; the existence and use of external
resources, such as day-care centers, nurseries, kindergartens; the
intellectuality and reading press within the home, that is, not only the
existence of books and magazines and newspapers, but the modeling of their use

for the child; and the amount of and type of verbal interaction, not only

among family members, but more particularly between adults, and infants, and

young children. All homes are obviously verbal. The key element seems to be

the interaction of adult and child in the language domain.

The emotional factors are represented by such items as whether or not a

single adult is consistent in the management procedures used with the child,

as well as the expectations held and the communication of these expectations;
if there are several adults and older children in the family. whether there is
consistency across these people in the way the young child is handled; the
emotional security and self-esteem of the parents; their own belief in how

much influence they have over their own environment and their own fate;

whether or not they are protective of the infant; whether or not they are

willing to devote time to the child. Here I would stress that even in single

parent homes. or where both parents may be working, the ability of the family

to set time aside for the child--a children's hour if you will, rather than
the cocktail hour--seems to be an important factor. Other variablessuch as
the orderliness and routine of the family, the existence of a pattern of work

habits, and a trusting attitude toward other social agencies - -all seem to
influence a child's intellectual development (Gordon, 1978).
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More recent research (Williams, 1984) done by the Parent Involvement in
Education Project at the Southwest Educational Development Laboratory has
suggested ways in which schools might help families create home environments
that enable their children to succeed in school.

Recommendations For Buildim Family StreuRths:

School district, building, and/or classroom parent involve-
ment efforts need to establish program activities based on
the premise that parents are [just as] important to
children's academic success as educators. This will
necessitate providing parents with more of a voice in all
educational matters.

Parents need to be more fully involved at all levels of the
educational system so that they can: (a) strengthen the
capacity of their families to establish appropriate learning
environments, (b) provide meaningful home learning experiences,
and (c) support/reinforce school learning activities.

Parents should be provided with more educational information,
more opportunities to share their insights/concerns, and more
training, as needed, for the roles they can or wish to be
involved with as a means of strengthening their ability and
status as partners in the education of their children.

Parents must be provided opportunities, through parent involve-
ment, to interact with, be informed about, referred to, and
learn how to deal with those agencies, organizations,
resources or networks available in their communities. This
should enhance their abilities to arrange for and/or care for
family needs in a more self-sufficient and efficient manner.

(Williams, 1984, p. 13)
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Expert Sheet One: Why Parent Involvement?

As you read and study Reading Ope, you might wish to focus on:

1. What are some of the reasons parent involvement and participation

should be encouraged by pcbools?

2. In what ways can parents be involved in schools?

3. What are some of the ways the family influences children's learning?

4. In what ways might schools andior other community agencies help build

family strengths in order to promote children's learning?
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handout VI-2

Reading Two: Parent Involvement: Perceptions of Parents and Educators

Note: The "expert sheet" for this reading is at the end.

Summary of Implications and Recommendations from the results of a survey
of 6,154 parents and educators of elementary school children in Arkansas,

Mississippi, Louisiana, New Mexico, Oklahouia, and Texas. The parent sample

was drawn from parents who were active in parent-teacher associations, so
their particular viewpoint is represented. Excerpted from a study done by the

Southwest Educa,.ional Development Laboratory, 1984.

SUMMARY OF IMPLICATIONS AND RECOMMENDATIONS FROM PARENT INVOLVEMENT IN
EDUCATION STUDY

Parent involvement overall appears to be an acceptable kind of
participation in the educational process according to most parents and

educators. The results show that parents have a high degree of interest for

being involved and that educators generally consider it useful to have parents

involved in education. However, a closer examination of the findings reveals

that educators and parents have distinctly different views about certain

aspects of parent involvement. These differences represent barriers which can

be deterrents to the effective involvement of parents and educators as

partners in dealing with educational matters.

Educators appear to be more supportive of the traditional ways that

parents have participated in children's education both at home and at school.

This includes parents mainly receiving information sent home by the school,

supporting or taking part in school activities prepared by school staff, and

attempting to help children with their homework. On the other hand, while

parents indicate a strong interest for being involved in these ways, they also

are interested in participation with school goverance matters, learning more
about education jointly with educators, and strving as advocates for current

educational needs, issues,or concerns.

The involvement interests of parents appears to extend beyond the

boundaries that educators indicate such participation would be most useful.

It seems that parents and educators have dissimilar views about the meaning of

parent involvement in education. Although there are some comuon
understandings or agreements concerning certain aspects of parent involvement

acceptable to both groups, parents' involvement interests appear much broader

than the more narrowly defined areas of involvement which educators consider

useful.

In order for parent involvement to become more acceptable, viahle,and,

effective, a clearer definition is necessary--one which all can agree upon.
Otherwise, fundamental barriers will stand in the way of successful parent

involvement. Thus, it appears that there needs to be a consensus of opinions

concerning the definition and scope of parent involvement efforts between

parents and educators before these can become more integral to the educational

system and its processes. Such concordance is a key to developing more of a
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partnership between homes and schools in dealing with the difficult issues
education faces today and tomorrow.

The lack of more agreement between parents and educators regarding
parent involvement's meaning appears to stem from the fact that, neither
group has had much formal training in the area of parent involvement. Both

of the groups indicated that there is a definite need for teachers to be
trained for parent involVement. It also seems that parents, other school
staff, administrators, and even teacher educators would need such training
for parent involvement to become most effective. Additional knowledge,
understandings, skills, and experiences should enhance not only broader
acceptance, but also smoother implementation of parent involvement in
education.

Some of-the differences in opinions about parent involvement in school
governance matters may reflect a fear and/or reluctance on the part of
educators (especially teachers, principals, and administrators) to share with

parents these roles or activities which, historically, have been considered as
the sole domain of educators. Many teachers appear to desire more of a say in
educational matters or *decisions. Most administrators appear unwilling to
share governance because it may lessen their effectiveness and/or power. As a
result, the possibilities of-joint decision-making with parents will meet with
resistance,because educators still appear to be neither unwilling to share
control nor can they envision how this can, in practice, increase the
effectiveness and relevance of education.

Based upon the more preferred ways educators want parents involved and
the ways parents are most interested in being involved, there appears to be a
need for change in how parent involvement is perceived. Educators should
capitalize on the wider involvement interests of parents and expand the ways
to increase their participation in education. Much of this will require

, educators to realize that many parents are far more sophisticated in their
knowledge and skills than educators perceive them to be. As such, many
parents can take part in more of a variety of roles. This broader and more
collegial participation will necessitate attitudinal and perceptual changes on
the part of educators,as well as changes in the educational system.

Parent involvement cannot be effective if educators continue to see it as
an attachment or a supplement to mainstream educational activities. Rather,

such involvement must be incorporated into the mainstream of education. The

results suggest at last three steps to accomplish this. First, a clear,
definitive statement about parent involvement must be developed and issued to

all in a school system. Second, viable, written policies to help frame and

implement parent involvement efforts must be established. Third, both staff
and financial resources to carry out parent involvement activities need to be
identified, then earmarked for such usage. In doing so, the importance of
parent involvement in education will be more evident from the perspectives of

educators and parents alike.

The extent to which parent involvement can be improved appears to be
directly related also to how "open" educators are to this concept. In

addition, developing a broader range of parent involvement activities that are
amenable to parents' needs is a mosc important aspect of revitalizing their
participation. Although parents will participate in -lightly different ways,
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this should not deter educators from working with them to jointly develop the
framework and components of an effective involvement program. Ultimately,
educators will have to realize that the most effective parent involvement
program, similar to the most viable educational program, must be extended to
the entire school community rather than being limited to the school building.

Parent involvement should be perceived by educators and parents as a more
encompassing concept. To do this, it appears that parent involvement may need
to be framed within the concept of at least four broad domain areas. These
would include: (a) public relations; (b) school support/learning; (c) home
support/learning; and (d) shared governance. In 'doing so, parent involvement
can become a catalyst, not only for parents to influence as well as fully
participate in the educational system, but also to help them effectively use
community resources to aid in making family life, as well as educational
achievement, more satisfying and successful.

The results from this study led the Southwest Educational Development
Laboratory to make the following recommendations:

1. For Teacher Training:

Parent involvement should be taught in a developmental
sequence that progresses from the more traditional types
of parent involvement where parents are asked to cooperate
with school staff, to the types of parent involvement in

which school staff provide services to pare' ;, and then

toward the types where parents and school st £f work
together essentially as partners in education.

Inservice training also should begin with a developmental
framework for teachers to look at the various models of

parent involvement. Our results indicate that most
teachers, administrators, and parents support the role of

parents as audience, but there are also significant
numbers in each group favoring the model', in which parents
and school staff function as partners in the educational

process. Therefore, involving parents as audience is a
good first step, but in a given district the relationship
between parents and the school may already be much more

developed.

Inservice training also should focus on enhancing teachers'

attitudes and their motivations for working more collegially

with parents. Once this is established, training should
move on to knowledge, and then to actual development of

requisite skills. This sequence of training suggests that
inservice training for parent involvement should consist
of a series of workshops rather than a one-day, one-time
workshop.

2. nt in Schools:

Principals and other administrators must be included in
parent involvement training as they often set the rules
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and norms in the schools. If they are not aware of the
benefits of parent involvement, or not skilled in working
with parents, they may set norms for teachers that discourage
them from using the skills or knowledge they have acquired
regarding parent, involvement.

To encourage all school staff in school districts to develop
better relations with parents, formal district policies need
to be written that clearly spell out the commitment to
parent involvement. Responses from our superintendents'
and school board presidents' surveys indicate that
existence of formal written policies encouraging parent
involvement activities in schools is directly related to
increased levels of a variety of parent involvement
activities in schools.

In designing school district parent involvement programs,
the various types of parent involvement must be viewed as
a developmental sequence, from the teachers' and the
parents' point of view. Increasing parent involvement in
the role of audience requires comparatively less effort
and skill on the part of both teachers and parents than
would parent involvement as home tutors. Therefore,
interests, skill levels, and estimates of available
time, especially on the part of parents, must be considered
when deciding which types of parent involvement are to be
the focus of program efforts.



Expert Sheet Two: Parent Involvement: Peceptions of Parents and Educators

I. In what ways do parents and educators of elemeucary school differ in
their views of parent involvement in education?

2. How might those differences be narrowed?

3. What is meant by a "development sequence" in parent involvement, and
what would be the advantages to schools and parents of viewing parent
involvement that way?

4. In what ways can administrators and board members influence the way
other school personnel work with parents?



Handout VI-3

Reading ThrLJ: The Modern Dilemma of School-Rome Communications:

Note: The "expert sheet" for this reading is at the end.

Part I -- An Introduction and Overview

Edward E. Gotta and Richard F. Purnell

Two general slams are frequently encountered today in both the popular
and professional media. These concern: (1) the need to improve various
American educational practices and (2) the wrenchingly changing American
family. However, seldom do we see or bear about the typical day-to-day
interactions of these two significantly changing institutions. Nevertheless,
the truth is that in our society the family and the school are intimately
bound to one another. Consequently, there is a widespread consensus among
close observers that the individual shiftings and shake-outs of home and
school are sending disturbing shock waves through their respective cores,
through each other, and through the society at large. Thus, if educational
architects are to have a say in bringing about more than just an "exasperating
tolerance" between the school and the home, attention must be given to the
dynamic and changing interplay between these two significant influences in the
development of our children. Ideally, ways must be found to make their
emerging relationship a collaborative one that strengthens both.

As it happens, one of the few places in the country that has been giving
concentrated attention to practice in this important area is the Appalachia
Educational Laboratory (AEL) in Charleston, West Virginia. In fact, since
1980, staff at AEL, together with collaborators from local schools, West
Virginia University, and the University of Rhode Island have been doing work
in the area of school-home communications as part of a larger school-family
relations project. More specifically, we have carefully examined the nature
of this problem, developed ways of studying and dealing with it, and applied
those ways to school systems in West Virginia. This report is about the work
that the first author has done in this area; it will appear in two
installments. This first installment introduces and Oyes an overview of the

school-home communications dilemma. Tht next installment outlines our

proposed way out of the dilemma and briefly presents some of the results that

have been obtained through applying that approach in Kanawht County and other

West Virginia high schools.

To begin with communication takes place when a message is received as
intended by its sender. School-home communications is, a label that we
selected to include both messages sent by the school to the home and vice

versa. Distinguishing the latter from the former when desirable may be
achieved by rearrangine the order of words to: histazislesicsmunigatigna.
Moreover, although other forms of interactive communications occur and are
possible, school-home communications take two major forms: (1) Individual

(Type I) and (2) School-wide (Type S). Examples of Type I are messages about

the child's academic progress, attendance, and interest, whereas examples of

Type S are PTA/PTO announcements, newsletters, notices of confirenee times,

and discipline codes.
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Numerous observers--both futurists and contemporary commentators--have
strongly suggested that schools need to reexamine their style of communicating
with the hone regarding Type I and S matters. The language of these observers
describes schools and homes as being %orlds apart"; schools using obsolete
parent-excluding techniques; and schools depending on "one-way," "top-down,"
authoritarian communicating styles; these expressions typify the landscape of
their writings. Answers that these commentators offer on the topic dwell on
"two-way," ' mutually-exchsnging,""partnership" styles of communicating by
schools. The aame of the game, one of them says, "is people interacting with
other people."

The prize to be realized by moving from a model of communicating "to" to
one of "with" the home will be greater and more constructive parental
involvement. In this connection we must note that the parent involvement
literature of the past 20 years yields two consistent findings: I) student
achievement goes up and 2) support for schools grows with increased parent
involvement at all grade levels.

The dilemma is that the present dominant model of school-home
communication alienates many parents. Sugar coated or disguised efforts to
continue more of the same, no matter how well intentioned, are likely to make
matters worse in the present climate with its cross-currents of change. A
fresh approach that is consistent with the demands of the new wave for more
partnership-types of relationships appears to be what is called for.

A description of and rationale for the approach developed by ALL, along
with a report of some of their findings in Kanawha County high schools, will
be presented in the next installment of this article.

For more discussion of the world into which we are moving, see Naisbitt,
J., Megatrends--Ten New Directions Transforming Our Lives. New York: Warner
Books, 1982; and Toffler, A. The Third Wave,. New York: Bantam Books, 1980.

Part II -- A Way Out and Some Results

The first installments of this report introduced and gave an overview of
the school-home communications dilemma. This one outlines our proposed way
out of the dilemma and briefly presents some of the results that have been
obtained through applying that approach in Kanawha County and other West
Virginia high schools.

The dilemma is that we know that a greater-than-present level of parent
involvement is a highly desirable quest for educators to puruse but that the
present dominant model of school-home cormunication alienates many parents.
Tie way out of this is to begin by using the partnership style of
communicating that is more consistent with the demands of the emerging
information society. Our vIew is that schools can and should find out how to
provide for these more effective communications by asking the parents
themselves--that is, through home-to-school communications'
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More specifically, we advocate the use of telephone interviews with
parents (by volunteers) to find out what they are thinking about the
frequency, contents, methods, and effectiveness of school-to-home
communications. These would yield far greater returns than paper-and-pencil
questionnaires--in fact,polling has shown that 95 percent or more of all
parents contacted agreed to a brief interview.

Working through ALL with school principals, Gotta collaboratively applied
the idea of using telephone interviews to learn from parents about school-home
communications in one larger and three small (more rural) West Virginia county
school systems during 1982. Although this technique was also applied in
elementary schools, only secondary school results are reported here because:
(1) more information is generally available on early childhood practices, and
(2) communication-linked bottlenecks are more pressing than with the age group
in the secondary schools of our society.

The interview required 15-20 minutes to administer and was given to a
random sample of families of about equal numbers of 10th, Ilth, and 12th grade
boys and girls. It sought to document: (1) actual school-home communication
practices as experienced by parents, (2) their reactions to these, (3)
suggestions for improved practices, and (4) parents' views of what might work
at the secondary level.*

Final sampling figures for the three smaller counties' (S) schools
combined and the four larger city (L) schools combined were 184 and 198,
respectively. .The bulk of the parent respondents were mothers in both samples

(S = 97.83%; L 0 87.371). Nether child's sex or grade level was found to be
associated with parent orientation toward school-hose communications in two of
the largest schools sampled. 'Thus, all subsequent analyses were conducted
without regard to these variables.

To begin with. majorities of the two groups of parents attend some school
function (S = 76.0VC; L . 69.191). Athletic events (S and L = 60%) attract
far more parents than do other events, e.g., Band/Music (next highest at 18%),

Drama, F-T functions, community education, etc. In contrast, although both
groups have parent meetings and councils, overwhelmingly parents do not attend

these (S = 86.96%; L = 80.812).

In response to a series of questions about communications received from
the school, more L-school (95.41%) parents mention receiving them (S =
69.40%). Of those who receive them, newsletters are most often mentioned by
L-school parents (L= 81.51%; S = 2.72%), while special notices are mentioned
more frequently by S-school parents (S= 38.04%; L = 18.18%).

The frequency of receiving communications from one to four times every
6-8 weeks is reported to be significantly greater at hoofs (63.48%) than

at S-school: (27.07%). However, L-school parents (52.032)appreciebly more
often see school-home communications as being equated with problems (S

37.93%) and more often have negative attitudes toward such contacts (L =
13.64%; S = 4.491). They also more often feel rc ,nsible for making school

contacts (L = 73.40%; S = 36.88%).

*A technical report containing sample interviews and coding procedures is

available from AEL.
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When notified by the school that their child is performing "below
expectations" some parents say they do not take any action (S = 7.14%; L =
19.85%) and 39.25 percent L-parents but 61.54 percent S-parents say they talk
to their child's teacher about the matter. On the other hand, virtually no
parent said he or she would not want to hear about a problem the child was
having in school, although some wanted to know about only certain things and
others (a majority in L and S schG_'.$) wanted to know everything.

Many parents (S = 71.202; L s 53.54%) mention a need to receive prompt
notice about problems, but few mention encouraging responsibility for behavior
in their ild (S = 2.722; L = 14.142). S-school parents more often feel the
school needs more discipline (S = 36.96%; L = 19.192) but infrequently feel
that parents can do more than the school (S = 6.52%; L = 19.19%). Finally,

majorities of both groups of parents say that School and hone should work
together on problems (S = 82.072; L = 66.67%).

These findings reflect the responses to questions about school -home
communication issues identified jointly by the principals and AEL staff. When
presented with these and responses to mere open-ended questions, principals
were inclined spontaneously to generate plars for using them to improve their
school's effectiveness in practicing school-home communications.



NOME-SCNOOL CCIMMUNICATIONS

Edward E.

AID PARENT INVOLVEMENT

Gotta

Parent involvement of almost every imaginable type has been tried out
over the past 20 years. There are two consistent findings from studies of
these involvement efforts. When parent involvement increases, (1) student
achievement goes up and (2) support grows for schools. These findings appear

in studies of all grade levels.

Some parents create their own involvement, without receiving any special
help from schools. For the average parent, however, schools can succeed in
greatly increasing involvement. The first step toward this result is to have
effective home-school communications.

Our research has identified a number of areas for home-school
communications regarding individual students: academic progress, attendance,
homework assignments, classroom conduct, special needs that are identified,
progress toward graduation, career and other post-secondary planning,
interest, and motivation. Communications are also needed about the overall
school program: PTA/PTO, scheduled parent-teacher conference times,
curriculum emphasis, expectations and standards for conduct, discipline code,
grading and attendance policies, extracurricular programs and events,
opportunities for volunteer service, special circumstances facing local
schools--the list goes on.

The two lints above suggest two types of communication efforts that are
needed: (1) hose and school need to arrange ways to consider together the
progress ane needs of individual students; and (2) schools need to share
information with all parents in a timely manner about their program, activity
schedule, accomplishments, and needs.

Two methods have been espeadlly successful for communications of the
second type, that is, for all parents. These are newsletters and open house

at the school. Open house draws in elementary parents a little more rapidly,
but works at the secondary level as well. The newsletter is highly accepted

at both levels.

Open house works best if: (a) held perhaps once a year, (b) at a time of
low schedule conflict, and (c) with much advance planning, preparation, and
publicity (the three glE.Y. Parents at both elementary and secondary levels
are more likely to attend open house if: (a) their child is featured in some

way, (b) there will be an opportunity to examine student work and talk with
teachers, (c) time is convenient, (d) notice is given far in advance, (e) they
receive a personal welcome or invitation, (f) they expect to experience a
cordial atmosphere, including refreshments, (g) the open house has a stated
purpose the parents consider personally important, and (b) they have been

involved in some way in the planning.

The newsletter is a more general purpose means of communication. Our

studies show that a quality newsletter is the single most effective way of
reaching parents whose children attend an individual school building. It

feels very personal to hear from "my child's school." The evidence shows that
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a large majority of parents read and act upon information provided in

newsletters. They are upset if news of school events comes too late. One

helpful principle, in preparing the newsletter, is to emphasize upcoming

events with a brief but comprehensive calendar on the cover page. The more

informative the newsletter, the more positive its reception. News development

should, however, be brief and pointed. Personal messages and viewpoints from

school personnel are welcomed.

Open house and newsletters can set the tone for all other home-school

communications. They lead into the more personal forms of communication.

They invite parent involvement. These more personal forms of communication

are discussed in the following section.

Personalized Individual Bowe- School Communications

Pertonalized home-school communications can be started by doing brief

interviews with parents to find out what they are thinking. Do they receive

communications as often as they would like? What else do they want the school

to communicate? What can be done to make the school's'existin4 channels of

communication work more effectively? An interview is far more effective than

a questionnaire for answering these questions. Interviews of this type can be

conducted by PTA/PTO members or other parent volunteers. Our experience is

that 95 percent or more of all parents contacted agreed to participate in a

brief interview. Moreover, their answers can be analyzed and used by school

personnel, with little outside assistance, to improve communications. We are

available to assist schools that plan to carry out interviews of this type.

Next, personalized communications about individual children need to be

initiated by school personnel rather than parents. This is so because parents

seldom know whether a child is having difficulty or needs additional help.

The teacher is the one who usually spots this kind of thing first.

Teachers find it easier to initiate communications about student

difficulties if there are policies or guidelines that lead parents, teachers,

and students to expect such communications. Policies or guidelines of this

type need to be developed thoughtfully by a school district committee. They

should be officially adopted by school board action.

Based on our studies of exemplary practices in local school systems, we

can recommend that the following personalized communications and followup

practices be considered.

1. Parents should be notified of any student academic difficulty

about mid-way through a grading period. This allows time for

improvement before the grade appears on a report card.

Parents also need guidance on bow to follow up on academic

deficiency reports. We have prepared a single-page

guidance sheet to accompany these "interim grade reports,"

and can make it available to interested school systems.

2. Parents should be contacted about most student conduct

problems that are serious enough to require even mild

disciplinary action. Prevention of further incidents is
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the reason for comminicating promptly. Overwhelmingly,

parents indicate they wish to be notified. Parents of

secondary school students are especially keen about receiving

prompt notification. Teachers and counselors more often risk
being wrong, in the thinking of parents, when they fail to

notify parents than they do when they communicate about

behavior problems. Clearly, it is easier to do this when

reporting is an expected procedure. Exceptions to this rule

should, of course, be allowed under special circumstances,
such as when a further strained parent-child relationship
might offset the benefits.

3. Prompt and regular notification of student absence is best

accomplished by telephone message whenever possible. Policy

in this area should encourage parents to call the school
first whenever they know the student vill be absent.

4. Many parents indicate their willingness to review and

acknowledge by signature their students' school work. This

arrangement works well when the flow of communication is

fully predictable, as when it is understood that this will be

a daily or weekly transaction. These arrangements are best

made by agreement between teacher and parent for a specified

length of time.

5. If parents are to be asked to help with or supervise

completion of homework, this must be clearly communicated.

In this event, parents should be offered instruction and

support before they undertake this assignment. Parents and

teacher will need to confer from time to time with each other

and the student about the process. By following this
pattern, more predictable results will be achieved when

homework is assigned.



Expert Sheet Tiyee: The Modern Dilemma of School-Rome Communications

1. In what ways do many school-home communications alienate parents?

Note: Add your own examples to those in the article.

2. Distinguish between and think of as many examples as you can of

"Individual" messages and "School-vide" messages.

3. In what ways did parents of larger and smaller secondary schools

differ from each other in their of home-school communications?

In what ways were they alike?

4. In what ways did children's sex and grade level influence parents'

perceptions a home-school communications?

5. What are some ways to make personalized home-schvol communications

effective? School-wide communications?
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Reading,Four: Single Parents and the Schools: The Effect of Marital Status on
Parent and Teacher Evaluations.

Note: The "expert sheet" for this reading is at the end.

ABSTRACT

The single-parent home is one of the major living arrangements of school
children today. This paper uses data from a survey of 1,269 parents,
including 24 percent single parents, to study whether single and married
parents differ in their interactions with elementary schools and,teachers.

Results show that initial differences between single and married parents'
perceptions of teachers and teachers' evaluations of single and married
parents are due to other family and school conditions. Race, parent
education, grade level, teacher practices of parent involvement, and overall
teacher quality significantly influence parent reports of teacher practices.
Children's performance and behavior, teacher practices of parent involvement,
and grade level significantly influence teacher evaluations of parent
helpfulness at home. Children's achievement and behavior are the main
influences on teacher evaluations of the quality of children's homework, but
some teachers rate children from single-parent homes lower than other
children, even after classroom achievement is taken into account.

Single parents felt more pressure than married parents to be involved
with their children in learning activities at home. Married parents spent
more time assisting teachers at school. Both groups of parents were concerned
about their children's education, worked with their children at home when
there were questions about school work, and were generally positive about
their children's elementary schools and teachers.

The study shows the importance of measures of school structures and
. processes in research on single parents. Single parents had better relations
with teachers whose philosophy and practices lead them toward more positive
attitudes about parents. Single parents reported differeut treatment from
married parents when their children were in the classrooms of teachers who
were not leaders in the use of parent involvement, and single parents-and
their children were viewed less positively by teachers who did not frequently
involve parents in learning activities at home. Teacher leadership, not
parent marital status, influenced parent awareness, appreciation of teachers'
efforts, and knowledge about the school program. These findings required
proximate measures of teacher practices that were linked directly to the
students and thetY parents.

Excerpts from the report follow: The one-parent hone is one of the major
family arrangements of school children today. Over thirteen million 'hildren
live in single-parent homes, most in mother-only homes and most as a result of
separe.ion or divorce. Each year about 2 million children under the age of 18
have parents who divorce. Between 1970 and 1982 there was a 67 percent
increase in the number of Children living with one parent. In the United
States in 1982, 22 percent of the households with childrenabout / in 5were
single-parent homes. Membership in one-parent homes is even greater for black
children, with 49 percent of the children under 18 years old in one-parent
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homes (U.S. Census, 1982). It is estimated that from 40 percent to 50 percent

of all school-age children will spend some of their school years as part of a

one parent home (Purstenburg, Nord, Peterson, & Zill, 1983; Garbarino, 1982;

Glick, 1979; Masnick & Sane, 1980; Svanum, Bringle, & McLaughlin, 1982).

In earlier times, single earent hoses were atypical; 12CM they are common.

The historic contrast raise. iy ideological and emotional questions about

the effects of single-parent e .es on the members of the family. Although

much has been written about sivele parents, their children, their numbers, and

their problems, little reseatzb as focused on how single parents and their

children fit into other social institutions that were designed to serve

traditional ,families. Yet, when single or carried parents have children in

school, the family and school are inexorably linked.

Researchers from different disciplines have recognized the importance of

understanding hos, institutions simultaneously affect human development.

Litwak & Meyer, 1974, described clearly the potential for cooperation

between schools (bureaucratic organizations) and families (primary groups).

Coleman, 1974, discussed how individuals struggle with "corporate act'rs" to

establish a balance of power betweei individuals and the organisations that

serve them. Bronfenbrenner, 1979, explicitly called for research on how the

interactions of scar taneously socializing environments affect individuals.

Others, toe (Dokeei & Maroney, 1983; Leichter, 1974; Schafer, 1983) have

called fee' research on the family as part of the wider social system. In this

paper we examine some connections between families and schools, looking

especially at single parents, their children, and their children's teachers.

Opinions differ as to whether schools and teachers should be informed

about parents' marital status or changes in family structure. Some argue that

teachers are biased against children from one-parent homes. They suggest that

-eschers negatively label children of divorced or separated-parents, explain

children's school problems in terms of the family living arrangement rather

than in terms of teacher practices or individsal needs, or assume parental

inadequac'es before the facts about parents' skills are known (Laosa, 1983;

Lightfoot, 1978; Ogbu, 1974; Santrock & Tracy. 1978: Zill. 1983). Others

argue that the school should be informed about parental separation or divorce

because the teacher provides stability and support to children during the

initial period of family disruption, can be more sensitive to children's

situations when discussing families, and can organize special services such as

after-school care that eey be needed by single parents and working mothers.

These discrepant opinions are each supported by parents' accounts of

experiences with teacher bias or with teacher understanding and assistance

(Carew & Lightfoot, 1979; Keniston, 1977; National Public Radio, 1980; Snow,

1982). There are few facts from research, however, about whether and how

teacher practices are influenced by their students' family structures or about

how single parents perceive or react to public schools and their children's

teachers.

This report focuses on the children's living arrangements that affect the

day-to-diy communications and interactions rf the family and the school. We

describe the characteristics of single and married parents and present

correlates of marital status. We introduce a simple node/ that improves upon

earlier research on the effects of marital status, parent education, and

teacher leadership on parent-teacher exchanges and evaluations. We compare

V - 4 0 Q



aloa d Owl to AWE q 11111Miliarbai ..da a

single and married ReaRtsL(...mmu_s of the frequency of teacher requests for
parent involvement. Then we look at fetchers' repprto of the quality of
assistance from si.agle and married parents and the quality of the homework
completed by children from one - and two-parent homes. Finally, we introduce
an explanatory model that places marital status in a fuller social context.

The research takes into account measures pf family structure and
processes, student characteristics, and school structures and processes,
including family size, race, parent education, occupational statue; student
grade level, ability, behavior in class; teacher leadership in parent
involvement, experience, overall quality; and other teacher-parent
iuteractions. Ualike earlier research that often used "special problem"
samples to study single-parent families (Shinn, 1978), this sample is derived
from a state-wide sample of teachers in regular school settings. Most
importantly, the data from teachers, parents, and students were directly
linked, so that effects of teacher practices on parents could be estimated
(Epstein, 1983). This means that parents were identified whose children were
in particular teachers' classrooms, and that other proximate measures of
family and school conditions could be taken into account in estimating effects
on parents' and teachers' appraisals of each other's efforts.

Data and Approach

Surveys of teachers, principals, parents, and students in 16 Maryland
school districts were conducted in 1980 and 1981. About 3,700 first, third,
and fifth grade teachers and their principals in 600 schools were surveyed
(Becker & Epstein, 1982; Epstein S Becker, 1982. From the original

sample, 36 teachers were identified who etrongly emphasized psTeat isvolvemett
in learning activities at home. Then, 46 "control" teachers were selected who
were similar to the case teachers in grade level, type of school district,
years of teaching experience, end school population, but who did not emphasize
parent involvement in their teaching practice. Among the case teachers, 17
were confirmed by their principals as strong leaders in the use of parent
involvement activiti, In 11, then, the 82 teachers ranged along
a...contin.,am of us of parent involvement, with the "confirmed leaders"
making the most frequent use of the greatest number of learning activities at
home.

After extensive data collection on a number of variables related to
family characteristics, and school and family practices, followed by careful
statistical analysis, Epstein (1984) reached the following conclusions:

Researchers have contributed three types of information on single
parents. First, descriptive repprpi offer statistics about single parents and
their children. Many reports have focused on the dramatic increase in the
prevalence of single parents, the number of children in single-parent homes,
racial differences in marital patterns, and the economic disparities of single
vs. two parent bones, especially single-mother home vs. other family
arrangements (Bane, 1976; Merlin, 1982). It is important to document and
monitor the trends in separation, divorce, the numbers of children affected,
and the emergence and increase of special cases such as teenage single-parents
(Mott Foundation, 1981), and never married parents (U.S. Census, 1982).
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Second, specific, analytic studies of the effects of family structure on

children or parents go beyond descriptive statistics to consider family

conditions and processes that affect family members. Research of this type

measures a range of family-life variables--such as socioeconomic status,

ramily history, family practices, and attitudes such as parental commitment to

tneir children (Adams, 1982; Bane, 1976; Furstenburg, Word, Peterson, Zill,

1983; Svanum, Bringle & McLaughlin, 1982; Zill, 1983). These studies

increase our understanding of the dynamics of family life under different

social and economic conditions.

Third, iptegrativt, analytic studies of the effects of family structure

on children and parents go beyond the boundaries of family conditions to

include other institution? that affect family members (Btonfenbrenner, 1979;

Leichter, 1974; Litwak & Meyers, 1974: Santrock 6 Tracy, 1978). In this paper

we see that the effects of family structure are, in fact, attributable to

variables that characterize school ee classroom organizations. During the

years when families have school-age children, the interplay of families and

schools is a critical part of studies of family structure. The current study

contributes new knowledge based on data from parents and teachers about family

structure and the schools:

1. gmlepissAmAt.engt_as.nlegiam. The diversity in

single-parent homes means that an understanding of families

is incomplete if it is based only on the simple category of

marital status. In this statewide survey, single parents

varied in education, family size, family resources,

occupational status, confidence in ability to help their

children, and other family practices that concern their

children. sSingle parents' reports suggest that they fulfill

their parenting role with about the same level of interaction

with and concern for their children ae do married parents.

Some characteristics may differ in one- and two-parent homes,

such as the amount of adult time available per child (where

there is more than .one child), and parent time available to

assist at the school. Indeed, the single parents felt they

had had lees time and energy than needed to complete the

teachers' requests for learning activities at Lome, and they

spent significantly fewer days helping at school than did

married parents. But these differences do not seem to affect

the basic interactions of families with the elementary

schools. There is some evidence that marital status affects

teacher ratings of children's homework completion, even after

children's classroom achievement is taken into account.

Future reports will be devoted to the effects on students of

teacher practices of parent involvement, and special

attention will be given to children from single-parent homes.

2. There is diversity in teacher.practicea that concern

families. Some teachers' philosophies and practices lead

them toward more positive attitudes about parents and about

how parents can share the teacher's role by assisting their

children at home. Teachers who were not leaders in the use

bf organized and frequent parent involvement practices had

lower opinions of the quality of help received from single

parents than from married parents, and lower opinions of
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parents in general than did leaders in the use of parent

involvement. Santrock and Tracy, 1978, found that teachers
rated hypothetical children from two-parent bones higher on
positive traits and lower on negative traits than children
from one-parent bones. In actual school settings, we found
that teachers differed in their evaluations of children from

one- and two-parent bones. Teachers tended to rate children
from one-parent homes lower on the quality of their homework,
and teachers who were mL I...,mlers made greater distinctions
between children from one- and two-parent homes that were
otherwise equal in parent education.

3. Teacher leadership, not parent marital status. influenced

ren a ness ,.d ec e ea e
kngilske02ate142,2_.2121mhscl. Single and married
parents whose children were in the classrooms of teachers who

were leaders in parent involvement were more aware of teacher
efforts, improved their understanding of the school program,
and rated teacher interpersonal and teaching skill, higher

than did parents of children in cproons of teachers who

were pst_IsAcjesa, in the frequent use of parent involvement.
Parents' day-to-day experiences with learning activities at
home, and teachers' responsiveness to children and their

families--not marital status--were the important influences
on whether parents knew more about their role in their

child's education.

Research on single parents pmA their children 'must include

measusagLettmelmeean,
affect_the igterectiepe of Parents. teachers,, apd students .
Without measures of the teachers' organization of school and

classroom activities that affect children's activities at

home, and without measures of student ach;evements and

behaviors that affect how teachers view students and their

parents, marital status would look like a more important

influence on parents and teachers than it really is. In this

paper, full consideration of family and school factors
altered conclusions about the importance of family structure

on parents and teachers evaluations of each other, and
documented important connections between the two institutions

and their members.

Ajakkeperiecak. Single parents felt more
pressure than did married parents to assist their children at

hone, spent more time on home- learning activities, but still

felt tLet they did not always have enough tine and energy to

do what was expected by the teacher. Overall, single parents

had better relations with teachers who were leaders in the use

of learning activities at bone than with teachers who did not

emphasize parent involvement.

Ti1teeents. Although family members may
recover relatively rapidly from the disruption caused by
divorce or separation (Bane, 1976; Hetherington, Cox & Cox,
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1978; Zill, 1983), others, whose attitudes favor traditional

families, may have difficulty dealing with families who differ

from the norm. Our analyses show that Leachers who were gat
leaders in parent involvement rated single and loweducated

parents significantly lower than married parents in

helpfulness even after parent education, parent involvement at

the school, the child's classroom achievement, and other

important variables are taken into account. However, teachers

who were lesdex, and who organized active programs of parent

involvement were more positive about the quality of assistance

received from all parents, including single parents and

parents with little formal education.

The teacher's leadership in the frequent use of parent involvement is a

statement by the teacher about the continuous and important role parents play

in their children's education. The formal organization of parent involvement

in the teacher's regular teaching practice may be especially important for a

single parent whose family situation makes involvement in school activities

difficult.

(From Joyce L. Epstein, 1984. Single parents and the schools: The Effect of

Marital Status on Parent and Teacher Evaluation. Report No. 353, Baltimore,

Maryland: Center for Social Organization of Schools, The Johns Hopkins

University. A full description of data collection and analysis and the

references cited may be found in the report.)
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4211tAbULFSIEL le Parents and the Schools: The Effect of Marital
atus on Parent and Teacher Evaluations.

1. In this survey of teachers and parents, what factors influenced
differences in interactions between single and married parents and
schools? What did the research conclude was the most important
factor?

2. Explain the significance of the one parent home in today's society,
and schools in particular.

3. Explain the conclusion: "Single parents are not a single g-msp."

4. Explain the conclusion: "There is diversity in teacher practices
that coocerr families."



Handout VI-5

Jizsaw quiz: School-Family Relations: What We Know

Short AnsysE

1. Parents and educators have different perceptions of what parent

involvement and participation is and should be. List four thingq

educators could do to help parents and educators come closer to

agreeing.

a.

b.

c.

4.

2. You've been asked by a colleague why you are interested in wurking

with parents, since it doesn't seem to ber/bim that parents are very

interested. Briefly list at least four reasons.

a.

b.

c.

d.

fIC
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3. List three implications for educators of the increasing number of

one-parent homes.

b.

c.

Multiple Choice: Put the letter of the best response on tte line.

4. Parents of secondary school students (10, 11, 12 grade) differed

in their perceptions of home-school communications depending on:

a. the age/grade level of their children

b. whether they lived in rural or urban communities

c. the sex of the children

d. the structure of the hone (single-parent, both working

awav from bone, etc.)

r

5. If schools and homes were making a beginning effort to work more

closely with each other, the best way to start would probably be:

a. shared goverance

b. training parents to be tutors of their own children

c. more effective home-school communications and public

relations

d. training parents to work as volunteers at school

6. In the study of single parents and the schools, single parents

reputed:

a. better relations with teachers who were leaders

in parent involvement

b. spent less time than married parents on home-learning

activities
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c. felt little or no obligation to help their children

with school work, since that was the school's job

d. bad better relations with teachers who did not expect

parent help

7. Family "process" variables that influence children's lumina:

a. refer to :"core, ethnic background, housing, family

structure, etc.

b. can sometimes be changed so that they support children's

learning

c. cannot be changed

d. are restricted to cognitive and school-related teachings

.,
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Sebool.-Family Communications: In Plain Words

rstiElmidackt:

It is not enough to tell people they should avoid using "big words" and

professional jargon" in talking with parents. Many specialists, teachers,

and administrators have learned concepts such as "norm," "I.Q.," and

"auditory memory" in technical language, and find it difficult to explain

those concepts in plain words. This short inservice should be fun,
heighten teachers' awareness of the technical terms they use, and give them

practice in "translation."

The work will be done in heterogeneous teams, so that participants hive

to depend on each other. For example, specialists in learning disabilities,

special ed, or speech should be dispersed throughout the teams. If the group

has both secondary and elementary teachers, mix them up, and make sure the

list of words to be put in "plain words" contains terms specific to each

group. If you don't, know the participants ahead of time, mix them up by

having all specialists bold up their hands, then move so they are dispersed.

Continue until everyone is assigned to a team.

Prizes for each team are optional, but fun. Make them insignificant,

such as paper party bats, stickers, paper flowers to wear, small shiny rocks

from the mountains, smooth pebbles from a stream, or plastic bookmarks.

Objective: Participants can "translate" frequent2y used technical school

terms into written non-technical terms.

Materials: Lists or examples of frequently uoed school "jargon"

or technical terms thct non-school people are likely to

misunderstand. If you have trouble thinking of some, ask

some parents! Duplicate enough of these for each participant

to have one. Some should be short paragraphs, if possible.

Use those most frequently used in your school district--every

district has its own jargon--as well as those shared with

other school people. Leave enough space beside or below each

one for people to write their "translation." To settle any

arguments, have a glossary of educational and psychological

terms bandy.

Optional: Prizes for each group

Procedures:

Erma Bombeck, in her own inimitable way, has summarized the feelings of

many parents in working with schools. She wrote:

When my son, Bruce, entered the first grade, his report card said, "Be

verbslines during class and periodically engages in excursions up and down the

aisles."
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In the sixth grade, his teacher said, "What can we do with a child who

does not relate to social. interaction?" (I ran home and got out my

dictionary.)

At the start of his senior year, Bruce's adviser said, "This year will

hopefully open up options for your son so he can realize his potential and aim

for tangible goals."

On my way out, I asked the secretary, "Do you speak English?" (She

nodded.) "What was she telling me?"

"Bruce s goofing off," the secretary said flatly.
A

I don't know if educatic.n is helping Bruce or not, but it's certainly

improving my vocabulary!

(From "AT WIT'S END" by Erma Bombeck. Compright, 1978 Field Enterprises, Inc.

Courtesy of Field Newspaper Syndicate.)

Many of us understand and get used to using technical terms and school

"jargon" as a quick and easy way to communicate among ourselves. But other

people, especially parents and community people sometimes don't understand

what we mean by "percentiles," "norms," "psychological inventories," and other

terms. To compnicate, we have to translate them into "plain words."

Sometimes that even helps us clarify to ourselves what those terms mean,

Today you're going to work as _teams. I'll distribute examples of typical

professional jargon we often use. Working together, decide what your seam

thinks is the best way to say that in plain, everyday language. Write down

the "translation" you agate on.

You'll have minutes to work.

Vary the time allowed according to the number and

difficulty of the examples.

If you get through early, think of some other jargon we sometimes use to

throw up "smoke screens" or because we just don't think. Remember, work as

a team, because you're go!,ng to report as a team.

Miatribeite the exaaple: you've compiled. Check for

understanding. Have the groups bogie. Monitor to

make sore they understand the task and work as a team.

If a group finishes early, remind them to list other

terms and put them in plain words.

Time's up!! Now let's go through the list and decide the best

translation into plain language. Each group will report what they eecided
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about a word or term, thtn we'll decide which translation is "best."

Let each team report on each term, sentence, or
paragraph,' then take a vote on the most appropriate

translation. Continue to the end, discussing as

indicated. No seed to tall a team their definition
is "wrong." Usually the group process does that.

Let anylmoup that finiabed early share the additional
terms they listed and their translations.

When we know the everyday language for these terms, why do we use them so

much, especially with parents?

Discuss possible. reasons. These should include:

Need to show we're "professional"

Uncertainty about what the terms actually
mean aid how to explain to someone else

Don't think; assume everyone else knows

Don't really want parent to understand

You've bad some practice translating into writte plain language.
Remember, it's going to be hard to transfer that to tplking with a parent in

the classroom. Try practicing "plain language" on your fellow teachers and

other school,personnel. You might even understand each other better, and that

will help prepare you to talk with parents.

Some schools have worked with parents to "translate" the meaning of

grades and terms used on children's progress reports or report cards. They

have specified what "Needs Improvement" means at that school. They have

clear, simple explanations of the various special programs, such as Chapter I;

A good idea!

Now, I've got a prize for each team.

Distribute prises- -sake them not for "the best," but

for other things. Certainly the team that wrote down
the most technical jargon should have one for "hsowimg

the most jargon." Other possibilities are "loudest
team," "time that lammed the most," "team that sparked
steadiest," *quietest," and so forth.

Dismiss group by saying:
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This congregated conference for professional development and renewal is
now concluded and adjourned. In plain words: the inservice is over.

112112362 : a

Since I won't be able to be with you when you talk to parents,
I want you to listen to iourself:tvery time you use a word or term they are
unlikely to understand, write it down. At one of our future meetings, we'll

share these demons.
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Listen With Tour Wind and Heart (Two Sessions)

TO The Leader:

This activity is designed to help teachers, principals, and other
specialists improve their ability to understand and to check their
understanding by restating what the speaker has said. The procedure combines

four methods of learning and teaching: (1) demonstration, (2) role-taking and

playing to provide (3) practice, and (4) coaching. After the introductory
material, divide the participants into groups of three. In each practice

session:

one participant pays the role of a parent telling a teacher,
specialist, or principal something about a child;

one participant practices active, reflective listening; sad

one participant coaches the participant who is practicing.

Then they switch roles. In the procedures section, we will give more
examples and on explanation of what each of these methods requires of the
participants.

The first training session will focus on listening for and understanding

facts; the second will focus on listening for and understanding emotions that

the speaker is also communicating.

Remember, feel free to "ad lib" on the script. Just make sure the

essential points are covered. For example, if participants seem somewhat
unmotivated, discuss whet it feels like to talk to someone who is only
half-listening, encouraging them to contribute their own experiences and

feelings.

You'll need a room large enough that the trios can form small groups and
talk without the distraction of another group uncomfortably close.
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Listen With Tour Mind and Heart

First Trainin Session

Objective: Participants will restate a factual account to the

satisfaction of the person talking.

Materials: 1. Chalkboard, flip chart, or overhead projector

and transparencies.

2. Index cards. Fold the
so they will stand up.
"coach" on enough sets
have a set

cards in half lengthwise,
Print "parent," "listener,"

of 3 so that each trio will

3. Marking pens for printing the crrds

4. One copy of Handout VI-6, "As 07.%ers See Us,"

for each participant.

The handout is reproduced on the next page for your reference. The

copy in Appendix E can be removed and reproduced.

.40
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Handout VI-6

"As Others See Us"

Grade Yourself as a Listener

We often speak of "liztenina skiA.s" as if we either did or didn't have

them. The truth is that we listen to different people in different

circumstances in different ways. Since we as teachers often grade children on

their ability to listen, let's turn the tables and pretend that other people are

greding ut$. Circle the grade that you think the person on the left would give

you on your ability to listen.

Rater Grade Comeats

Best friend A

President of school board A B C D F

Children you teach A B C D F

Your own children A B C D F

Your spouse or parents A B C D F

Parents of the children
you teach A B C D F

Principal during teacher's
meeting B D F

4
Superintendent in a

one-to-one conversation A B C D F

If there are differences, what might be some of the reasons?

VI-59
I (-)

The previous numbered page 1$

the original document was Man%



PncedtTe:

One of the ways to show parents that we respect them and value what they
say is to listen to them. Well, of course, we all listen to parents and other
people who talk with us--but do we?

Researchers estimate that most of us operate about 25 percent listening
efficiency. That's pretty low when you consider that ),istening is the most
frequently used form of communication. Most of us listep more than we read,

tall:, or -4.rite.

How well does each of us do? The answer may depend on who we ask.

Just for fun, let's grade ourselves on our listening skills "as others
see us."

Distribute landau T1-6. Remind people to be honest

in their grading. Mark your own grade as they work.

So what does your "report card" look like?

Discuss, emphasising difference in grades. Contribute

some of your own to help establish rapport and join

in the fun.

What are some of the reasons we might have been given an "P" by our

children, and an "A" by the superintendent?

List reasons, adding your own to keep listing and
discussion going. Among the items that should be
named are:

Relationship of speaker and listener such as, does
one have power over the other.

Distractionshard to listen to one child when
you are in charge of 20-30.

Tension or uneasinessyou may be defensive and
trying to think of what you're going to say
instead of listening to them.

Ruvironmenttoo much noise, too many other people,
or physical discomfort.

Impatience to you- -whether or not you think what
the other person is saying is important.

Time--are you in a hurry to do somethiug else.
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Other things on your udndpreoccupation.

The w*y the other person looks, acts, and talks.

Rearine only what you want to.

In spite of all these reasons, we sig, learn to listen better, and in
talking with Tarents, whether on the telephone or in person, we probably
should.

We listen with more than our ears. Our eyes, our mind, and our feelings

can help us listen better, but sometimes they can keep us from listening, too.

We can be better listeners if:

1. We $en4pgly, seriouslt, pint So listen to what someone

is trying to say.

2. We actl.yoly &4ye our total at;gntion to understanding

what someone is saying.

3. We are receotiore, both mentally and emotionally.

4. We are senajptive to the other person and respond to

what he or she is trying to communicate (Gotta, 1977).

Put key words on chalkboard, flip chart, or transparency

for an overhead projector.

But in addition, we have to practice, because listening is a skill, and

that's the way you learn a skill. Since it's pretty hard to practice being

uceptite or sensirive, let's list some of the ways we can show that we are

Xenuine, serious, actively interested., rasmiljam, and sensitive.

What do we lig when we're "really listening?"

Generate List, adding items and encouraging

participants to contribute mare. Pet abbreviated

items on chalkboard, flip chart, or ts:msparency.
Work quickly to keep ideas coning. There is no

need to elaborate on each one. The list should

include its such as the following:

Maintain eye contact.

* Slight forward posture.

Facial expression appropriate to subject.
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Nod, "Urea or other non-interroptieg ackaowle4genents.

If person pauses, let continue without interrupting.

Ignore distractions.

Don't pat in your ideas until the other person is
through.

Flee the person.

Do4st laok bored Aimantemmeted.

Ask for clarification, if needed

'Airs the piggies is fisisbad, or :Lathe with e pertiell
summarise and repeat back the essential parts of what
they said, or ghat feelings they tried to convey, to
see if you understood accurately.

What we're goiv4 to do now is :notice some of these specifics --and

you'll all be so good at active listening that even the children viii give you

an "A"! This is the way we're going to do it.

We'll divide into teams of three. One person viii be the speaker--in

in this case, a parent. One person will be the listener--in this case, a

a teacher, principal, or specialist. The third person will be the ma k.

The person who is the parent is going to explain miterajggjiagagl to

the teacher. For example, the parent night explain what the doctor has

reported about a child's allergies and his or her instructions to the school,

or something the PTA is proposing to do that has serious consequences fora

particular classroom or school. All of you have been involved in enough of

these situations that you won't even have to use your imaginations! Just

remember!

The person who is the teacher, principal, or specialist is going to

actively jisteu, practicing the skills we've listed, and any other special

techniques they want to. Then, when the other person is through, the listener

vill give an "instant replay." That is, they will summarise the important

points and repeat then back to the parent, with the parent correcting until

they both agree on what was said.

So far, we have a familiar duet--a speaker, and a likteneti and you know
what you are to do.

Check for understanding. Tell people who understand

to fold their arms on the table. Those who don't put

their hands in lap. tiplains demonstrate as necessary.

Use those who understand to help others.
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So who are the coaches? Just that. The conches watch the practice with
understanding and support. They are not to criticise and yell at you like
some coaches do, but they are to see and point out what you did right, what
could have been better, what you forgot to do, and what you could practice
nest time. They'll do this after practice, or at a break in the practice, and
help the two of you analyse what happened. One group of people studying how
teachers and other people learn new skills has found that coaching hylps
(Joyce & Showers, 1983). After we've practiced once, we'll change- -toles so
you all get a chance to practice listening and coaching.

I've asked a couple of people to help me demonstrate. I'll be the coach.

Short demonstration. Check for understanding, as
above.

Notice that we gave the parent a chance to think about what be /she was
going to say, and a little help, and that we worked until he/she agreed the
listener understood. Notice that the coach gave both feedback and support.
Now, we'll get in groups of three and get started. Practice once, then we'll
stop and see if you have any questions.

Give grouping directions apecific to the situation.
Give each group the role cards, telling them to
decide who is going to take which role first, second,
and third.

Move from group to group to help define their
tasks and get them started. Stop after practice
run, check for understanding and clarification,
then continue. Continue to monitor, but don't
enter a group unless they need to be brought back on
on track, rescued, or sent on to the nest task.
They sometimes forget to switch roles.

Keep the atanephere lig ht., so that people can become
comfortable with practicing and coaching. If you don't 1:tar
some laughter and good-natured banter, something is wrong.

Since the groups will be working at different speeds, what do
you do with those who have finished early? There are several
options.

1. Have them analyse what meat well, and what didn't go
well in their group to share with the others later.

2. Have them discuss what they liked or didn't like
about coaching and being coached, and be ready to
share with the group.
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3. Ask them to identify other situations in their ova
schools or lives where this type of active listening
would be useful; list and share with group.

4. Save some short readings on active listening or
coaching for them.

As the groups finish, help the reflect combat they
have dome. Sere are same possible questions. Select
the appropriate ones from these, or develop your own.

1. What were some of the difficulties in doing active
listening for factual information?

2. In what usys did the "coaching. help or hinder? What
did you am about it? -Rot liket*

3. What mere some things you learned?

What were some things that went well in your grotto?
Didn't, go yell?*

5. In what other school or life situations could you use
this skill?*

*Se sure to direct these (minions to any group assigned that
task.

6. Are there times when you shouldn't use active or
reflective listening?

Use question sir as a conclusion mud transition.

Active or reflective listening is a skill to use when you want to make

sure that you thoroughly understand another person, and that the other person

knows you are concerned, listening, and un&Jrstapding. It is not something

that you do during every conversation, although most of us could probably

listen to each other a lot better than we do.

Practicing is a lot easier than doing something in real life, so you've

got a homework assignment. Try out, Practice this technique on your
colleagues, family, and of course, the parents. Make some notes about bow it

worked, their reactions, any difficulties you had, Or funny things that

happened.
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We'll share these at the beginning of our next inservice, which will
start with a quick review, then practice and coaching on using active
listening when the person yoy are talking with is expressing a lot of emotion.
This often happens when disciplinc and grades are the topic. Since you'll be
playing the parent role, think about what you're going to say and do, and also
about how you could use "active listening" as a teacher, principal, or
specialist in that cituation.

Today, we listened with our winds; next time, we'll use mind Loa heart!



Listen With Tour Mind and Mmart

Itcond TrAini;g Sesaion

Objective: Participants will state or restate emotions conveyed in a
statement to the satisfaction of the person talking.

Materials: I. Chalkboard, flip chart, or overhead projector and

transparencies

2. Index cards

Procedures: Save participants share "homework." Share with them your own

experiences. If a group has difficulty getting started,
sharing your own practice items will help break the ice.
If possible, have someone record hawses/ report, :MALL
they report, so you have an evaluation.

Today we're going tc practice again, but on reflecting feelings that

people express or imply. This is much more difficult to do than reflecting CT

restating facts, as those of you who have tried it know. What are some

possible reasons?

Discuss list reasons if there seem to be a lot generated.
Some possible ones:

We get emotional, too.

We feel uneasy or.tkreatened.
60

We don't know what to say.

We don't have training and skill in interpreting what

people are feeling.

We're afraid we'll say and do the wrong thing.

All those are good reasons, but the high feelings art there, and we as

school people often have to deal with them. Sometimes all that is necessary

is for someone to listen to the parent and acknowledge how be or she feels.

Those of you familiar with Teacher Effectiveness Training, Parent

Effectiveness Training, or other "affective listening" approaches will

recognize the technique.

We're going to pract4ce and coach the same way we did last time, but

there will be in changes:

1. You are to get in different groups.
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2. Those of you playing the role of ;prents will focus on

conveying to the teacher a feeling. You don't have to

state the feeling at all. In fact, you can talk about

grades, or a discipline or homework problem, but in

such a way that a feeling is conveyed. Lipteners, you

are to reflect those feelings in a way acceptable to

speaker. Coacbes, give them support, guidance, helpful
hints on what they did right, and how they could4improve.

Implement this activity with procedures sL*ilar to the

factual reflection in the first session, including
the follow-op (transfer) assign's...int.



a
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SchookalaiII Communications: Ibe'Spoken Word

To j.ke Iftader:

This staff development session has two parts: One is shout telephone

-calls to individual parents; the other shout recordetmessages. Both provide

for recorded messages. Both pvovide for instygc0.0n, practice, and opachiog

or feedback from another person. Introductory material is set up so that

participants' skill and experience are recognizedan important principle
in inservice education.

You'll need a room large enough that the trios can form small groups and
talk without distraction.

School-Family Communications: Telephone Calls.

0

Objective: Participants will outline, practice, and receive coaching on
at least two types of telephone calls to parents: (1) a get

acquainted, good-news oie; and (2) one where they must bring
up and discuss problems and concerns, such as discipline or

grades.

Materials: 1. Chalkboard, flipchart, or overhead projector and
transparencies.

2. index cards. Fold the cards lengthwise, so they
viii stand up. Print "parent," "teacher," "coach"
on enough sets of 3 so that each trio will have a.
set.

3. Marking pens for printing the cards.
a

4. One copy of Handouts Vi-7 and VI-4, "Telephone Tips
for Teachers" and "Lchool-Family Telephone Record"
for each participant.

S

ambora:
Personal contact is the most effective method of reaching parents And is

widely used by many teachers ac all levels of schooling. Some parents cone by

the school, we see others at the store, church, or other school and community
functions. Others wa never see at all. For them, a telephone cell may be the
link between school and hole. sf.ln fact, teachers report that phone call* to
the home are one of the best ways for Schools and families to communicate.
Calls need not be long to be effective. In fact, we mien take s tip from
success of the book "The One-Minute Manager" and try to become "The One-Minute
Telephoner." A phone call doesn't need to be long to be effective.

However, a personal telephone call has both advantages and disadvantages

for teacher and parent. Let's quickly list some of them.
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This listing can be done two ways:

I
1. As a total group. To do this, write *Advantages" and

*Disadvantages" at the top of the paper or chalkboard,

then list each item in the appropriate place as the

group suggests it.

2. As two or :ore smaller groups, with each group having an

assigned focus of either "advantages" or "disadvantages.*

They generate the advantages or disadvantages within

the group, then report back. This technique takes

longer.

Among the items that should be listed are:

Advantates

Establish personal contact

Know your message has gotten to
the parent

Most parents have telephones

Find out things you don't learn
in an exchange of notes

Give chance to clarify what
people don't understand

Most people are used to
speaking and 1.atening

Can exchange idaas

Pilift=1221

Finding people home

Calling during dinner or
favorite TV show

Takes a lot of teacher's time

Can't always find right
telephone number

Can't "read" nonverbal
language

Hard to bring up difficult
discussion topics

Parents only home at night--
That's Ea time!

Just because we all use the telephone a lot doesn't mean that we always

use it, effectively. Businesses spend a lot of money training people to use

the telephone.

Most of you, as teachers, have made a lot of telephone calls to parents,

and have found out approaches that work and don't work. Among us, we have a

lot of expertise on this technique.

Distribute Handout VI-7-- "Telephone Tips for Teachers"
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Handout VI-7

Telephone Tips for Teachers

For Introductory or "Good News" Calls For 4;P; About Problems or Concerns

Others'

.'

Rine

Others'
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Take three minutes to jot down your best ideas for introductory or good

news calls. Then we'll share so p.m have the best ideas from a group of

experts.

Leaders should also fill out aline section. After
three *suites, have people share their best ideas.
If the following items are mot included, add to
your list om chalkboard or mewsprint so people can

copy is on the handout.

Introduce and identify self: "I'm Sevin lecher,

Shawn's 5th grade teacher..

Ask if this is a good time to talk for
minutes.

Wake motes ahead of time of what you want to say.

Start with something positive.

Use plain Inglishr-no jargon.

a Nake svre you understand family status. Parent's

name may not be same as child's.

seep it short, simple, and to the point.

Have a good conclusion (i.e. "I'm glad we had a
chance to talk. If you need to call or see no

about anything, call .)

Use active listening. Use NI-messages."

Now comes practice time! First, we're going to call parents to report on

a pleasant matter or just to get acquainted."

Use role-player (parent), role-taker (teacher), and

coach trios as in "Listen With Your Mind and
Heart." Quickly describe task and check for
understanding. Rave parent and teacher face in
opposite directions to simulate the telephone
situation.

Take a minute to make notes on what you want to report on, then pretend

to call. Coaches, remember to observe and tell the teachers what they did
right and what could be improved. Parents, don't give the teachers a hard

time! Then switch roles.

Circulate, monitor, give help as needed. One practice

VI-75 12ti

The previous numbered page in
the ongina1 document was blank



is sot enough to master a skill, so go through the

procedure again if there is time. Rave those groups

who get through early begin generating ideas for the

next task: calling about a problem or concern.

Good news is easy to talk abqut. Problems aren't. Teachers in the

Appalachian Region asked for help in talking with parents about discipline and

grades--and telephone calls are frequently about problems. Indeed, some

parents think that's the only time they hear from the school.

Again, llt's tike three minutes to jot down our best ideas for

telephoning parents about discipline, grades, and other problems, then we'll

share and practice.

Follow procedures as in previous ,activity.

Ideas generated should include the ones below, plus

others:

Don't make that your first call.

Don't blame parent or child.

Report objective information.

Avoid labels.

Talk about the problem as a shared one.

Mike some positive suggestions as to MIA to do; look for

solutions.

Start with something pleasanta but then get to the point.

Choose words carefully; make some notes ahead of tine;

avoid jargon.

Call as soon as possible after the problem arises,

while parents and school can do something. AIL

research says parents clear through secondary

school welt this kind of information (Gotta, 1983).

Ask if parents have noticed any problems at home.

Se as specific as possible.

Make a note about when you called and 'what the subject was.

Put in student file.

Close conversation on a pleasant note.

Actively listen for both facts and feelings.
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Now you have a chance to practice making that difficult call. In your

groups, take a few minutes to discuss the problem you're going to call about.

Most of you can just draw on your own experience! Help each other decide the

best way or ways, then try out what you decided to do. Hake that phone call.

Monitor group to make sure they understand task; give
help as needed to teacher, parent, and coach; help
change roles so all get a turn. If groups finish
early, ask them to start making notes for the
comcluding discussiom--reflecting back on what they

learned. Select from tLe ones below, or develop

your own.

1, What were some things that went well in your group?

Didn't go well?

2. In what ways did the coaching help or hinder?

3. What makes problems and concerns such as discipline

and grades so difficult to bring up?

4. Mho are some specific things you learned that you're

going to try with parents?

After everyone has finished, briefly discuss some of

the items above.

Zdjaina2:

At the beginning of the year, send home a Nelcome" note to parents,

telling them you will be calling them soon, and bow they can get in touch with

you. Enclose a card for them to return giving their names, telephone number,

time of day and day of week that is best to call, and any other information

they would like you to have.

Distribute Readout VI-S, *School-Family Telephone

Record.*

You'll need some way to keep track of who you have called and what you

discuss!!_ This form can be kept in each child's classroom file or in a

separate file folder just for telephone contacts to provide a continuous

record of schoolfamily telephone communications. Some people suggest that

you make a few calls every day.

however you decide to go about calling the families you work with, keep

track of the calls, bring the forms back to our next inservice, and share how

it went an0 what "telephone tips" worked best for you.
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Handout VI-8

Teacher's Name:

Student's Name:

Parent's Name:

fighelesg0_

OM.

Telephone Number Called:

You may wish to use this same record for calls from the family to you. Simply

record "B" in the Response column.

Day/Date Time Response* Coualiept I

4.

b_t

Additional Comments/Record:

*A, Spoke With Parent
B. Busy Signal
C. No Answer
D. Disconnected Telephone
E. Scheduled Call Back
F. No Adult Howe
G. Declined to Speak
H. Family Initiated Call
I. Other:
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Objective: Teachers will know what school-family communications are

appropriate to put on a "recorded message" machine and

viii practice recording messages for parents to receive

when they call in.

Materials: 1. Device for recording messages for telephone

Ideally, you would have one for each age/grade level

group of teachers. Tape recorders could also be used

for practice.

2. Tapes--one for each person to take home would be ideal.

3. Chalkboard, flipchart or transparencies, and overhead

projector.

4. One copy of Handout "Improving School-Family
Relations Through Recorded Messages," for each

participant.

ftstr: Sews recording machines set up so teachers can experiment

with them while the group is gathering. Yes might want

to delay starting if the experimentation is going well.

Before starting, have participaats sit in groups

according to the age/grade level they teach - -primary,

intermediate, secondary. If you have all elemestary

teachers, they might sit in grade levels.

At one time or another, most of us have been irritated, annoyed,

grateful, relieved, pleased, or angered by the telephone answering machines

that seem to be everywhere. Some schools, however, have /earned to use

them to good advantagefor early morning call-ins; for general

information about the school when no one is there; or as "bat lines" when

parents have a complaint ormaroblem. A few schools have experimented with the

recorder /4 a classroomwsitool-home communication tool and the results were

excellent Parents aid call in and chi:dren's achievement on such things as

spelling tests Ail improve. More parents returned permission slips and forms

when reminded by the recorded message. In general, though, we have been slow

to take advantage of these relatively inexpensive machines for hot-lines,

warn - lines, help-lines, "Dial -a- -Teacher," or whatever you want to call it.

Let's look at how we might use recorded messages to improve school - family

communications.

I. First of all, remember that the message will be for a
Acura; audienceall the parents or children in your

class or classes--as opposed to telephone calls about an

individual child.

2. Second, the information must be short and to the point.

The number of minutes will be determined by the machine's

capability.
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3. The message should be available at a regular tine and on
a regular day, so families can establish the habit of

calling in. The message should be changed regularly.

4. The message should be pertinent to the child's school work
or school functions and should make specific suggestions

for what parents can Ag.

You're already in groups according to the age or grade level you teach.
Working together, generate some specific ideas that teachers could
record--either general information or information specific to a particular

grade level or discipline. As an example, in elementary school, teachers
might list' the week's spelling words. Here is a sheet for you to record your

ideas and to take home to remind you.

Distribute liandout *Improving School-Pamily Relations
Through Recorded Messages..

You've got ten minutes to discuss and record your ideas. Theu, working

as a group, you are to develop an appropriate message to put on the recorder.

You might 'mat to write what your group is going to saw. As soon as you've

done that, then you can practice recording, to see how you sound, and what you

can do to improve both what you say and how you say it. The machines we have

will take a message of minutes.

Check for understanding of task- --arms on desk or thumbs

up if they understand. Monitor work of groups, but don't
intrude unless _they need your help. When first group
goes to record, you or someone else familiar with the

machine's operation should be there. Some of the
teachers probably halm these at home. Let people take

turns practicing. This is where more than one machine is
needed. Watching someone else is the same as
actually recording and listening to yourself. Coach,

commit, encourage, praise, as appropriate.

When group finishes practice, conclude and prepare
for follows*.

The recorder offers a good way to send messages to the home. Some

barriers to its use are specific to each school.

You may not have one at all--but look in all the closets

first.

There may be only one for the whole school.

There may be a limited number of telephone lines coming

into the school.
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It may be difficult to get parents 'n the habit of

calling.

What are some ways to overcome these barriers?

Discsss solutions to these and other barriers, such
as different grades or discipline moms having assigned

eights. That is, the first pas could use Monday night,
and the second grade su Taesday tight, etc. Often
telephone lines Immune capacity than is being
used, and adding more phases is not difficult.
Newsletters, notices, and class calendars can
contain information on her to "del -A-Teacher."

Some schools set aside a designated *hot line" hour each week when

parents can call in to talk with the principal, psychologist, or other

specialists. You might want to do this in your school or even for your own

classroom. It might promote two-way communication.

As soon as you get a recorded message system going in your school, call

me at (leader's puiber), and leave the number to call to get your message. I

would like to hear each one of you using this flexible message system.

4.
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handout VI-9

Laproving School-Family Relations Through Recorded Messages

"Dial-A-Teacher"

The !femme

1. Is for a general audience.

2. Must be short and to the point;

3. Should be available at a regular time and day.

Should have the message changed regularly.

4. Should be pertinent to the child's work and
should make suggestions for what parents can do.

'gees for Putttprion a Recor4e4 Kamm

General Four 4eigigAs jixt_.

1....a.
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School-Family Communications: Theiiritten Word and Other Symbols

To the Leadpr:

This staff development session focuses on written messages from the

school to the family, eaphapizing those that cat be quickly and easily done by

a busy teacher. It has two sections:

1. First, after initial background information, teachers will

brainstorm and.sbere ideas for each of the four coimunication

vehicles: individual messages, individual recognition,

class calendars, class newsletters.

2. Second, teachers will experiment with diiferent headings or

logos, and develop at least one that they can use on the

home-family communications from their class.

If they leave the session with ideas 21ge the material to implement those

ideas, they are far more likely to put the into operation.

Sore of the techniques are more appropriate for elementary schools than

secondary. For example, certificates of appreciation and outstanding

performance are used freely at the secondary level, but are usually reserved

for special recognition ceremoniesand there are far more given for

non-academic pursuits than academic. As these differences arise, let the

teachers discuss and decide what techniques are appropriate for what age

children. Maybe "what is" isn't "what ought to be." Perhaps a personal note

mailed to a high school student and his or her parents could get around some

of the problems of praise in front of peers. It's something to think about!

An alternative approach for this inservice would be to divide into groups

and let each group generate the ideas for one vehicle of, communication. That

is, you would have four groups; one would develop ideas for written messages,

one for recognitions, one for class calendars, and one for class newsletters

or newsbriefs. The listings would then be, posted for all to see and list on

their handouts. This procedure would speed up the process, and would work

well with a group of over 24 people.

In the second part of the session, arrange a "hands-on" workshop set-up.

Materials could be placed in centers, where participants can work with one

type of material at a time. An alternative arrangement would be to put all

materials on one large table, where people can get what they need and return

to their own workspace. jave some examples of different logos and formats for

them to look at, and either clear directions for how to use each unfamiliar

item or process, or have someone there to demonstrate.

V1-89
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School-1141Lamasigatigg:Iditlialat

Objectives: As a group, participants will name items appropriate to
include in or on an individual note, recognition, or
concern sent boa; class newsletter, or calendar.

Participants will know essential elements in'communicating
with families through written messages sent to the home.

Materials: 1. Chalkboard or flipchart or large pieces of newsprint,
markers, masking tape. Pre-letter four sections of

chalkboard and display so people can see them.

(1) School-Family Messages: About Individual

Children

(2) School-Family Messages: Recognitirn for

Individual Children

(3) School-Family Communication: Class Calendar

(4) School-Family Communication: Class Newsletter

2. One copy of Handout VI-10. "Ideas for Messages and

Special Recognition," for each participant.

Ton know, interesting things happen in school o amily sad fetidly to

school communications. Researchers and school people usually agree that the

school should take the initiative in establishing frequent contact with

parents, informing them of what they need to know, and inviting participation

and involvement in the school. Parents often respond by making more frequent

contact with teachers and the school. Almost always, when school-home
communication becomes real communication--that is, flowing both vays--everyone

wins, especially the child.

There are innumerable ways for the hool to make more frequent contact

with parents, such as telephone calls, recorded messages, bulletin boards,

school newsletters and notices, and parent-teacher conferences. Today we are

going to concentrate on short and easily written communications that cjessrook

teachers can do. These would be in addition to school wide communications

such as report cards, school handbooks, school newsletters, and school

calendars.

We'll look at and work on two kinds: written messages about individual

children--individual notes and recognition "awards"--and written messages for

the whole classroom groupclass calendars and class newsletters. Then you'll

have a chance to develop sou* models ready to use when you get back in your

own classroom.

135
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Let's look at hum and lolstat first.

For written messages about Apdividual shild;en, probably nothing else has

quite as much meaning ss a short, personal note. It takes a little time, but

one or two a day, written or typed on a half sheet of paper, has great meaning

to both parent and child. Many of you probebly.slready do this. -

If the group is large, you say want to set up small
groups, and have gm brainstormstitiOn the group sad

develop a written list to post and briefly explain.
Give each group newsprint and starkers, and have the

masking tape available*

If the group is mall, young west to lead the
brainstorming and have smother person record on the
appropriate sheet of newsprint or chalkboard. Add

more newsprint or mcve to another chalkboard as

needed. Very your directions as appropriate.

Remember the rules for brainstorming:

No evaluation and discussion of the items

Everyone try to contribute

Generate as many ideas ac you ran

Work quickly

All right, you're a classroom teacher and you've decided you're going to

write two short messages a day. What are some topics, remarks, observations,

or suggestions that would be appropriate to write about an inAivi4pal child?

Allow a little thinking If no one starts after

20 Or so seconds, says--alow it's time to share your

ideas !indwell, put them on the newsprint.m Work
quickly, recording ideas as they are generated by the

group. Icamples of what you may get:

An outstanding achievement (specify)
4

Rad new hair cut, clothes, etc. --- looked nice

Finished work on time

a Lad a

Seemed tired

Made a new friend

Sick at stoma

Discipline problem

VI-91
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Covent and encourage to keep ideas Rowing.

There are lots of good ideas here! Remember to make what you say brief,

specific, and personal to that child and family. Always make your first note

something vositive, and over the course of the year, talk about positive

things three to four times as often as problems or concerns.

So you can remember all these good ideas, take 5 minutes to jot them

down, and they'll be ready to go in your file or notebook on school-family

communications.

Distribute Handout VI-10 *Ideas for Messages and

Special Recognitions," then allow 5 minutes for copying.

If people finish early, suggest that they start jotting

down ideas for special recognition.

Now, let's look at ideas fa: special recognition for an individual child.

Many schools or classrooms have simple certificates or awards that can be sent

home with child.

Show examples on next pages, or use local examples.

You have to be a little careful not to seed these home indiscriminately,

but what are some things a classroom teacher could send home a recognition

certificate for? Let's list as many as we can think of.

Use brainstorming procedures, ss in previous discussion,

then give people 5 minutes to write down of Handout VI-10

the individual and collective ideas to take home.

1 9
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Now, let's look at information that needs to go to the Ogle class. Of

course, there will be times when you want to send special notices home, but a
regular class calendar, newsletter, "newsbrief," or notices are also useful.
In fact, in a recent survey in Naryland, over 95 percent of the teachers
involved said they sent, notices home several times a year. The calendar can
be posted so that patents have an overview of the month ahead; the newsletter
or newsbrief can share other information in-depth.

Here is an example of a partially completed class calendar--see page 99.

It has the lunch menu, parent-meeting, a minimal day, a "multi-cultural week,"

and a few other things on it. What other information might a classroom

teacher want to include?

Alabama's State Community Education Office suggests a "Learning
Calendar," such rs this one. (Example on page 101.)

Brainstorm and list its for class calendar as in
previous actiVities. Distribute liandent VI-11
"Class Calendars, Newsletters, or Neusbriefs." Have
participants fill in ideas the group has generated.
If some get through before the others, ask then to
begin listing ideas for classroom neusbriefs.

Periodic newsletters or newsbriefs are another valuable communication

tool. Current research is showing that parentslg read school newsletters and
find them important sources of information. But most school or district
newsletters have little information in them about individual classes. A

one-page "newsbrief" might be worth considering. If you have a good
duplication system, consider putting the newsbrief on the back of the school

calendar for the coming month. Parents can then post the calendar.
Exrlanstions of specific calendar items could be in the newsletter or

newsbrief.

Now, let's generate some ideas about what to put in class newsletters or
newsbriefs.

Generate list. It should include such things as:

Items parents could save for a class project

Reminders

Thanks for parents and others who have helped

Cnrriculum emphasis

Ideas of ways to help at home

1',1 0
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Eighlightiag a community resource especially

appropriate lot** grade (children's museumgood
TV thou, etc.)

Paragraphs, poems, or art work the children created

Class average on a spelling test

Spelling words

Study topics in a particular grade

Palos 13 to IS,, Section V, give guidelines for

newsletters. Although they are primarily for
administrators, several of them apply to all
communications home. Toe might wish to share some

of those guidelines with the participants. Page 17,

which gives tips for making a newsletter readable

and attractive, could be reproduced for a handaut.

If you're already using one of these school-home communications, try

another one, too. They accomplish different things. If you've not been using

them, try one or two. You--and the parents and children--may like it!

Parent volunteers or older children might help with the class calendar or

newsletter. Once the format is set up, they don't take much time.

If your school or class is fortunate enough to have a microcomputer with

word processing capabilities, investigate to see if it can be used to set up

your individual and group notices home. Some of those machines can do

fantastic things! That's what we're going to work on nest --you'll have a

chance to play around with a format that reflects your class and your school.

End of 1st sectionBreak time!
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,School-Pamily Communicatioms: 8,mboi Sneak

Objective: Participants will prepare at least one logo and heading
appropriate to use immediately as a consistent symbol of
their class in communications to the home.

Materials: 1. Blank sheets, 8 1/2" x 11" paper

2. Blank sheets, 5 1/2" a 8 1/2" paper (half-sheets)

3. Ruled paper, transparent tape, masking tape, rubber
cement, other art supplies

4. Grid for class calendar (Handout VI-12)

5. Ruler, scissors, variety of marking pens and pencils

6. Samples of symbols, logos, headings from various
institutions

7. Press-on letters in various sizes

8. Tables to work on and a room big enough for people

to move around in

Procedutes: Collect, then post examples of familiar, and instantly

recognisable logos and type-faces that organisations
have developed as part of their way of communicating

with the world. Look for a variety, such as the =maples

below. Include some local oaes.

As people come in to the room, let them browse to get
acquainted with the work materials. Those who wish

to begin murk can do so.

Letting people proceed independently or in swell
groups serves as a "sponge to help then use their

V1-105
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time to complete the task at hand. Ton can move

from group to group to get them started. After

everyone has assembled, give a signal to get their
attention, then proceed with the more formal
introduction. Xo seed to physically reconvene
everyone. Let this watch and listen where they are

working. mg get everyone's attention, though.

Most organizations spend such time, money, and creative effort to project
\

to the public a particular image. Familiar examples are:

lame the ezamples yen have.

When the telephone companies were split up, the new AT&T went to great

lengths to make its new logo something that could become tkg image of

communications.

Many schools and school districts have developed a-distinctive logoa

symbol, picture, and type that makes that school instantly recognizable. It's

a good idea. At the school level, the school mascot--an eagle, panther,

tiger, or other animal --is often used. At the classroom level, we often don't

have such resources for our written sausages. Yet, what the individual

teacher sends home is often more important to a family than a district-wide

communication.

What image do you want to project?

Dignified and slightly serious?

Whimsical?

Playful?

Proud and full of school spirit?

Humorous?

Child-like and child-oriented?

Solid as a rock?

aesponsive?

:biz is something I'm supposed to do. so I'll get it done as

quickly as possible.

You can communicate any of those images, and others before parents even

read a word. A sloppily dittoed notice communicates in a powerful way! Spend

a little time developing a consistent format that you can use. It will make

your job easier and be an integral part of your school-family communication.

Maybe you are tired of happy faces and gold stars and want to create a new

image. Now's your chance.

VI-106
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A few examples: You might want to use your district's logo or
symbol, and put "Kr. Lee's First Grade" or another heading near it in neat

printing, press-on letters, or type (show sample of district logo on
success-o-gram). Or perhaps your state, district, or school has a theme
they are emphasizing, and you want to pick up on that theme. Tennessee,

for example, has material emphasising "Education is a Family Affair" that

could be used for many communications. Mountains and valleys symbolize

another district.

The examples above are on the following three pages.
Unsay wish to show others, particularly successful
Local ones.

Your task now is to look at some of the examples we've shown and that you

know about, then

Think *bout gm classroom, gm school, and decide what kind
of image you uant parents to have of them.

Develop what you have in mind from the materials we have here.

If you can't find what you need, make a plan so that you can do

it back home. Remember, you want something suitable to put on
short messages that will probably be on half-sheets, certificates

of recognition, class calendars, and newsletters or newsbriefs.

Some teachers put all the messages home from their particular

classroom on one color paper. That's not a bad idea. If

you're going to do that, make sure your logo and printing will
reproduce and show up well on that colors You can make several
logos and decide later which one is really you and your classroom.

Show participants what materials you have for them to

use and the procedures they are to use. incoorage

them to help each other; as someone creates something
interesting, show it to the others. Circulate among

the participants, giving help as needed. ComcIede
by havieg each person show their favorite and tell
what image they were trying to project.
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Handout VI-12
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School-Family Communications: Academic Guidance Sheets

To The Loader:

We are so used to thinking of inservice training as group meetings or

workshops that we forget other methods. Teachers are quite capable of

learning on their own. In many cases, inservice training can be accomplished
through self-instructional materials that teachers can study and try out alone

or working informally with another group of teachers. This "inservice" is of

that nature.

The self-instructional module is designed to be distributed to teachers

if a school, school district, or even an individual teacher decides to notify

parents that s child is having difficulty in a particular school expectation

through "interim progress reports," "academic deficiency notices," or a

personal conference. When and if that decision is made, teachers need and

will be receptive to information and materials to help them.

If information on the pages that follows is distributed to teachers at

the time a final decision on "interim progress reports" is made it will be

both immediate and relevant--and likely to be read and used.

Attach the appropriate academic guidance sheet- -elementary, for elementary

teachers; secondary for secondary teachers. Assure teachers you will be

available if they need any help and put your name and telephone number in a

prominent place on the module.

As with the other staff development materials in this resource book, you

may duplicate as many as you need.

Ze lima:

After the interim progress reports go out from the sch,-1 or class,
distribute the follow-up evaluation (Handout VI-13) to all or a sample of the
teachers who received the self-instructional module.
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Handout VI-13

Dear Colleague:

Earlier this year you received a self-instructional module about and a

sample of an "academic guidance sheet." The sheet was to be sent home to

parents to help them analyze why a child might be having trouble in school

and then take appropriate action. To find out if the sheets were useful to
you and the parents, we are asking you to answer the following questions

and return to

How many of the academic guidance sheets did you send to
parents?

How many interim progress reports or academic deficiency
reports did you send to parents?

How useful do you think the academic guidance sheets were
to parents? (Circle one)

Very useful Useful Not at all useful

What suggestions do you have for improving the academic
guidance sheets?

What comments did parent have, if any, about the interim
progress reports and academic guidance sheets?
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Do you have any indications that parents took any of the
suggested actions?

Other comments:

.=111..

Thank you for your help.

1 e,
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Using Academic Guidance Sheets

Edward E. Gotts

Backeround. Over the past two years, AEL has studied the effects of
schools sending home "interim grade reports." The interim report, is an
academic deficiency notice that is sent home between regular grading periods.
Its purpose is to give the parents and student time to take corrective action
before the grade becomes an official part of the student's permanent record.

I

Parents who have received such a notice or have heard about the practice
tend to view this special effort at personal communication as "helpful" and
"useful." They hold positive attitudes toward the practice and, consequently,
toward schools which implement it. Their comments suggest that the practice
is well accepted because it "gives time" to correct the deficiency--while
report cards do not.

A large majority of parents who received an interim grade report took
some sort of action. Most talked to the child, the teacher, or both.
However, a careful study of parents' remarks indicated that the kinds of
corrective action taken were quite limited. That is, the interim reports did
not usually produce careful analysis of the child's learning difficulty nor
did they lead to actions designed specifically to overcome particular barriers
to effective learning.

The foregoing findings caused us to reach the following conclusion:
Interim grade reports are a potentially valuable means of school-home
communication; however, the impact of this practice appears to be limited by
the need of parents for further guidance in how to respond to the particular
circumstances surrounding their child's academic difficulty. The challenge,
thus, appeared to be: How could parents receive guidance that would permit
them to analyze the child's situation and to consider courses of corrective
action?

In seeking an answer to the preceding question, we allowed ourselves to
consider only solutions which would: (a) be exceedingly inexpen3ive to
implement (i.e., because of tight school budgets); (b) require no additional
personnel; (c) be usable within the framework of typical existing practices;
(d) not be time consuming for school personnel; (e) be understandable,
uncomplicated, and to the point; and (f) encourage an active, partnership role
for parents.

Academic Guidance Sheets, A solution which seemed to fulfill the
preceding six criteria was designed. It is our "academic guidance sheets"
(i.e., "Helping Your Child"), of which we have prepared separate versions for
use at elementary aid secondary levels. These sheets are intended to be sent
home with the interim grade reports, thereby providing parents with guidance,
as needed. In connection with this suggested timing, it should be noted that
the guidance would be of less practical value if distributed at regular
grading times. Guidance sheets would, further, appear to generate more
motivation to make corrections if distributed at times when correct.ions.- can -.
make a more immediate difference. We, moreover, anticipate that parents will
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view the guidance suggestions more positively when they can make a
differenceand perhaps even somewhat negatively if given out when the
possibility of change is already "foreclosed" for a grading period.

The guidance sheets begin at the top of the page with an introduction

that: (a) encourages an scrive stance by the parent; (b) indicates the

purpose is to help the child perform better academically; and (c) explains how

apply the guidance procedure. The procedure is divided into columns

1abelled Refsons and Actiens. Parents are to read the listed "Possible

reasons for poor work" and to consider (i.e., analyze) whether aura them

applies. For an that may apply they are to study and try the correspondingly

numbered action. The actions themselves may entail discussion, collaboration,
supervision, monitoring, and other involvements in the child's establishment

of good study habits. Finally, general reminders appear at the bottom of the

sheet that ask the parent to initiate further discussion with the teacher and

others. The guidance suggestions have been limited to a simple page. This

page may be used as a checklist and worksheet as well.

psi the Guidangt Sheets. Fitst, the sheets are to be sent home with

interim grade reports. This may be done by the individual teacher. When

interim reports are completed at the secondary level by all teachers at the

same tine, they are usually collected and sent home together. In this case, a

single copy of the guidance sheet would accompany the one or more deficiency

reports.

The preceding discussion assumes that the guidance sheets will be seat

home without comment. Another method is to send them home with the teacher's
suggestions (e.g., noted by cheek marks or circling) about what some of the

reasons may be for the academic deficiency. This method takes more teacher

time; it may also result in more teacher-parent discussion. If this method is

to be used at the secondary level, each teacher needs to complete a guidance

sheet based on observations of the student in the particular classroom/subject

setting. A related point is that, if the teacher checks the 'reasons', it

will also be necessary to keep some record of this to refer to in discussions

with parents.

When teachers are to make suggestions about possible reasons, the

introduction should be changed at the top of the page to cover this. For

example, in the introduction, just before the last sentence (that is, before,

"You can ask the school for more help if you need it"), the following words

might be added: "I have checked some of 'reasons' that seem to fit, based on

how I have seen your child acting in class. I hope that you will look over

all the 'reasons' and decide for yourself which onL.s apply."

Two methods of using the guidance sheets have been considered. The

first is less work for the teacher. The second is more personalized and

permits the tear:her to share with parents classroom observations about

possible reasons. We lack findings that would lead us to recommend one of

these methods fiver the other, so the method selected should be based on local

preference.

Since guidance sheets have been discussed in relation to interim grade

reports, another point should be considered here. When academic deficiencies
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are reported, for most families this can be an unpleasant communication. Yet,

it is often4poasible to say something positive about the student in the same
report (for example, "she is trying," "attendance has improved," "the grade
can be brought up by turning in two make-up assignments," etc.). In one high
school where teachers systematically made positive comments in interim grade
reports, the result was that parents viewed the school's effort more
positively. Further, it should,be easier for parents to be constructive with
their children if the emphasis of the report is not focused wholly on the
student's shortcomings. When we.suggest this, however, we do not recommend
that teachers say positive things which they do not believe. The point is to
look for the positive; often it is there.

Some parents may ask what they are expected to do with the guidance
sheets. The best answer is to indicate that they are provided for the
parent's use; the school does not expect to have them returned. Parents may
be instructed that school personnel hope that they will analyze the reasons
and take corrective actions as best they can, while seeking additional help
if needed.

It is well, further, to emphasize with parents that perspective is
important. This may call for discussion of these ideas: (a) there is time to
correct the problem; (b) a failure in one subject area must be viewed in the
context of the student's overall progress; (c) it 16 okay foe a parent to feel
unable to help and to ask that someone else be allowed to do so; (d) the
parent-child relationship is more important than the child's academic
progress; and (e) the parent will be more able to help the child academically
if he or she will maintain a sense of perspective based on the foregoing
points plus a sense of respect for the child's individuality.



Elementary

HELPING TO DR CHILD

For parent who receives report that student's work "Needs Improvement" (N).

This sheet is to help you decide how to help your child do better. Please study the list

of 'Reasons" below on the left. Ask yourself if any of them applies to your child.

If you think a "reason" applies, study and try the "action" to the right of it.

For example, if reason #1, "Poor attendance or tardiness," applies, then try action

action #I, "See that make-up work is dose." You can ask the school for more help

if you need it.

Reasons
Actions,

Possible reason fgr poor work

1. Poor attendance or tardiness.

2. Seems tired all the time gr easily

loses control.

3. Does not know what the teacher said to

do or cannot remember.

4. Lack of attention in class gy,,too much

daydreaming.

5. Daily class work g homework is not done

or turned in.

6. Is not putting out enough effort g_r_

easily discouraged.

7. Works on homework but forgets to do part

of it.

8. Daily work is fine but student does not

do well on tests ,Zr child is nervous

and restless.

9. Dreads going to school; shyness.

10. Is bothered in class by another

student.

11. Tries but cannot seem to catch on or

keep up; acts helpless.

12. Child seeks lots of attention.

13. Child is stubborn and always wants to

have own way.

Here's what to try:

1. See that make-up work is done.

2. Gets child to bed on time and be

sure child eats good breakfast and

lunch. Get medical check-up.

3. Teach child to write down what the

teacher says.

4. Talk with teacher and child about

what distracts or hold child's

attention.

5. Ask teacher to send work home; then

have a quiet place and a time for

study.

6. Encourage your child; use rewards,

if necessary.

7. Have child list all homework to be

done before starting.

8. Teach your child to try relaxing

while you ask questions from the

lesson.

9. Be firm about going to school; take

the child to school, if necessary.

10. Ask for student to sit someplace

else.

11. Tutor your child or get a tutor.

Ask the teacher if the child needs

to be in a different class.

12. Tell child which behaviors will get

positive attention; give that

attention.

13. Try to go along with child's way, as

long as the job gets done.

Try talking things over with your child and your child's teacher. That will help you

decide which of the reasons explain why your child is not doing well. If you still cannot

decide what is wrong, check with the principal or counselor. This sheet is for you to .

keep and refer to. You do not need to return it to the school.

VI-131 6 I he .previous numbered page Irt

the original document was ,bla



Secondary

HELPING TOUR CHILD

For parent who receives report that student's work "Heeds Improvement" (N).

This sheet is to help you decide how to help your child do better. Please study the list

of "Reasons" below on the left. Ask yourself if any of them applies to your child.

If you think a "reason" applies, study and try the "action" to the right of it.

For example, if reason #1, "Poor attendance or tardiness," applies, then try action

action #1, "See that make-up work is done." You can ask the school for more help

if you need it.
Reasons

Actions

Possible rtasons for poor work: Rert's what to try:

1. Poor attendance or tardiness.

2. Seems tired all the time.

3. Does not know what the teacher said

to do RE cannot remember.

1. See that make-up work is done. Take

sure child gets to school everyday,

and on time.

2. Get child to bed on time. Get medical

check-up.

3. Teach child to write down what the

teacher says. Buy small notebook and

show child how to use!

4. Lack of attention in class. 4. Talk with teacher and child about

what distracts the child's attention.

5. Daily class work is not done or turned

in.

6. Homework is not done or turned in.

7. Is not putting out enough effort.

S. Is bothered in class by another

student.

9. Works on homework but forgets to do

part of it.

10. Daily work is fine but student does

not do well on tests.

II. Tries but cannot seem to catch on

or keep up.

5. Ask teacher to send this home to be

done.

6. Set a quiet study time at home each

day; keep it that way.

7. Encourage your child; use rewards if

needed.

8. Ask for student to sit someplace

else.

9. Have child list all homework to be

before starting.

10. Teach your child to try relaxing

while you ask questions from the

lesson.

II. Tutor your child or get a tutor. Ask

the teacher if the child needs to be

in a different class.

Try talking things over with your child and your child's teacher. That will help you

411
decide which of the reasons explain why your child is not doing well. If you still cannot

decide what is wrong, check with the principal or counselor. This sheet is for you to

keep and refer to. You do not need to return it to the school.
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School-Family COmmunications: Parent-Teacher Conferences

XO Tlie Leader:

In this resource notebook we have suggested many techniques to keep'
positive school-family communications flowing. We have summarised current
research and best thinking on productive staff development. In the first
portions of Section VI, we gave examples of the way some of those staff
development principles could be incorporated into actual inservice training in
school-family relations, with emphasis on areas of need identified during
AEI's work with schools and teachers. Bovever, we made no effort to include
all relevant topics, for reasons explained in the introduction (Section I).

Staff development mast be tailored to the needs, strengths, and the
particular circumstances that prevail in a school or school district. This

portion of the Resource Notebook presents a number of resources related to
parent-teacher conferences, reviews the principles of staff development that
you want to consider in planning and implementing staff'devalopment, and
suggests that you develop an action plan appropriate for a school or schools.

We chose to do this with the topic "Parent-Teacher Conferences" because
AEL's studies indicate that:

Elementary school teachers regard parent-teacher conferences
as the most successful school-family communication technique.

The use of parent-teacher conferences varies from district to
district and state to state in the Appalachian Region.

Parent-teacher conferences are also:a-always available if the
school initiates them.

Parents of elementary school chilavn report that they want
regular conferences with their children's teachers,

Parents of secondary school children report that they vent
conferences scheduled "as needed."

Teachers requested assistance in talking with parents about
discipline and grades, topics that are frequently discussed
in parent-teacher conferences. .

School personnel's methods of Scheduling and conducting
parent-teacher conferences may have to change with, the
increase in dual employment, single-parent homes, remarriage,
and other family changes.

There will prObably' be much variability in the needs of the people you
are working with. Use the planning process outlined earlier:

Assess Needs and Interests

Develop Goals and Objectives

VI -135
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in

s Identify Resources: People, Material, Time, Space, Money

Design' Activities

Implement Activities

Evaluate and Follow-up

Review theoprinciples of staff development and adult education summarized

*V!.

Review the resource material on parent-teacher conferences we have

included, and collect other material as needed and appropriate. Information

on parent involvement is being generated rapidly, so search for current

information and resources. You may not want to use any of the material we

have included, but locate information that may be more specific to your

concerns.

As ycliti plan, be sure to model and include good instructional practices,

including:

clear objectives

activities designed to achieve those objectives

recognition of individual differences (sponge activities for

people who come early, or work quickly; variety of learning

methods)

clear directions and demonstrations; cheeks for understanding

s effective use of time

recognition of the knowledge and skills that learners already

have

provision for practice and recognition of the problems of

transfer

followut)

Just as teachers plan in highly individual ways, we expect that staff

development specialists do, too.

We would suggest that whatever thinking and planning'process you use,

your plan of action should include the following categories.

Statement of need and/or interest. Ideally, this should be the

discrepancy between what is and "what is preferred." Such a statement will

help everyone retain focus on the overall purpose, especially if more than

training session or objective is involved.
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Stag sus and objectives. There may be only one, or there hay be one
broad goal and several objectives that must be net to reach the goal. The
goals rnd objectives should help meet the identified need.

Kgssumut. In thinking about resources, identify your constraints and
your possibilities:

Conwains: List known constraints or "givens" first. Determine:

Bow many people

Teaching what age /grade level

Existing method of handling parent-teacher conferences,
problems, and strengths of this approach

Tines available for inservice

Space available

W; *- participants know each other in advance? In what

Budget constraints

PossibWties: List all possible materials and methods that might
be appropriate to achieve the objectives. We often stop too soon
in this. Teachers get as tired of the same methods of presentation
as cb:14*Ten do.

It &Ise or space are problems, see if a different conf4.guration of
of materials and methods can help overcome the problems. Perhaps a
learning center set up in a school's "teacher work room," with
conference plan sheets, examples of what other people have done,
suggestions for discussing touchy topics, and other appropriate
material is all that is needed for a particular school.

Design ectivikties. As with any teaching, there is some artistry
Involved in this step. Selecting, varying, and pacing activities involves
an artistic blending of what you know about the group and about how people
learn, about the way one activity leads into another and about planning
"enough," but not "too much." A few hints:

Even with participants who know each other, a well-designed
opening activity can help set the stage for what is to
come. It can also help you get to know the mood of your
group, and allow for the arrival of any latecomers.



Openi'ig activities can help a group get acquainted, relax,

get .n the mood to learn, become familiar with the topic,

pose a pertinent problem, or achieve many other purposes.

Plan at least oze activity that can be used or not used as

time allows.

Unless the inservice is very short, plan for more than one

method of learning. If nothing else, use "guided reflection"

to help teachers relate information to their own experiences.

Rave the participants Aq somethingmentally, physically,

emotionally, or socially. Practice is appropriate if a

skill is involved, but participants can also be actively

involved in acquiring knowledge, adding to their experience,

modifying attitudes, or coaching others.

Don't be afraid of some inspiration and motivation. All

people need to be inspired, including--or perhaps especially- -

school personnel.

Plan a closing activity that helps people put into action

what they have learned. If what they are to do requires

special forms (such as planning forms for a parent-teacher

conference), -make sure they leave with either a copy ready

to duplicate or a copy for each child and family in their

class.

For etch major objective or portion of the inservice, we

suggest that you use a form that lists:

Obigctiyes:

Materials:

Procedures:

PollownpiEvajuation:

21,ggams.1...fardyja. Double check all plans, logistics, materials.

Start on time. Be sensitive and responsive to the needs and interests of the

group, ready to lengthen, shorten, or change. Every group is a little

different; as leader, you will need to respond to people as they are on that

day.

End on time. You may have todiplomatically cut short a discussion (say

you'll meet with people individually), but it's better to leave them wanting

more than to have them walk out.

Fol onn, and evaluati,gn. Remember there are many ways and times to

evaluate, so don't always have the last activity be "feedback." In some

situations, that may spoil the tone of a carefully crafted motivational

inservice. Remember, there are many ways a-1d times to followup and evaluate.
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We have included the following resources for your information:

1. Seven steps to a successful parent conference

2. Excerpts from Teacher-Parent Interactions which gives

general information on planning a conference

3. Sample parent form and teacher form for a school conference

4. Short "Do's" and "Don'ts" Guidelines

5. "When A Parent Thinks You're Wrong."

6. A list of other sources

Using these resources, other information you may have, and the steps outlined

above, you're ready to put together an inservice on "Improving Parent-Teacher

Conferences."
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Seven steps to a successful
parent conference

This seven-step conference planner should be prepared for each
student. Obviously, this is a lot of work . . . but it's work that
will make a difference, You'll find the planning worth the ef-
fort, because when parents get the information they want and
need, you and your school will get the support you need and
deserve.

Step One: Subject Areas/Topics

Write down the areas/topics you intend to cover in each conference.

Step Two: Major Objectives

3-, What's the basic reason for this conference, anywa?? What do you
hope to accomplish? What do you need to communicate? What do
you want to communicate?

Step Three: Conference Plan

What steps can you follow during the conference to assure that you
meet your major objectives? For example, what questions will you
ask, what points will you make, what suggestions will you offer?
Will you allow time for parents to ask questions and make comments?

Step Four: Materials

What materials should be shared with parents? Are they organized
in a sequence that will comp:ement your conference plan?

Step Five: Action Plan

flow can you wind up the conference with an action orientation?
What specific steps, if any, will you recommend? What ways can the
parents work with you to improve their child's education?

Step Six: Closure

Summarize what has been said during the conference. (Tell parents
again what you have already told them.) End with a friendly thanks
to the parents. Tell them it's nice to work with parents who arc con-
cerned about their child.

Step Seven: Evaluation

After the conference, ask yourself these questions:
Was I prepared?
Did I have an informal setting and insure privacy?
Did I use time well?
Did I begin on a positive note?
Did t listen attentively?
Did I encourage parents to talk and offer suggestions?
Did I plan with not for the parents?
Did I learn anything new that will help me teach the child?
Was I well enough informed about what's happening in my
school?
If the conference could be repeated, what would I do dif-
ferently?

The Parent Conference Planner, Department of Conaminica t ion/
Management Training. MaComb intermediate School District
Mt. Clemons, Michigan.
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Sample Parent Form for School Conference

Name of Child:

Parents:

Date:

tu ent trengths bserve at ome by arent:

Student Needs Observed at Home by Parent:

Grade:

3-----Tuggestecisfolompeteattime o conference

Home Setting:

School Setting:

Please complete form prior to scheduled conference. Bring to conference.
(Optional)

The Parent-Teacher Conference; Charles W. Edwards, College of Education, East

Tennessee State University.

Tennessee Department of Education materials.
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Sample Teacher Form for School Conference

Name:

School:

Teacher:

Date:

Grade:

Student Strengths Observed by eacher:

Student Needs Observed by Teacher:

uggest ons or ct on: e compete at time o con erence

Home Setting:

School Setting:

Teacher: Complete form prior to scheduled conference.

The Parent-Teacher Conference; Charles W. Edwards, College or Edimition, East

rneUennesseeStnversity.

Tennessee Department of Education materials.
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GUDELINES TO PARENT CONFEREN0ING

DO

1. Do select one or two major goals for the conference.

2. Do be on time.

3. Do be prepared in advance.

4. Do remember that you're talking to another adult and not a child.

5. Do KISS - "Keep It Simple and Straight."

6. Do watch body language and voice tone.

7. Do provide support when appropriate.

8. Do abandon and yell for help when necessary.

9. Do shar'e informatIon with child in advance when possible.

10. Do share some positive feedback with all parents.

11. Do keep information confidential.

12. Do give the parent plenty of time to share his/her perceptions.

13. Do provide for R & R following conferences.

DON'T

1. Don't minimize the problem.

2. Don't use jargon.

3. Don't make promises that can't be kept.

4. Don't be afraid to interrupt.

5. Don't share personal experiences.

6. Don't say anything that you wouldn't want the child to know.

7. Don't argue.

8. Don't take things personally.

9. Don't cover too much information.

10. Don't drag the conference out too long.
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WHEN A PARENT THINKS YOU'RE WRONG

1. Include the principal when you expect parents to be hostile in any way.

2. Remain as calm and unemotional as possible. Again, your mood is contagious.
Talk softly.

3. Ask them to be seated.

Let them talk first and find out exactly what they are unhappy about.

S. Be open minded. Don't assume they are wrong.

6. When they are finished, give your side of the story.

If you were wrong, admit it. Don't try to defend an indefensible position.

8. The tone that should prevail in such discussions is one of teacher working
with parent for the good of the child, not teacher versus parent.

9. Usually the two of you will agree when all the facts are known.

10. When you don't agree remind the parent that even %hen you don't agree, both
you and the parent are interested in doing what is best for the child.

11. Make certain the parents understand your position on the issue and won't be
surprised by any future action you take. If they are demanding something
you are not willing to do, be certain they understand this.

12. Don't expect that everyone will agree with you and be happy about the outcome
of the conference.

The Parent-Teacher Conference; Charles W. Edwards, College of Education, East

--Tennessee State University.

Tennessee Department of Education materials.
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Teacher-PaTen; Conferences
from

Teachers and Parents: A Guidc 0 Interaction and Cooperation

Teacher-Parent Congerences. Individual conferences between teacher and
parent permit maximum flexibility since most people communicate better
in person than in writing. Verbal exchanges also decrease the
possibilities of miscosimunication since questions can be asked and
points clarified. In addition, they allow teachers to support their
comments about students with actual physical evidence (for example,
samples of students' work). The standard teacher-parent conference is
an excellent method for informing parents of their child's progress,
but one requiring considerable preparation if it is to be successful..
Table 1-3 is a brief outline for helping teachers prepare for such a
conference.

To help organize the conference, teachers should prepare an agenda
and give s copy to parents at the beginning of the conference or send
one home beforehand. (See Table 1-4 for a sample agenda.) Before
beginning a discussion of the child, teachers should review this agenda
with parents, reminding them of the time limit agreed on when the
meeting was scheduled..

The sample agenda in Table 1-4 includes all the information the
teacher plans to share with the parents. Samples of the child's work
in each subject area would also be provided, whenever possible. In

communicating specific information about the child, teachers must be
aware of the parents' needs; that is, they must listen to them
carefully, answer their questions, explain each point thoroughly, and
ask for confirming feedback.

Caution 1: interpretation of test scores end the reports of
others. This can be a very delicate situation and should always be
handled with the greatest care. First of all, labels derived from test
results (for example, "retarded," "perceptually handicapped," "gifted,"
"learning disabled," "emotionally disturbed," cr: "artistically
creative") seldom serve a useful function and should not be
communicated to parents. In many cases, these labels result in altered
expectations, differential treatment, and at times, gross
discrimination. By law, this information can be supplied only by the
school psychologist or the school administrator. If parents already
know these labels, however, they will undoubtedly want to discuss them
with the teacher. We advocate the use of behavioral descriptions for
this task.

Secondly, parents have a basic right to see all information in
their child's cumulative folder and to receive a clear explanation of
its meaning and possible consequences. Before discussing with parents
materials that could be potentially damaging, however, teachers should
"confer with their principal or supervisor to ensure that they present
this information in the most appropriate manner.
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Finally, teachers must be very cautious in interpreting to parents

information collected by other professionals (psychologists, social

workers, and nurses, for example). They should never transmit this

information as if it were their observation but report mkt actually

made the analysis.

Caut*on 2: explanation of fchieyement testa. Most teachers feel

very comfortable in giving parents the results of achievements tests;

however, few ensure that parents understand the meaning of these

scores. Grade equivalents, percentiles, and stanines make very little

sense to most parents, and when these results are used to evaluate the

effectiveness of one classroom versus another or one school district

versus another, problems usually result. Parents should understand

that the test score represents a child's standing in referoce to the

norm of the particylar test, that it is only ggs, measure of abilities,

and that it only makes sense when compared with the child's daily

performance in the classroom and in the home. The results from any one

test should be bandied very carefully since often they do not truly

represent a child's. ability. Daily observation in the classroom is

generally a far superior method for evaluating a student's abilities.

CgLutiCon 3: t,iminx of conferences. Teacher-parent conferences are

most often scheduled for late afternoon, often an impossible time for

both parents to attend. As Buskin (1975) points out, this results in

one parent's feeling isolated and the other being burdened with the

responsibility of explaining the conference discussion to the absent

parent. When everything is going well, this can be a pleasant duty.

When there are problems, however, the presence of both parents greatly

increases the likelihood of finding a successful solution. Since the

numbers of single-parent families and those in which both parents work

are growing, we are very tempted to advocate that all teacher-parent

conferences and meetings be scheduled in the early evening.

Admittedly, having teachers work a fourteen-hour day is unrealistic.

Nevertheless, parenting should .be a partnership, and schools should do

everything possible to encourage the full participation of all parents,

we believe. Failing to do so will very likely result in an unsatis-

factory resolution of the child's difficulties.

Rutherford and Edgar, 1979, pp. 9-12.
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TABLE 1-3: Guide for Basic Information Conference

Purpose: To inform parents of their children's progress in
school.

Needs of Teacher: To ensure parents understand how their children are
doing.

Needs of Parents: To find out how their children are performing, what
they are learning, what activities they are engaged in,
and what their teacher is like.

Preplanning by Teach. Inform parents of purpose of meeting.
Agree on meeting time.
Collect samples of the children's work.
Prepare materials explaining teaching goals and
stratesies.
Schedule enough time for parents to ask ques-
tions and express concerns.

Materials: Daily schedule of classroom activities.
Checklist of sk3.1 areas and notes on how children
are doing.
Samples of the children's work.
Test scores and reports from others on the dul-
dren.

Rutherford and Edgar, 1979, p. 10.
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TABLE 1-4: Sample Agenda for Monday's Conference (4:15 P.M....

4:45 P.M.)

-.........*

General Impression of Johnny
Alert, talkative, happy, and well-liked. A good reader but needs work in

spelling.

Academic Areas
Reading: Lippincott book D-mid second level. Advanced reading group.

Good sounding-out skills. Great comprehension.

Arithmetic: Counts; writes numerals to 100, and understands addition and

subtraction facts.
Writing: Manuscriptall upper and lower case letter's. Nice creative stories.

Spelling: Needs some help in phonetic spelling; suggest place in special help

group.
Art: Good creative work.
Music: A leader with gusto.
Science: Likes to tell about his "collections." Does he have bugs, spiders,

and rocks?
Test Scores (IQ, Lorge Thorndike, and group test): Follows directions well.

Metropolitan Achievement Ten: 2.8 on word attack skills, 2.9 on word
meaning. and 2.1 on arithmetic.

Goals
How

Reading: To progress through beginning third Reading group

grade level; should be able to read on Language master

own books like A Little Nous: on the Fifth grade tutor

Prairie.
Arithmetic: To add and subtract two-place Total group

numbers Seat work

with renaming:

Time, money: (

46
+75

$1.00,

74
28

55.00, 510.00,
$25.00, $50.00, $100.00)
Fractions: 1/2 34 1/2.

Writing: To write all cursive letters. Total group

Spelling: To spell all words on grade 3 test cor- Special help group

rectly.
Art: To become familiar with pottery techniques. Art teacher

Music: To become familiar with all the instru- Music teacher

ments of an orchestra.
Science: To become familiar with domestic and Experiments

wild animals. Group discussion

Social Activities: To know the rules of group Playground

games. Free time

Rutherford and Edgar, 1979, p. 11.

VI-154
177



Other Resources

Berger, E. R. 1981. Utralmsitrsparaja.. St. Louis: The

C. V. Masby Company.

Ballard, V. and Strong, R. 1964. gina=t2famsofigumai. New York:

McGraw-Rill.

Carberry, R. R. 1975. Patent- teacher conferences. Today's Education.

January-February, pp. 67-69.

Broth, R. L. and Simpson, R. L. 1977. c n nc s

stratem Denver: Love Publishing Company.

Nedler, S. R. and McAfee, O. D. 1979. KeruingykLaxg:isislinal
for early childhood and aleRentary teachers. Belmont, California:

Wadsworth Publishing Company.

Swick, K. J. and Duff, R. E. 1978. t - teacher bond:

responding.. yewcrdinsk. Dubuque, Iowa: Kendall/Runt Publishers.

173
VI -155

A



Section VII

Especially for Support and Service Personnel

Everyone knows who is the most influential public relations person a

school hires: the school secretary. The way the secretary answers the

telephone, meets and greets parents, fields questions, attends to or

ignores people standing at the desk, smiles or glares often creates a

parent's first impression of school. Other support and service

personnelbus drivers, custodians, food service workers, and aidesare also

an im?. part of a total schoolic communication to the home. This fact is

immediately obvious to anyone working in or served by a school. Yet, in a

recent survey of a random sample of service.: personnel in the Appalachian

Region, only 7 percent of those responding had received any training related

to working with parents. Nearly 35 percent of the respondents indicated they

were interested in such training; 42 percent were not; and 23 percent did not

respond to the question. Parent-related topics they were interested in were

public relations (26%), parent-child interaction (24%), discipline (18%), and

nutrition (14%). Most (almost 80%) of these same people reported that they

co...lunicw-e with parents on a regular basis about such topic', as discipline,

lunches, illness, school work, school activities, bus routes, and safety

(Spriggs, 1983). Fifty-eight percent (58%) felt these talks were helpful to

parents because as a result parents were better informed and understood a

situation better. Support and service personnel also thought the talks

improved communication between the home and school. They reported Oat their

interaction., with parents helped them understand the students and their

parents better.



It is clear that support and service personnel influence and are a part

of a school's relationship with the home. Consequently, they should receive

some help in carrying out that aspect of their job.

Guides for Staff Development

Although there are thousands of service and support personnel in schools

throughout the United States, there is very little research to tell us how to

provide staff development on school-home relations and communications, The

recommendations we are making have been inferred from AEL's survey data from

what little information we found in the literature, and extensive discussions

with school administrators and staff developers who work with service

personnel. Sound principles of adult education--including motivation

techniques--are included as appropriate.

Administrators set the expectations. An important method of staff

development for service personnel is establishing high expectations and

modeling appropriate behavior. Administrators should begin this in the hiring

process. During the initial interview, ask questions such as, "In what ways

do you see yourself involved in school-community relations?" and "What could

you do to help school-family communication?" The administrator's expectations

concerning that person's role and behavior as it impacts school-family

communications should be made clear and specific before the person is hired.

The administrator and other certified staff should also model respect,

cordiality, friendliness, and diplomacy so that service personnel are

constantly reminded of appropriate behavior.

That works for new hires, but most support and service personnel

have been in the school system for a long time. Over half the respondents
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to AEL's survey had been employed in that district seven or more years. If

service personnel need reminding or retraining in school-home-community

relations, what should the school do?

Determine specific needs and conduct staff development activities to

meet those needs. Use the needs assessment planning process outlined in

Section III or in other resources to develop a program that teaches people

what they need to know. Remember that for our purposes a "need" is defined as

a mismatch between "what is" and "what is preferred" (Shively, 1982; Lentz,

1983). In the case of support and service personnel, "what is preferred" in

terms of their role in school-family relations is usually unspecified. Their

training is usually job-related (Spriggs, 1983). Moreover, schools and school

administrators may be less than clear on "what is preferred." Some hard

thinking and setting of priorities may be in order. In other words, the first

step in staff development may not be with service personnel at all, but with

parents, administrators, policy and advisory boards, and '-ommunity peopl,_ to

obtain consensus on "what is preferred." This could be done at the same time

priorities are set for certified school personnel. AEL has guides for the way

schools can conduct needs assessments to establish those priorities and

determine the discrepancies between what is and what should be. See Appendix

D for a summary of the process and how to obtain complete information.

To get "what is" and "what is preferred" information from support and

service personnel, as well as considerable insight into sources of problems

and barriers, you may want to use a variety of measures, such as a small group

discussion or "on the job" observation, rather than written surveys. One

_trainer experienced in teaching human relations skills to the drivers said she

got much of her information from a regular ten-minute "open discussion" at the
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beginning of each staff development period. She could determine recurrent

themes, nonproductive attitudes, and counterproductive rules laid down by the

central office. Training cannot overcome behavior mandated by a supervisor!

Once needs have been identified, the rest of the planning process can

proceed. Good staff development is effective with all people, so use the

principles in Section III to guide planning and implementation.

Only a few itenerpl topics apply to 411 school personnel. The broad

topics that apply to all school personnel--professional, paraprofessional,

support and service--are:

A. Human Relations and School Climate

B. Working as a Team

C. Maintaining Confidentiality and School Ethics

D. Appropriateness of the Topics Discussed with Parents

A. Human Rel#40ns:

Some training in human relations could be done with the entire staff,

especially to share schoolwide expectations of employees. For example, the

Ten Commandments of Human Relations could be distributed, discussed, and

posted where all staff can see them. People can help each other keep the

commandments.

Ten Commandments of Rnman Relations

1. Speak to people.
cheerful word of

2. Smile at people.
only 14 to smile.

There is nothing as nice as a
greeting.

It takes 72 muscles to frown,

3. Call s)eople by name. The sweetest music to anyone's
ears is the sound of his or her own name.
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4. Be friendly and helpful.

5. Be cordial. Speak and act.as if everything you do
were a genu.ne pleasure.

6. Be genuinely interested in people. You can like
everyone if you try.

7. Be generous with praise--cautious with criticism.

S. Be considerate with the feelings of others. It will

be appreciated.

9. Be thoughtful of the opinion of others. There

are three sides to a controversyyours, the other
fellow's, :nd the right one.

10. Be alert.to give service. What counts most in
life is what we do for others.

Much of the "affective" and human relations training that schools do can

be adapted for all school personnel.

B. Build Team Spirit:

The entire utaff, led by the administrator, can build and maintain a team

spirit to support each other. Support and service personnel need to know they

are a part of the total school programincluding school-family relations--and

that they are valued, appreciated, and depended on. Some of this can be done

indirectly. Include them in parties and birthday celebrations; acknowledge

their contributions in school newsletters; include them by name in the school

handbook; and recognize specific praiseworthy behavior both orally and in

writing.

Often parents and children do not know the names of specialists, support,

and service personnel. Include them in the school handbook to help everyone.

An example of the way one school did this is on the next page. The half page

goes opposite the listing of teaching and administrative staff.



Clerical Staff

Miss Shirley Martin
Mrs. Sunni* Johnston

Custodial $94/1

Kr. Alfred Locks

Custodial...SAW

Mx. Michael Matzke

v
Mrs. Bonnie CgTetley

Wednesday 6 Friday

*Part-time staff

Lunchroom Stall

Mrs. Mellen Sauley

Lunchroom Staff

Mrs. Lennie Cody
Mr. Lou Jesso

*;ocial Worker

Mrs. Marlene Gibson
Tuesday 4 Friday

Mrs. Wands 1141C1

Mr. Tom Fields
Mrs. Jessie Kelly
Mr. Bob Smith
Mrs. Dolores Tafo
Mrs. Barbara Wiech
Ms. Jo Radell
Miss Vera Barnes

*la.usit

Miss Annette Bach
Monday P.M.

We_encoormte you to visit your child's class or the school 'an(
9bserve at an, time. If you want a conference with your child's teacher,
call the office to make an appointment. The number is 434-2122 or
434 -2123.

Introduce all staff at open houses or "Back-to-School" night, and

acknowledge their specIsl contributions. One school secretary, asked b,

a couple of strangers bow to find a specific room in a rather confusing

building, simply took them. Along the way, she pointed out the interesting

and educationally sound activities that were going .-;=. The strangers

turned out to be local television reporters scouting a good story. They

got it! Lets hope the secretary also got a letter of commendationor at

least r note of appreciation in her box.

Parent-teacher organizations, student councils, and other groups can also

show appreciation of service personnel to help create a cohesive group
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working toward the same goils--which include good home-school relations as

an integral part of school operations.

One large school district recently named a new school building after a

custodian who had been with the system 46 years--starting in high school as a

"sweeper," and advancing to asupervisor's position in Personnel Services. In

accepting the honor, the custodian said, "I'm happy that I was picked to

represent all those backup people within the school system--the clerks, the

secretaries, the cooks, the bus drivers, the custodians, the people who help

the schools run. These are the people who register the kids, feed the kids,

fix up the building when sometl,ing breaks down. In the past they've

recognized teachers, principals, and school board presidents. I'm glad that

finally they're recognizing the rest of us, too" (Bingham, 1984, p. A-2). No

one could have better expressed the importance of gi the team.

Special training in school-home communications is another way to

recognize the importance of all school personnel in maintaining productive

relations with families. Administrators and teachers should keep service

peisonnel informed of all notices, special events, or changes that might

affect them. If some parents are coming for lunch, let the lunchroom staff

know! If a parent organization has special needs for night meetings, let the

custodian know. These communications positively influence the way staff

communicate with parents. Administrators should attend at least some of the

inservice training for each group. The presence of a person in an

administrative position at a staff development meeting for service personnel

gives that meetilt, the status and credibility it can get in no other way.

C. gatillIfilgaiikaltlitl-AaA10001 Ethics:

"Don't tell tales out of school" applies to ljt people working in the

school setting. AEL's research shows that service and support personnel talk
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regularly with parents. Some of this conversation may be informal and in

settings outside of the school, such as occurs in small towns or rural

communities where everybody knows everybody, creating the "support network"

characteristic of -uch communities. But whether in or out of the school

setting, everyone working in a school needs to know that they have privileged

information. They need to know that information about certain incidents and

situations ds:pgtaismsekjanhscobudi. Anyone working in a school

learns much about children, families, and the other staff. Frequently what

they know is only part of the total picture, and a lot of damage can be done

by idle gossip or discussion. All school people need to be reminded of

professional ethics.

Hypothetical examples specific to the various positions people hold will

help make abstract concepts such as "confidentiality," "privileged

information," "discretion," and "privacy" real and applicable to the everyday

ecisions they make.

D. Appropriateness of Topics tp Discuss With Parents:

Support and service personnel reported that they talked with parents

about school work, discipline, and school activities, as well as topics

specifically related to their service area, such as lunches and bus safety.

It may be that service personnel need training in what is appropriate to

discuss, and what they do if a parent brings up homework, grades, discipline

problems, and other concerns specific to individual children and families.

Service personnel may need coaching in how to diplomatically

refer a parent to the teacher or principal, as well as knowing when to do

so. They should know bow a parent can contact the school, and know what

topics are "off-limits" to discuss. Make examples specific to tl

situation the person is likely to be caught in. For example, what is an
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aide to say if a parent asks "Row is Shawn really doing?" What is the

custodian to say if an old friend asks, "What really happened in that fight

out on the playground? My kid says one thing and the principal says something

else?"

Training Specific to Specialized Areas

Most staff development for support and service personnel should be

specific to their particular areas. Local administrators can do much to set

expectations` by meeting separately with each group at the beginning of each

year. While this technique can be likened to "preventive" staff development,

it may be more effective than "picking up the pieces."

We have not prepared examples of inservice training sessions as we

did for teachers and principals. Rather, we are making recommendations and

suggestions to guide the development of training sessions to meet locally

identified needs and situations.

Know thg cvmmunitv And job skyation of the peoPle von are working with.

The driver of a small van that bounces along a gravel road to deliver ten

children to farms spread out over 15 or 20 miles has a different relationship

to the school and families than the employee of a company that has a contract

with the school to transport 60 children per bus through heavy city traffic.

Their training needs may be quite different. In many communities, bus drivers

have more contact and communication with parents than any other school person.

In some schools, lunch money and lunch tickets are handled by the

teachers; in others, by the lunch manager in the school. If food service

personnel are dealing directly with parents and children on free or reduced-

payment lunches, forgotten or lost lunch money or tickets, they'll need many

skills in diplomacy and judgment. If a school is beginning a program of
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inviting parents to lunch or breakfast on a given day, food service personnel

may need help in planning how to handle these extra people so that everyone

remains gracious and welcoming.

Much training should be situationspecific. Highly educated teachers

have difficulty transferring general information to their classroom situation

(Bruce & Showers, 1983). Planners of staff development for service personnel

must make general principles as specific, concrete, and directly applicable to

a person's job situation as possible.

One way to help do this is to take over another's duties or work along

with the other staff people for a day. Some highlevel executives and elected

officials make it a regular practice to anonymously take the position of their

employees or constituents for a day. Since most staff development planners

have come up through the ranks of teachers, they might gain valuable insights

by stepping into another job to find out what it is reskly like.

Use a wide varj-etv oi< traising tecbniaues. Because of the small number

of custodians, secretaries, bus drivers, and other support staff in any one

building or area, training may need to be somewhat different from that of

certified personnel. Some staff development can be individualized. For

example, one effective administrator watches for local offerings on telephone

skills and public relations for secretaries, such as those sponsored by local

businesses or management seminars. Another individualized technique is to

arrange for a staff member to visit and work with a colleague in another

school who can model and demonstrate the desired human relations attitudes and

skills. Support and service staff like to get out of the building to see what

other people in similar positions are doing. This provides valuable learning

opportunities, in the same way that teachers learn from a visitation day or

conference.
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Keep concepts and goals simple and specific. "Always smile and say

'hello' to people coming into the building" may have more impact than long

discussions about human relations.

Coach the night custodians (and others) to ask "May I help you?" "Refer

parents to the teacher or principal when they ask about school discipline or

grades" is a simple policy which is clear.

Teach service personnel how to talk with and guide children

constructively. Bus drivers, for example, often have charge of as many

children as a classroom teacher. Drivers need to be able to talk and

discipline children in a way that is effective but not harsh. A communication

to the children is one to the home, also.

Remember that support and service Personnel in some, communities may' be

closer to parents mad homes Oen teachers and administraml. If there are

cultural, ethnic, or language differences, support and service personnel may

help narrow those differences. They may know what parents and the community

are thinking and feeling long before teachers and a inistrators do. Solicit

their insights and perceptions. Sometimes they are short on training but long

on wisdom. Staff development can supply training to complement the wisdom.
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Section VIII

Especially for Families

Most home-school communications are about an individual child's progress

in school or general information about policies, dates, people, and other

school matters. But families need and are interested in other kinds of

information, education, and involvement as well.

If there is anything that we have learned about school-home relations, it

is that there are many ways for schools and homes to cooperate, and -hat no

one way is "superior." They accomplish different purposes. Almost always

schools, families, and children benefit.

All aspects of family functioning influence children's performance in

school. Death, drugs, abuse, unemployment, poverty, and hunger can cripple

even the best teachers' and schools' efforts. Other more subtle factors- also

influence family effectiveness: Is the household at least moderately

well-organized? Do parents know how to provide for their child's development

and safety? Talk and play with the child? Get the TV off so older children

can study and 1ger ones get to bed? Know how to use available community

resources, including the school, to strengthen and enrich family life and

their child's education and development?

Some families -- frequently thosc whose children do well in school- -seem to

do these things "naturally." But many others do not. Some families have

special needshandicapped children or a traumatic change in family structure

following death, divorce, or remarriage. Families caught in a cycle of Ir.w

educational achievement and poverty also have special needs in relation to the

school (Gotta, 1984).



In this section are ideas and resources appropriate for schools to use to

help families function more effectively. Some are related directly.to

children's performance in school, such as suggestions for "tote bags" to help

yoengsters organize their school work and personal belongings. Others are

indirect, such as making available brochures, booklets, and sources of

information on all aspects of family life in a "Family Information Center" or

"Parent Restatrce Room." We give samples, sources, and savestions for use.

As a continuation of our approach throughout this Resource Notebook, we

urge you to continue to revise as new material becomes available, sources

become obsolete, and as 'Local strengths and needs indicate.

We are not suggesting that schools become all things to the family.

Rather, we are suggesting that in their communications with families, schools

can do much ta strengthen them. A narrow focus on the family only in relation

to Shawn's arithmetic and Keri's spelling denies reality.

Many of the activities we suggest can be organized and implemented by a

volunteer committee of parents and school staff. Such a process has been

carried out and documented by the Special Needs Families Project at AEL (Snow,

1984), Details of the process and the results are available on request. The

Special Needs Families Project has also compiled much information on Parent

Resource Centers, some of which is included here. More is available from A1L.

Some of these activities can be implemented by an active parent-teacher

organization or parent-advisory council. An energetic media specialist, media

aide, home economics or 4-R group could organize and maintain a parent

resource center.

team even more.

are' appropriate

Families."

As far as that goes, an individual teacher can do much; a

Some of the ideas would matte good parent workshops; others

to include in school newaletters. All are "Especially for

,-



Newsletters and Newsb4efs

Newsletters are one of the most effective and widely used forms of

communicatic- from school to home (Gotta, 1984). Usually, newsletters and

newsbriefs .entrate on school-related news, notices, and general

information. vwever, many schools include features that speak directly to

parents and families and suggest how families might help with homework, draw

attention to special television shows or community events coming up (make sure

the newsletters will arrive before the date passes!), or highlight community

resources such as a museum, computer fair, sports events, music festival, or

children's theater. Put such information in a feature or column "Especially

fo Families," have it in a consistent place every time, and you'll have

readers. Make the items specific to the age group you are concerned with.

Story hour at the library or bookmobile might be of interest to a few parents

of middle school children, but very few! Speak to the needs and interests of

the families you are dealing with. Include such items as:

Timely reprints from newspapers, magazines, brochures, or

other information. Be sure to ask permission and give credit!

The PTA magazine frequently carries short articles directed to

parents. We have included examples of suitable short features

which you may reprint. There are more everywhere, as
education, parents, and children receive much national. and

local news coverage. Consider asking one of your own staff

to write the feature. It will have special meaning.

Local events, festivals, fairs, and other activities

appropriate for families to attend may spark someof the home

"field trips" that both strengthen the family and help

children in school.

Consider including selected information about community

resources that families might turn to if they need special

help, such as immunization clinics, health screenings, drug

atd alcohol support groups, parent education classes and

workshops, adult brsic education, personal and family time

management and organization, budgeting and food preparation,

stress management, or family health and exercise programs.
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Formal and informal needs assessments- -and a good knowledge of and

sensitivity to the families in your community- -often show topics or areas of

concern that schools cannot address. If other community agencies do offer

such services, schools can help those organizations reach the people who would

benefit. Everyone wins! Check board policy on what can be included.

Otferings by non profit organizations should be appropriate.

Of course, many large districts offer extensive adult education classes

that strengthen individual and family ability to manage their lives. Sometimes

the complete listing is in a districtwide community newsletter and can be

overwhelming. Pick out some of special interest to the families you work with

and highlight them in a building newsletter or classroom newsbrief. Be sure

to include information on cost and where and how they get signed up. Don't

assume that "everyone" knows.

Examples of shor rrticles and features "Especially for Families". AEL

has obtained releases for you to reproduce any of these articles and has put

them on a separate page to make that reproduction easy. We do ask that you

include the credits as a courtesy. Some are directly related to schoolfamily

concerns; others are indirect. Pick and choose the ones that meet the needs

and interests of the families in your community. If you don't have a

newsletter, post them on a bulletin board, reproduce them as flyers for the

parent resource center, or on the back of the school or class calendar.

I
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Bow to Work W44th a School

by Oralie McAfee
Professor of Education

Metropolitan State College
Denver, Colorado

For most children, the end of summer signifies .4 ned school and new

teacher, whether it's nursery school, a child-care center, elementary,

middle or high school. The wise parent get to know that school and

that Oild's teachers, so school and home can work together.

"But him?" you ask. You're busy, the teachers are busy, and you

aren't sure that seta' ls really want parents around, anyway.

Not so. Most schools seek closer cooperation with homes, especially

in this time of tight budgets and increased expectations. School

administrators, teachers and secretaries suggest the following "pointers

for parents" who want better communication:

Get acquainted with people in the school early in the

year. Don't wait for a problem to arise.

If possible, visit the school. That will help you know

more about the way the school is organized, the way the

rooms are arranged and the children grouped.

It helps to know where your child will be and the kind

of organization he or she will be in.

If you can't visit, use the telephone to introduce

yourself to the secretary, teacher and principal. Most

schools have certain hours when teachers can be reached

by telephone. Post the school's number in a handy place

so you don't have to look it up every time.

Find out whether teachers and administrators want you
to make an appointment or just drop by. If you make an

appointment, but sure to keep it.

Have a friendly tone in your voice, a sincere smile and

something positive to say, even if it is followed by

something not so positive. If you are confident and
supportive, other people are likely to react the same

way.

Remember that teachers, principals, and other school

people are human. Treat them as individuals, not as

stereotypes. For example, learn and use their names.

Support the school's effort to keep parents informed and

involved. Read and keep in a convenient place information

from the school, such as the school calendar, handbook
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and notices. If a response Is asked for, respond. Go

to parent-teacher conferences, open houses and meetings.

Many schools recognize that parents work away from home

during the day and schedule conferences and meetings

at times today's parents can attend. If your school

doesn't, request it.

Try to take care of a problem of concern closest to its

source. Talk to the teacher first, then the principal.

If you are not satisfied with these responses, find out

who you should see or what you should do next. Most

districts have procedures for you to follow.

Call or go to school looking for solutions, not someone
to blame. If you are really upset at your child, the

teacher or the school, take time to cool down before

doing or saying anything. Think and talk about problems

and solutions, not personalities. Try to see the whole

picture before placing blame or responsibility on

anyone.

Be sure to keep the school up to date on your telephone

number, work or address changes and how to reach you in

an emergency.

If something happens at home that might influence the

way your child acts at school, let the teacher know.

Maybe someone is in the hospital or has lost a job or

there is a divorce. Children worry about those things,

and teachers will be more understanding if they know.

Get to know your older children's schools, too. Parents

often show a lot of interest in what their first-grader

does, but leave their adolescent's schooling strictly up

to them. Teen-agers might not want Mom or Dad visiting

class, but you and they nee4, to work closely with the

school on college and career requirements and on their

academic progress.

Get to know other parents in the school. Working

together, you can help strengthen and preserve the many

excellent things schools are doing and let teachers,

principals and school boards know that you appreciate

and value that excellence.



How to talk to a teacher
by George S. Morrison,
Professor of Education,
Florida international University

Mrs. Gilbert has just come home after
a busy day at work. As she sits down to
relax for a minute before preparing
dinner, the phone rings.

"Hello, Mrs. Gilbert? This is Mary
Logan. Tommie's teacher. I'd like to
discuss a few things with you. Have a
minute?"

Panic! "Oh, no, what has he done
now? What am i going to say?" thinks
Mrs. Gilbert.

Meanwhile, across town, Juan Garcia
has sat down to dinner. He asks his
children, "How did things go at school
today?" His inquiry is greeted with
mumoied assurances of "OK..."

His youngest daughter. Ana, cud-
denly says, "Oh, Papa, I forgot to tell
you. I have a note from my teacher, she
wants to have a conference with you or
Mommie." Mr. Garcia gets a knot in his
stomach. "A conference? What for?
What about?" Ana shrugs her shoulders
and replies, "I don't know."

These scenes of uncertainty about
parent-teacher communication are not
uncommon. Parents are faced with the
need to talk to their children's teachers
but don't know wrist to say or how to
say it.

This insecurity cuts across cultures
and socioeconomic lines but Is prob.
aoly most common in parents who
have little contact with schools or feel
alienated from them.

Parents who have been rebuffed or
treated unfairly in previous attempts in
talking with teachers are not likely to
greet enthusiastically an invitation to
corn* to school for a conference. But
even parents without such experiences
may feel tension.

The following guidelines are designed
to help relieve anxiety and improve
communication with teachers.

a Develop interest and Involvement
in your child's school, programs, activ-
ities. and curriculum.

Responsibility for being interested
in the school, classroom activities. and
program of studies comes with being a
parent. When children know their
parents are interested, they are mots-
voted to do their best. Also, when
parents are interested in their children's
classes, they have something to talk
about with their children and their
children's teachers. Finally, teachers
are attentive and responsive to parents
who show an interest in their children.

3 Don't think you are wasting a
teacher's time. instead, act as though
you expect teachers to give you the
time needed to answer questions and
to develop a program so your children
can succeed.

Sometimes parents are afraid they
are "bothering" the teacher when they
ask for help. But many leachers wel-
come the chance to talk about how to
Improve the teaching-teeming process
and parent-teacher relationships.

s Initiate communication with
teachers and school administrators.
The beginning of this article described
parents who waited for teachers to get
in touch with them. Many parents
assume that if they don't hear from the
teacher, everytiiing is all right, but this
may not be the case. Parents should
take the initiative and talk with teachers
before It is necessary for teachers to
talk to them.

Some teachers may Inver contact
the emote. Or when they do, It may be
too late ro help the child. A problem
can be handled best In its early stages.
Unfortunately, parents are usually con-
tacted when a behavior problem has
become serious or the lack of achieve-
ment Is feuding to grade failure.

Parents should contact teachers a
few weeks after school has started and
immediately after every grading period.

Make an appointment to visit the
teacher rather than just showing up at
',aloof. If you have difficulty getting a
conference with a teacher, don't
hesitate to get help from the school
administration. A principal can work
wonders in clearing up obstacles that
may be preventing a parent from get-
ting to se. a teacher.

Communicate with teachers on a
regular basis and in a variety of ways.

You can t rits notes or make a p'
con .S.o..-se parents invite the tame zt
their tomes for dinner or des
Whys include teachers in a family or
neigt oorhood barbecue.

Out-of-school encounters benefit
teachers as well as parents. They
enable teachers to talk with parents
tees formally. Sharing information
enables them to understand children in
the total family situation, not just as
students in school.

Don't be concerned about whether
other parents are doing the same
things to communicate with teachers.

3 Develop a plan before talking with
teachers. Develop a plan so you don't
forget Important points and ideas.
Make a list that includes questions
relating to what Is being studied,
homework, classroom interests,
achievement, and other topics about
your child's progress.

When you want to discuss your chil-
dren's work and achievement, take
sample papers along. You can include
activities and work done at home as
well as at school. Work samples give
parents and teachers a basis for talking
about a child's abilities and can help
resolve misconceptions that may exist
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as to what can and should be learned.
Make contacts with school and

teacher a positive experience.
Start with a positive attitude. Don't

go to school expecting trouble or a
confrontation. Rather, "zoom to help
and be helped. Negative attitudes have
a way of clouding issues and interfering
with the cooperative process of parent
and teacher working together for the
common good of children.

a When your child has a problem.
get help from teachers, administrators,
and specialists.

Sometimes teacher1 make parents
feel as though the solution to a child's
learning or behavior problem is solely
the parent's problem. Teachers may
say the child's achievement or behav-
ior problems are caused by too much
TY, a poor attitude toward school,
child-rearing patterns, diet, etc. These
factors may or may not contribute to
the problem. Parents should "'mourns
teachers to focus on helping them and
their children by asking such questions
as, "How do you suggest we begin?'
"What are you going to do about it?'

Teachers should assume a major
role In helping develop a program that
will had to enhanced learning and
behavior. Ask teachers to refer you to
other school and community agencies
and services for help in developing
solutions If a problem is beyond their
ability to help. Many community agen-
cies can provide specialized services
free or at a nominal fee.

3 Treat teachers as consultants.
Teachers have knowledge and ideas
that can help you and your children.
They are trained In education methods.
learning theories, behavior manage-
ment, and child development. They
don't have all the answers to your chil-
dren's problems, but their background
and experiences make them experts In
many areas. Questions such as, "Do
you feel this behavior is abnormal for
this grid, and age level?" and "How
do you suggest I handle this?' enable
you to take advantage of the teacher's
knowledge.

if you anticipate a potential problem,
ask for suggestions about how to han-
dle It. For example, the death of a
grandparent, parent, or sibling may be
close at hand. Asking the teacher fur
advice about how to handle this situa-
tion also alerts the teacher to a peter).
tie' problem.

a Follow up on all communications
and visits. Parents need to follow
through on contacts they have with
teachers and to follow up afterwards.
Teachers get discouraged when they
make efforts to help parents and never
hoar anything about the results.

Following these guidelines will in-
crease your chances of successful
tascher-parent interactions. Children
will benefit as a result, and ttiat is the
real purpose of education.

Dr. Morrison is professor of education
and director of the Center for Family
and Parent Studies, Florida inter.
national University.

pta today, October 1982
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HELPING YOUR CHILD WITH STUDY SKILLS*

Do not ask questions that call for yes/no answers, especially if
asked accusingly. Instead, pose questions requiring explanations
that not only keep you posted but also help your student say how
he or she will complete an assignment. For instance, don't ask,

"Didn't you have a chapter to read in Social Studies?" Instead,

ask, "Row do you plan to read and study that chapter in Socici
Studies?"

Know your son's or daughter's schedule of classes. Then you

will be better able to ask specific questions on content,
assignments and study techn iques.

Help provide a regular, well-equipped place for study that is
free of interruptions. Some types of music do help

concentration. Chores, phone calls, and drop-in visitors should
not occur during study time.

Learn about and help your son or daughter practice good time
management. It is not the amount of time but the quality of
tine used that produces effective results. Students achieve

quality use of time by understanding assignments, having a plan
to co icy fete them efficiently by blocking time' periods for

studying and completing specific assignments, and by doing
important things first.

Discuss specific study techniques your child uses in reading
assignments and completing homework. Some skills, such as
scanning for key words, apply to many subject areas, but
plotting information in word problems in math may be a single

subject area skill. Find out what the teacher is suggesting and

use those approaches.

Rave your student demonstrate the way he or she takes notes in

different subject areas, how he prepares for various 'kinds of

tests, and how she plans her time and uses different skills in

long-term assignments. You may be able to sake some suggestions

for improvement.

Once your son or daughter has identified a study problem, work

with your student in arriving at a solution. Some schools have

study skills booklets, or there are commercial study skills

books you may wish to explore. Ask your school.

Good study skills should become habits. They take time to learn

and master, as do learning to swim or to type. After your child

has mastered the skills, he/she can apply them naturally to save

time and to be more successful. Be sure to praise your son or

daughter when they use good study habits.

*Adapted slid used courtesy of Dr. Charles McLain, Jefferson County

Schools, Colorado.
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TWENTY Tips FOR TAMIN0,--AND TEACHING WITH TV

compiled by Oralie McAfee

Ten Tips f_cq Taming

1. Put TV in an out-of-the-way place.

2. Have interesting things to do that are more attractive than the

television show.

3. Be a good model. Limit your own TV watching.

4. Discuss shows and commercials with your eh tdren.

5. Agree with your children on the amount of Lae they will watch per day,

then let them choose from selected shows the ones they want to watch.

6. Explain to them why you don't want them to watch too much, or why you

don't want them to watch certain shows.

7. Be firm in sticking by your decisions, but don't argue.

8. Don't use "all right, just for that you can't watch TV" as punishment.

9. Select specific good shows to watch. Turn on TV to watch them, then

turn it off. Don't leave it on as background.

10. Praise children when they are involved in activities other than

watching television.

Tep Tins for Teaching

1. Select programs carefully.

2. Watch and talk about them with your child and the whole family.

3. Watch and support your local educational television station.

4. Prepare for and follow-up interesting programs with related books,

articles, and activities.

5. Talk About and help children separate make-believe and real life.

6. Talk about different ways TV characters could solve their problems.

7. Use TV to help children learn letters, numbers, and words.

8. Compare the newspaper report of a specific news event with the

television report.

9. Compare the news stories with real life.

10. Relate television shows to what the children are studyinggeography,

history, social studies, science, literature and so on.
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Building and Maintaining atildren's Physical Fitness

by Francis Wardle

The slim, athletic looking woman holds a drink to her lips and
advertises a diet cola. A healthy young sportsman pushes an exercise

program. We are encouraged to run in a marathon, join a health club, and
ride a bike. Exercise books are top sellers. This country is physical

fitness crazy.

Or is it?

When it comes to
children are in poorer
and children living in
Ironically, as we have
adults, our children's

our children, experts say *Ro." Research shows our
physical health than children from pest generations,
other countries. And these experts are worried.
increased our concern for physical fitness for
physical welfare has declined. Why?

Reasons seem to include lots of television watching, reduction of
physical education programs in schools and day care centers because of the
stress on providing basic subjects, working parents who come home too
exhausted to provide physical activities for their children, and the
current adult craze for physical fitness. Yes, we /Americans take trends so
seriously that many adults who are actively involved in keeping their bodies
in shape have less tine to spend with their children.

There are steps parents can take to assure their childrens' physical
health:

Recognize that proper physical development is as important
as proper intellectual, emotional, and social development.

When you exercise, include the kids. Jog with them,
cycle with them, walk with them, hike and swim with them.
Choose a health club that encourages participation of
children and provides for physical activities for
children of all ages.

Demand that programs your children attend--day care, school,
after school care, etc.--provide regular quality physical
education experiences for all children.

Take children to playgrounds on a regular basis, or build
one in your backyard.

Make physical *cavity a regular family experience. Bike,

cycle, swim, canoe, dance, and climb. At the same time,

limit the time your children watch TV. This is only
effective if the children have alternative actzvities to
pursue. .
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Kicking a ball in the backyard, playing tag, putting up a
volleyball net, and throwing a ball back and forth are close
family activities that parents can do with their children,
especial* during Colorado's cool summer evenings.

Use community resources. Community center? offer gymnastics,
dance classes, and sports activities for 411 ages. There are
soccer teams, little league, etc. Pallet and folk dancing
offered by community centers and schools provides a good form
of disciplined exercise. Not, only is this excellent exercise,
but children gain a sense of self-confidence by performing.

Analyse your weekly schedule. Is there any place where you
could walk with your children, rather than ride--to the baby-
sitter, store, church, playground? Maybe you could walk
twice a week. Also, when time permits, park a little farther
away from the store, movie theater, or school.

Children learn a great deal of enjoyment from physical activities.
They also learn skills that will help them in other areas. Dance teaches a

love of music and sense of rhythm and sequence. When climbing, children

learn rbout nature, weather, and challenge. Sports teach rules about group

activities. But the most important thing is the children are developing

physical ability and potential.

In our family we avoid competitive activities and activities
inappropriate to our children.' physical development. Select free and
inexpensive activities the entire family can enjoy together.

Habits children develop early in life will continue into adulthood.
Walking, jogging, cycling, strolling through the dusk for a relaxing
evening, and hiking the mountains as a family will have a lasting impact on
children and transfer to their adult lives.

Parents must provide the model for these experiencesand they must be

started when the child is young. Don't suddenly expect your 15-yesr-old to

want to go climbing, or walk to the movie theater, but many are responsive to

the same physical fitness approaches that appeal to adults.
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The Backyard Can le *Back to Wore"

By Sheri S. Williams

You don't have to be a veteran backpacker to enjoy nature with our
child. Few of ui need to know which wild plants are edible or how to read
a topographic esp. All you need is a curious mind and your inquisitive
child.

A good place to begin your explorations is in your owe backyard.
Here is a place where your child can observe nature in its routine. When
your child asks, "How do birds fly?" don't let that teachable moment pass.

Point out the bird's streamlined form to your child. Then compare
your child's form to that of the bird's. When your child brings you a
snake from the creek, place it in the red wagon while you explAin the
difference between a poisonous rattler and a harmless garter snake. There
are few better moments to provide this kind of instruct ion.

You can increase your. child's understanding of nature with simple
discoveries such as these:

Find out why a fish doesn't sink in the stream.
Watch spiders spin a web and catch their prey.
Discover where lightning most often strikes.
Study animal droppings and footprints for clues to
wildlife in the area. 0

Your child won't mind if you're not an accomplished student of
nature. Even members of the Audubon Society have an occasional lapse isi
recall. Don't hesitate to carry along a pocket reference to help identify
the birds, flowers, and animal tracks found along the nature trail.

If you plan to go to the woods, national or state parks, o. a nearby
stream to advance your nature study, brief your child with some safety
tips. Purchase a kid's survival kit.

When your nature trip begins, encourage your children to ask questions
About what they see. Whether you take an introductory walk through the
park or an extended bike through the woods, look for signs of life. Note

which grasses are shorter. Look for clearings where wildlife is evident.
Mark the path where you travel by pointing out landmarks such as the
prominent hill along the trail.

For more extensive nature studies, check out a complete reference
guide hoe your branch library. One useful reference is "Zeploring .

Nature With Your Child." in this. 440-page book, author Dorothy Edwards
Sbuttleswortb combines her experience with her own children with her work
as editor of the Junior National History Magazine. The National Wildlife
Federation, State Divisions of Oildlife, National Geographic Magazine all
have many resources for children, as do Scouts, Campfire Girls, and 4-H.
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Remember to take your camera. Seei nature through a youngster's

eyes can increase the discoveries that can :be made.

Guides and reference books can help make' your introduction to nature

more enjoyable. With simple explorations beginning in your own back pird,

nature study will become an adventure worth taking for you and your child.

A
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Help Your Child Get Organised for Success in School

By Bonnie McCullough

Help your child get organized for school.

It is a good stepping stone for responsibility, it will help the child
to be a better student, and it will improve his self-concept by handling
homework and little details Like school notices and permission slips.

Help your children keep track of their things by putting their names
on everything from notebooks to mittens. Markers work on many surfaces,
and gummed address labels are convenient for others. Order fabric name
labels from local fabric shops and stitch them in coats, hats and gloves.
It takes such a little time but the returns .on lost, stolen, and misplaced
items are terrific.

Start the "bag habit." Have the child take a backpack or tote bag to

school. The children put notes to parents, finished work, permission slips,
and library books in their bags to be taken home at the end of the A4y. At
home, the bags became the "gathering point" for things to be returned to

school.

The amazement comes as those children advance through their elementary
years and maintain the habit. Success at school depends on how you
organize and keep track of papers and things as well es on bow much you

knew. Most children take school seriously and want to succeed at it. A
simple vehicle such as the bag helps the children get organized and
increases confidence in their ability to handle the school experience.
Luckily, backpacks and tote bags are in. Help your child get started off

on a good foot and begin reinforcing this pattern early in the year. You
will need to establish an acceptable place for the bag to be kept at home.

Keep a family calendar on which you correlate activities and
commitments. Encourage your child to, transfer his or her school business

onto the calendar: minimal days, photos, parties, field trips, practices,

rehearsals and meetings. Children can begin this time management skill
early and reap the rewards their whole lives.

One family made the children responsible for getting up and off to
school from the beginning v;thout parental prodding. The family tradition

was to purchase an alarm clock for each child when he started school. If

the child had difficulty getting up, the. alarm clock was the bad guy, not

the parent. These children were learning personal responsibility.

Children do not have enough intrinsic aotivatio to do ham cork on

their own. Parents should not take over or do the ac al work for the

child, but there are three basics: time, placepand su port.

Create an environment where learning is =ovation:it. Provide a table

or desk, good lighting, and proper suplies (paper, pen, pencil, dictionary,

atlas, etc.)
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P.
As a parent, be available to discuss or support. Do not take over.

'Instead of telling the child what to do, help him or her see what to do. Try

the questioning techn;que: "What homework do you have tonight?" "When do you

plan on doing it?" "Will you be needing any assistance?" Don't ride your

kids- -there is a difference between hassling and encouraging.

Designate a time for homework. It is so hard to "find" time and much

easier to nave work periods set aside. Daily short sessions are better

than one long cramming session. Keep them 30 minutes or less until the .

child's interest and aptitude increase. Since Friday is the day most

reports are due and quizzes take place, it may be necessary to schedule

some of your adult time to practice spelling words or proof reports on

Thursday evening. For sure, don't rent a movie or turn on TV and expect

the kids to do homework while you are watching.

Lock over your child's papers when they are sent home, be interested

in what the child is studying and how the papers are marked.

Encourage your children to succeed at school without doing their work

for them and you'll be initiating patterns of life-long success.

Reprinted courtesy of Bonnie McCullough and the Denver Post. Additional

material on homc and family life by Bonnie McCullough includes:

Bonnie's Household Organizer
Bonnie's Budget Book% 1983
401 Ways to Get Your Kids to
76 Ways to Get Organized for

, 1983

Work at Home, 1982 (with Susan Manson)

Christmas, 1982

All are available from St. Martin's Press, New York, New York.
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Totes. Pack!. aud 9ther Organisers

"Not too many years ago, a sturdy school bag with a handle; pockets for

pencils, crayons, a ruler; and compartments for papers and books was an

essential part of growing up and going to school. The school bag, carried

from home to school and back by the child, licked the twq, institutions that

were concerned with his or her growth and learning" (Nedler & McAfee 11979).

Old fashioned school bags are not in style and have absolutely no statis,.but

tote bags, day packs, bicycle packs, and small back packs definitely are "in."

Schools and families can take advantage of that trend to:

establish a regular communication system between hove and

school;

emphasize that neither home nor school can work alone;

unobtrusively get reading material, paper, pencils, and other
essential study tools into homes that lack them; and

help the youngster and the home get organized for home study

and for getting essential materials back and forth in an
organized way. Anyone who has ever been outside a school
building on a windy day or has peeked inside a school bus on
=day has seen the futility of sending home loose papers.
Older children have sports gear and personal items, as well as
books and papers to keep organized.

In some communities and schools, suggesting that each child have a tote

bag or pack clearly labeled with his or her name may be all that is needed.

Send home a copy of the article, "Help Your Child Get Organized for Success in

taho-o-4"-on-the-previous page to tell parents how to use the bag ox pack and

give other tips for organizing as well. You may reproduce the article.

In some schools, a more organized effort may be needed, as parents may

not have money or motivation to act on a suggestion. If your school is

increasing homework expectations, sending more books, messages, and samples

of children's homework, or trying to encourage parents to communicate with the

school, consider the following ways to encourage a home-school bag for every

child.
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Encourage the student council, parent-teacher organization, or
another school group to consider this as a project. Sturdy

tote bags are not expensive, and they can easily be imprinted

with the school name, slogan, or symbol to help build school
pride and spirit. Sell them for enough profit to provide
every child with one. Write the child's name on the bag in
prominent letters before it leaves school. Permanent inkofelt

tip pens will provide a quick and lasting identification.

Get a group of parents together to make bags for every child.
The raw material is not expensive, and the problew of "haves"

and "have-nots" doesn't come up. An art teacher, art student,
or one of the parents talented in art can set up the silk

screening process to identify the school. in addition to
accomplishing a worthwhile project, parents will enjoy the fun
and fellowship of working together. Such a project may not

have the "high-tech" glamour of raising money for a
microcomputer, but may have a greater impact on children's
success in school.

If all else fails, the school can use heavy duty manila
envelopes for sending work home. Sometimes called "Friday
envelopes," there is no reason they can't be used more often.
The school name or logo on the outside is nice, but not

essential. The child's name is.

Youngsters in secondary schools present a different challenge.
In all likelihood, they are going to carry whatever is the
current fad at their schools. Student council, school
leaders, or school traditions may help them develop and use
the back pack, casually slung over one shoulder, to organize

their material, but peer influence is more likely to prevail.

Parent Information or Resource meters

Parent information or resource centers can range all the way from a

bulletin board with a pocket chart for pamphlets to a tighly organized library

with books, cassettes, learning materials for parents and children, and

filmstrips organized and run by a person skilled in parent education. Whether

simple or elaborate, the purpose is the same: To provide parents with

information that will increase their knowledge and skill in family

child development, and child education.

Both the concept and its implementation are quite straightforward and

relatively simple to carry out. The idea is that parents often lack the
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information they need about family life, child rearing, home management,

guiding, disciplining, and enjoying children as they grow and develop, as well

as other things you have to know and do to create a family that nurtures all

its members. If they have the information, they will be able to put it into

practice. Now, such an assumption may or may not be correct, but families

certainly can't apply any information without having it! And that is what

Parent Information Centers or Parent Resource Centers supply.

Creating an attractive and inviting "parent space" in the lobby, front

hall, or an empty classroom is a powerful communication to parents in and

of itself. It says;

Come in! You are welcome here! Sit down, relax, and
visit with us for a few minutes. This school values
you and your family, and knows that we need each other
to educate children. If you are interested in and
would like to read one of the pamphlets, take it. You
can check out a book or a cassette tape to take home
for more information.

Such resource centers are usually f)und in early childhood or elementary

schools where parents come relatively often. Since parents go to

4

secondary schools less often, a general parent information center might not

be appropriate. Powever, parents gi come to school for open houses,

college nights, and special events. Tables with "take one" information

items on school, family, and child concerns might be worth experimenting

with. Families of Adolescents have no less need for relevant information

than those with young children; their need may simpl7 be different. An

information or resource center should be as close and convenient to parents

as possible--preferably in the school where their children go. One center

in the district office won't do it. In rural areas, consider working with

the local library system and the bookmobile service, as well as featuring

the resource center at special events.
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How does an administrator, a group of parents and teachers, a media

specialist, or whoever is the organizing group get started? As stated

earlier, AEL has in-depth guidelines and research on how to involve

families with special needs in planning, organizing, and implementing such

a program.

Use the following steps as a guide:

1. Organize a small working committee. Be sure to include

parents and the school principal. If families of older

children are to be involved, the children may have excellent

insights on what parents may want or need to know.

2. Refer to the results of any family and community needs

assessment to determine what families would like to know

more about. if such information is not available, AEL
has a carefully designed and tested luestionnaire that

you might want to use. It is available in both Spanish
and English versions. An English version can be found in

Appendix F and may be reproduced for local use.

A representative sample of parents of young children

from ten states answered the questions, showing that

their priorities for learning more about children were

in the area of intellectual and personal development of

children, as shown in the following chart.

ITEM

PERCENT OF PARENTS
RESPONDING

Help sour child see and accept his
or her own feelings.

"A lot
mare"
54.6

"A little
more"
37,0

"Nothing
more at all"

8.3

How your child's personality is
inrmed.

47.7 39 8 12,4

Talk with %our child about his
problems and answer his questions.

48.2 37.8 13.8

How the world looks and sounds
to your child and how to help him
learn about it.

45.1 43 7 11.0

What your child should be able to
learn at his age, so as not to
"push" your child too much.

43.7 43.7 12.5

Help your child to behave when
he starts to fight.

45.6 39 9 14.4

What was of teaching ill work
b,t with your child (the way pt.
teach: use of basks, Ilk

39.0 48 8 12.7

Perceived needs of parents for knowledge related to effective
p. renting (from Coan, 1976, p. 94,
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Local results or results from parents of older children may
be different. Consider using card sorts, the Nominal Group
Technique ENGT) or other group process techniques to help a
group of interested parents, teachers, specialists, and

administrators quickly set priorities. These techniques may

not be as "scistitifie as a carefully designed questionnaire,
but they do generate excitement, interest, and give everyone
an equal voice in setting priorities. Just as important,

they keep a project moving forward, with priorities and
directions immediately available. Directions for using the

the Nominal Group Technique are in Appendix G.

3. Begin collecting articles, pimphlets, brochurs, books,
magazines, and other information items that are related
to what parents say t ley are interested in. This does

not always correspond o actqal needs, that is, the gap
between "what ii," and 'Oat ought to be" or 'what is

preferred." If there is a difference, include some items
related to the latter, but in the beginning concentrate on
responding to interests and priorities.

Unless you have a better budget than most schools, seek out

free or low-cost ite3s. There are a multitude of these, but
locating them is something like a non-stop scavenger hunt.
Popular magazines, professional journals, and government
publications are not only good sources in and of themselves,
but they often have listings of available publications or
advertisements that include items to send for. Local, county,

and state agencies are other sources. The Extension Service

of the Department of Agriculture almost always has a variety

of timely, factual, and reliable material related to family

life and child rearing. Sometimes this material is specific to

regional or local concerns --a real plus. Non-profit
foundations and organizations develop and distribute
information on an amazing variety of subjects. Some

supermarkets distribute excellent pamphlets related to health

and nutrition. Medical and dental groups are also good

sources. We have listed a number of resources at the end of

this section, but don't stop there. Funding and interest comes
and goes, and new material comes out almost daily. Seek out

local sources, scour the magazines, and write for samples of

anything free. Prepare a form letter that explains what you

are doing and that you need a listing, sample of materials,

and any other information they can send.

Don't forget your own state, county, and local school system.
There are recommendations that schools should do more to
involve parents in children's learning activities at home.

Most schools have a wealth of material on that subject. If

specific needs for home learning are identified by the
teachers in a local school, the parent information center may
have or be able to find something to help. If not, get a

curriculum specialist or teacher to write it!
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4. Screen and evaluate all material, particularly those prepared
and distributed by companies trying to promote the use of

their products. Some are excellent; some are not only
blatantly commercial but less than truthful. Use the same

criteria you would for classroom materials. Is the

information presented irn line with current best thinking and

practice? Is it free from sexism and racism? Is it

respectful of the diversity of values and beliefs found in
this country? Are the illustrations clear and representative
of the diversity of values and beliefs found in this country?
Are the illustrations clear and representative of all ethnic
and racial groups and both sexes? Is the language IeveIN
appropriate for those people who will be reading it? Is theN

presentation clear, interesting, and likely to be read by theme.

parents? Short, to the point pamphlets and booklets certainly
dot't have the depth of books, but the books may not be read.

If you have to buy the material, is it worth what it costs or
could similar information be obtained somewhere else for less?

Discard (or save for an example of what In to use) all

unsuitable material.

Get multiple`` copies of everything you can, so that parents can

take them home to read and refer to. Who can resist

"freebies?"

5. Develop s display and check-out system. Neither needs to be

elaborate. If space is at a premium, a slim, revolving rack
will fit in a corner; bookshelves of tiered racks will fit

against a will. Try to have enough space so that materials

can be grouped according to topic, and so that each item can

be easily seen. If at all possible, place the resource center

in a high traffic area. One school established a fairly
elaborate parent library in the school's Instructional
Resource Center, only to find that parents seldom came iu.

Imeted, most of them didn't even know it was there!

The check out-check in spite& should be simple and easily
managed by parents unless s person will be there at all

times. Post instructions right next to the check-out

materials. Make clear what is to be taken and kept, and what

is to be checked out. The life of paperback booklets can be
extended by covering them with clear contact paper or book

covers. Articles from magazines can be clipped and placed in

term paper folders.

If something costs a small amount, you can post a sign that

says:

Read here or buy for a quarter. Drop money in

suggestion box.
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Expect to lose a few materials. This is one reason we

suggest low cost or free material.

6. Develop an evaluation system. Consider any or all of the

following ways to monitor use of and interest in the parent

information center.

a. Number of books and booklets checked out.

b. Number of free materials taken.

c. On which topics were materials taken or checked out most

frequently.

4. Number of parents who came by.

e. Number of questions, suggestions, or ideas coming from

parents that seem related to the information.

f. Half sheets of paper, a pen, and a covered box labeled

"Comments and Suggestions" pieced near the check-out

station.

g. Systematic followup through telephone interviews or short

evaluation sheets. Determine amount of use. What

types of material were most helpful? Least helpful? In

what ways was the information put into practice?

7. Advertise that the information/resource center is available

to all. Use newsletters, notices sent home, signs prominently

posted by the most used entrance, have hot drinks and browsing

time at PTA/PTO meetings and parent-teacher conference times;

send home a sample of free material suitable for parents of

each age level in the school, with the announcement that more

information is available at school. Consider conducting a

"kick-off" workshop with hands-on "make and take" items

related to the resources.

8. Monitor and rotate materials. Don't put everything out at

once. Add and take away materials to keep people coming back.

You'll'have new materials coming in anyway, from current

sources. Let current and past use guide you. If no one takes

the pamphlets on "Tasty Treats from Tofu," and the leaflets on

stress and anger disappear in a week, you have some good

information on parents' interests.

Carefully time the display of seasonal material. Leaflets on

selecting toys and gifts and toy safety should be placed in

the resource center just before, the big advertising push for

holiday giving. Items related to summer learning and fun at

home ehoeld be displayed shortly before summer vacation.

Keep the center neat, attractive, and well-cared for. Ask

for parents' suggestions and follow through on them. If a .
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parent organization is running the center, make sure someone
is responsible for regular straightening up, replenishing, and
reordering.

9. What ,about people who live at the end of the bus route and
seldom get to the school, or who go to work early and stay
late? One group suggested that another parent might send home
material these people request. Another good use for the

, tote bag or back pack! In rural areas, check to see if the
bookmobile would distribute some of the materials.

10. Evaluate and modify accordingly!

Possible sources for free or low coat paterialc. Addiesses given are the

most current we could locate. Many agencies of the Federal Government are

concerned with families, children, and learning. They have a wealth of

materials that have been developed in the last decade. Explore these

resources fully. Often the material can be.reproduced freely, even if the

agency is unable to provide multiple copies.

There are many sources other than the ones listed here. See also

the list of CEDaR members in Appendix B.
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Possible Sources for Free and Inexpensive Materials for
Parent Information Center

Action for Children's Television
46 Austin Street
Newtonville, MA 02160

Administration for Children, Youth,
and Families

. P.O. Box 1182
Washington, DC 20013

Adult Education Association of the USA
810 Eighteenth Street N.W.
Washington, DC 20006

American Academy of Pediatrics
Box P., P.O. Box 1034
Evanston, IL 60204

American Association for Maternal and
Child Health

P.O. Box 965
Los Altos, CA 94022

American Foundation for the Blind
15 West Siteenth Etreet
New York, NY 10011

American Home Economics Association
2010 Mass$Ousettes Avenue N.W.
Washington, DC 20036

American Humane Association
5631 South Tcoslyn Street
Englewood, CO 80110

American Library Association
50 East Huron Street
Chicago, IL 60611

Alexander Graham Bell Association for
Deaf

3417 Volta Place
Washington, DC 20007

Association for Childhood Education
International

11141 Georgia Avenue
Suite 200
Wheaton, MD 20902

Bureau of Education for the Handicapped
US Depkrtment of Education
400 Maryland Avenue, S.W.
Washington, DC 20202

Child Study Association
853 Broadway
New York, NY 10003

Child Welfare League of America
67 Irving Place
New York, NY 10003

Consumer Information Center
Pueblo, CO 81009

" Council for Basic Education
725 Fifteenth Street NW
Washington, DC 20005

Council for Exceptional Children
1920 Association Drive
Reston, VA 22091

Council on Interracial Books for
Children

1841 Broadway
New York, NY 10023

Daycare and Child Development Council
of America, Inc.

520.Southern Building
805 Fifteenth Street N.W.
Washington, DC 20005

Educational Resources Information
Center (ERIC)
Clearinghouse on Elementary and
Early Childhood Education

College of Education, University of
Illinois

Urbana, IL 61801

Family Learning
19 Davis Drive
Belmont, CA 94002
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Family Service Association of America
44 East Twenty-third Street
New York, NY 10010

Home and School Institute
Trinity College
Washington, DC 20017

The HornBook
Dept. ACK
31 St. James Avenue
Boston, MA 02116

International Reading Association
6 Tyre Avenue
Newark, DE 19711

Johnson and Johnson
175 Community Drive
Great Neck, NY 11002

National Association for the Education
of Young Children

1834 Connecticut Avenue N.W.
Washington, DC 20009

National Association for Mental Health
1800 North Kent Street
Arlington, VA 22209

National Association for Retarded
Children

1522 1 C Street N.W.
Washington, DC 20005

National Black Child Development
Institute

1463 Rhode Island Avenue N.W.
Washington, DC 20005

National Center for Prevention and
Treatment of Child Abuse and Neglect

Office oi Human Development Services'
P.O. Box 1182
Washington, DC 20013

National Congress of Parents and
Teachers

700 North Rush Street
Chicago, IL 60611

National Council for Children and
Television

20 Nassau Street
Suite 200
Princeton, NJ 08542

National Council. on Family Relations
1219 University. Avenue S.E.
Mieneapolis, MN 55414

National Education AssociaVon
The Academic Building
Saw Mill Road
West Haven, CT 06516

National Institute of Education
1200 19th Street N.W.
Washington, DC 20036

National Institute of Mental Health
5600 Fishers Lane
Rockville, MD 20857

Office of Consumer Affairs
,Food/Dru4 Administration
5600 Fishers Lane
Rockville, MD '20657

Parents Without Partners, Inc.
7910 Woodmont Avenue'
Washington, DC 20014

Public Affairs Committee, Inc:
361 Park Avenue South
New York, NY 10016

ReadingIs Fundamental (RIF), Inc.
Smithsonian Institution
Suite 500
600 Maryland Avenue S.W.
Washington, DC 20560

Smithsonian Family Learning Project
Smithsonian Institution, Suite
Suite 500
600 Maryland Avenue S.W.
Washington, DC 20560
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USA Toy Library Association
5940 W Tauhy

411
Chicago, IL 60648

US Consumer Product Safety Commission
Washington, DC 20207

Call toll-free: 800/638-2772
or check for regional offices

US Department of Agriculture
1400 Independence Avenue, S.W.
Washington, DC 20003

US Department of Education
Federal Office Builang
400 Maryland Avenue S.W.
Washington, DC 20202



STATE COOPERATIVE =T8IVION AGBICIES

Dr. Ann Thompson, Director
Cooperative fxtehsion Service
Auburn University
Auburn,AL 36030

Dr. C. S. Barnhart, Director
Cooperative Extension
Univereity of Kentucky
Agricultural Science Building, N.
Lexington, KY 40506

Dr. R.,; M. Kottman. Director
Ohio Agricultural, Research and Development
Center

Ohio State University
2120 Fyffe Road.
Columbus,, CH '43210

Dr. Samuel Smith, Director
Cooperative Extension
Agricultural Administration Building
Penn State University
University Park, PA 16802

Dr. M. L. Downnen, Director
Agricultural Extension Service
university of Tennessee
Box 1071
xnoxville, TN 37901

Dr. Mitchell Geasler, Director
Cooperative Extension
Virginia Polytechnic Institute and State
University

Blacksburg, VA 24061

,Dr. Rachael Tompkins, Director
Cooperative Extension
West Virginia University
817 Knapp Hall
P.O. Sox 6031
morgantown, WV 26506-6031
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Section IR

Evaluation: Formative, Summative, and Points In Between

When we read a mystery or suspense novel, we look forward to the last

chapter to find out "whodunnit."

Last chapters in professional books often summarize the writer's

conclusions and recommendations, pulling together the ideas that have been

presented throughout the book. Likewise, you can be sure that the last

chapter or section in books on staff development, educational improyement,

implementation of new programs, or almost any educational activity will be on

evaluation. And so it is with this Resource Notebook. Yet, evaluation should

be only one phase of the planning process. It is "not a conclusion but a new

beginning" (Mertz, 1983, p. 59), as shown in the diagram below.

Assess Needs
and Interests

Report Results

Develop Goals
and Objectives

Evaluate Program

Implement
Activities

Identify Resources:
People, Materials,
Time, Space, Money

Design
1

Activities



"Rather than being a destination, evaluation is a map, or progress report

that answers two questions: "Where are we? Where do we go from here?" (Mertz,

1983, p. 59).

Ehja is to be evaluated and Ige We are recommending that local schools

and school districts implement a staff development program to help the school

and individual teachers in the school improve school-family relations and

communications. The desired ead result is, of course, a "better" education

for children.

To help achieve that result, we have suggested a number of related goals:

better staff develorlent in school-family relations and communicatious; co

increase in the quantity, variety, and quality of school-home communications;

and use of a systematic planning process for staff development, as well as

specific examples of things administrators, teachers and specialists, and

service and support peaonnel can do for and with parents. Some decision has

to be made about which aspects of this multi-faceted approach will be

evaluated and gi that will be done. Ideally, of course, all aspects should

be evaluated. The chart on the following page illustrates the complexity of

the task.
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Evaluation Concerns*

Evaluation of staff development typically has five basic concerns: the content, the presenter, the participants'
behaviors, short- and long-term, and the impact on student learning. The chart below addresses these concerns
on six levels, ranging from purpose through type of instrument.

Evaluation
Concern

Content of
inservice
activity

Purpose Administered
To Whom

When
Administered

Results
Sought

Where
Administered

Ascertain if
content presented
met desired
objectives

Participants
by planners

Cc. ...lusion of Participant
inservice activity assessment of

content
effectiveness

On site of
activity

Type of
Instrument

Likert type
checklist

Presenter of
inservice
activity

Ascertain the
effect of the
presenter on
the attainment
of objectives

Participants
by planners

Conclusion of
inservice
activity

Participant
assessment of
presenter

On site of
activity

Checklist

Participant
Le.Irning:
Immediate

Determine
whether
participants
achieved
objectives

Participants
by presenter

Conclusion of Participant On site of
inservice activity behavior change activity

Varied based
on objectives

Participant
Learning:
Long-Term

Determine
whether
behavior change
remains after
period of time

Participants by
self. peers or
students

minimum of two Participant In participant
months after behavior change classroom
actn.ty

Varied based
on objectives

Student
Learning

Determine
whether students
of participant,'
change behavior
as result
of teacher

Participants by
self. peers
or students

Before and after Student behavior
teacher behavior change
change introduced
into classroom

In participant
classroom
observation

1. Classroom
environment
observation
2. Checklist
3 Objective
referenced

*From: Staff Development Leadership: A Resource Book, 1983. Columbus, Ohio:

Ohio Department of Education.
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Realistically, we must also ask lam is to evaluate and when? Most

teachers, administrators, and staff development people already have full

schedules. Some have little or no background in research and evaluation, and

usually only large districts have an institutional research section.

Descriptions of the ideal evaluation are sometimes so far from what local

schools can do that schools may simply do nothing--a mistake, even if an

understandable one. So, in this evaluation section we are going to do what we

have done in the other sections: List and discuss the general principles that

should guide evaluation of projects and processes of this nature; give a

variety of examples and resources at several levels of precision and

difficulty; and refer you to appropriate sources for further info tion. In

this way, local schools and school districts can construct and condo

evaluation that will be useful to them, answer the questions they n to ask,

and will ultimately help them improve communications with the families they

serve.

Informal judgments and evaluations about inservice training,

communicating with parents, and the influence of school-family relations are

made all the time. School personnel evaluate when they say "I wish we could

have more inservices like this one," or "If I have to sit through one more of

these...!" Teachers evaluate when they wish, "If only there were some way to

reach these parents, some way to get them to show an interest in what we're

doing." Principals evaluate when they say, "I don't understand this absentee

rate; don't the parents know the youngsters can't learn unless they are here?"

or "Everyone seemed to enjoy last year's open house. Shall we just do it the

same way?"

Gathering information to do systematic evaluation of staff development

and school-family communications may make these evaluations more accurate.
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Even more important, such systematic evaluation can guide the development of

more acceptable, effective, and efficient programs. Evaluation done for this

purpose--formative evaluation--gives everyone concerned a chance to assess

what's going on and make revisions or "mid-course corrections" to improve what

is being done.

Sunmative evaluation is usually done at the conclusion of a given program

or course of action. Its purposes are to provide evidence of overall program

effectiveness and to provide information to guide decisions about future

programs.

In formative evaluation, sunmative evaluation, and points in between,

remember that the purpose of evaluation is not to decide "Did we fail?" or

"Did we succeed?" Instead, it is to document "We did thit, with these

results," and to suggest future directions.

With this brief introduction, let's look at some of the principles that

should guide evaluation.

Decide what you want to find out.

Involve participants in planning the evaluation.

Whenever possible collect baseline infornation 'o that progress

can be determined.

Relate evaluation directly to the objectives of the training

session, program, or whatever is being evaluated.

Use a variety of measures.

Use both immediate and follow-up measures.

Use data-gathering techniques that are not burdensome.

Share results with those who have a need and a right to know.

Decide what you want to find out. Most inservice education is related to

teachers' instructional practices in the classroom. Staff development in

school-hone communication adds another dimension to an already complex

evaluation problem. Let's look at examples of some possible questions. Each
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school will have its own.

1. Was the workshop or inservice training cession itself well

organized, interesting, and relevant? Were time, space, and

learning materials adequate and appropriate? Were the leaders

knowledgeable and skilled?

2. Was the information appropriate and useful to participants in

their respective positions (professional affiliation and role,

grade level teaching, or associated with experience level,

professional training, school setting)?

Examples of instruments to determine participants' reactions

are in Appendix I. Determining the answers to questions 3

sad 4 is more difficult.

3. Did participants achieve the stated objectives?

4. Did participants put the information and skills into

practice?

In school-family communication, some possible questions might be:

1. Was there a difference in quantity, type, or quality of

school-family communications? If so, what was it?

2. What types of school-hove communicatioes were most effective

and well-received at which age/grade level of schooling? For

rural populations? For small town populations? Urban

populations? Educational level of the parents?

3. What were parents', children's, and teachers' reactions to a

given change in communication pattirns?

4. Were there awaai&ticipated results? If so, what were they?

In evaluating the planning process, some questions might be:

1. What were the benefits of the planning process?

2. What were the drawbacks?

3. In what ways did the open, systematic planning process affect

the program's acceptability? Effectiveness? Efficiency?

12X21.2S21192. The same planning

committee that guided needs assessment, goal setting, and the other steps of

the inservice planning process can advise on evaluation, too. They may not

know all the technical aspects, but they'll have their own insights and

suggestions. Perhaps most important, they can represent teachers, principals,
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and other personnel regarding what types of data - gathering instruments and

procedures will be acceptable and feasible. An elaborate evaluation design

that depends on a time-consusing log that each teacher must work on each day

is doomed to failure. The teachers on the committee or in any advisory

capacity will "tell it like it is"--and save everyone a lot of time and

effort.

e e re s

determined. The familia; "pre" and "post" treatment has much to recommend.

It is really the only way to know if progress toward the desired goals,

whatever they are, is being made.

Usually, when we think of "pre" and "poet," we think "Oh no, a test!

Its tests!" But remember, there are Enx, ways to get information. Testing

is only one. For example, some home-school communications are specifically

designed to decrease absenteeism. Pre- and post - treatment results are

available from attendance records; parent perceptions are available through

telephone interviews.

Relate eva4ustionslirectb, 20j9ctiveg of he tukpim session,

prolaram_. 9r whatever is beim fvaluated. In the staff development, example. in

this book, we have stated clear, measurable objectives. Participants'

attainment or progress toward attainment of those objectives can be determined

by the end of the session. However, the transfer of those skills back to the

school and to participants' communications with parents is far more difficult

to determine. On-the-job performance is what really matters.

However, when we get beyond the measurable skills of the training

sessions to a school's actual goals and objectives in school-gFmily

communications, the gals are seldom as clear. Do we simply want to increase

the number of communications? Change their nature? Influence the quality?
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Focus them on one aspect of school-family relations, such as teaching parenLs

to conduct school-related learning activities at home? Or all these things?

Schools will have to define their goals for schtol-home communication before

school-level evaluation caw be done. La fact, they need to decide on those

goals before local inservice trainers can select or develop appropriate

objectives and activities for school personnel.

Evaluation of what actually transpires in interactions between parents

and school personnel is far more difficult than evaluating a teacher's ability

to give clear directions or use time efficiently.

1114LyAtielisLsessam. Different data-gathering techniques can yield

different kinds of information. While direct, written or oral measures of

various kinds are most often used, indirect or unobtrusive measures are also

appropriate.

Some of the staff development strategies and home-school communications

in this Resource Notebook lend themselves to unobtrusive measures. For

example, it is quite easy to keep track of the number of items on different

topics taken or checked out from a family information or resource center.

Such an unobtrusive measure gives reliable and quantifiable data for

decision-making.

An observer can rate the degree of participation and involvement of

inservice participants in relation to the different methods used. For

example, we suggest an interdependent group technique called "Jigsaw" as a way

to help inservice participants get a shared base of information. An observer

can tell if the groups are on task or if they use that time to talk about

other concerns.

Look beyond the traditional workshop evaluation for variations and other

ways of finding out what went well and what needs improving. Some
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possibilities include:

Formal pre- and post-test perform-Ince or written measures

Product evaluation

Group discussions and interviews

Individual interviews in person or by telephone

Observation

Written evaluation form with ratings, rankings, checklists,
agree/disagree, or other predetermined responses

m Written evaluation using open questions

Task simulations

Unobtrusive measures, such as how many did/didn't participate,

level of involvement

Self-evaluation (logs, diaries, checklists, reflective
eva luat ion)

Actuarial data, such as pre- and post-absentee data, homework
signed and sent back, permission slips, and other information
promptly returned

nggj&thjassggt,simLfgllgltmsun,. Immediate reactions to staff

development sessions may be glowing, but considerably faded a month or two

later. Or the reverse may be true.

Putting into practice some of the school -home communication approaches

suggested in this Resource Notebook may seem like a formidable task when first

presented, but well worth it after the procedures are in place and working in

a school.

Knowing that they are really expected to try out what they have learned

and that followup will be done to see how the suggested procedures worked may

give people incentive to put them into practice. One of the elements in''

successful inservice is followup (Joyce El Showers, 1980), and although all

followup is not done in the form of evaluation, some evaluation should be

beyond the immediate.
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* 4, dens There is no need

to collect information that will not be used. Whoever designs instruments and

procedures should make sure that they are as efficient-as possible, but that

they =the needed information. -Poorly designed "feedback forms" given at

the end of an inservice may not give enough information. Overlong ones may

not be filled out! Get an expert to help, if at all possible. In Appendices

C and I are Pxamples of short, but informative, instruments.

Aluginglajdalbwho have need sad a ristht to know. Report

results and the modifications, continuation, or discontinuation of certain

aspects of a program to those who should know. Few people want a technical

report, but they do like to know the outcome of a project in which they have

participated. Parents are sure to be interested, too. In fact, if they know

in advance that teachers are trying to improve school-family communications,

they will help make the project "succeed."

If your district wants an in-depth research-oriented evaluation, but does

npt have the institutional research staff to design and conduct one, consider

using a pre-developed plan that can be adopted to local needs and interests.

The paper that follows presents an evaluation research framework for looking

at school-family communications.'
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"valuation of School-Some Communication Strategies

Edward E. Cott; and Richard F. Purnell

The implementation of communication between school personnel and parents

has been shown to increase rates of attendance (Duncan, 1969; Parker 6 McCoy,

1977; Sheets 6 Dunkelberger, 1979; Shelton 6 Dobson, 1973), to improve the

school performance of children (Kittle, 1975; Duncan, 1969; Shelton 6 Dobson,

1973), and to increase parent-initiated contacts with schools (Bittle, 1975);

Duncan, 1969; Hager, 1980;. Parker 6 McCoy, 1977). An extensive seArch of the

school -hone relations literature reveals, however, that present knowledge is

based principally on non-systematic studies at the preschool and primary

levels, while few studies have been conducted at the secondary level (Gotta 6

Purnell, in press).

Among researchers; school personnel, and parents, there appears to be

widespread consensus that improved school-family relations are beneficial and
Q

that increased parent involvement in schools is a worthwhile goal.

Nevertheless, in reports of programs with this general goal, specific

objectives are seldom stated. Consequently evaluation results are sometimes

vague and unclear (Anselmo, 1977; Filipczak, Lordeman 6 Friediaan, 1977; Nedler &

McAfee, 1979). Filipesak and others (1977) conclude that communication

between home and school requires an increased emphasis on measureable outcomes

to assess program effectiveness.

There remains much to be learned about this art of communicating

effectively on the part of both school personnel and parents in order to have

school-family relations become more meaningful and effective. This seems

clear from the mistrust, misperception, and miscommunication that so often mar

their efforts to relate to one another (Lightfoot, 1978). Such negative

Ix-11
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results need not be the norm. For example, our own research suggests that

Communication and mutual positive feelings increase when schools pay

particular attention to the artful practiceof communication in such areas as

attendance, academic deficiencies, progress toward graduation, student

misconduct, the school's expectations and standards, and providing current

news on curricular and extracurricular events (Gotts 6 Purnell, in press).

This brief review of literature plus our own experience support three

conclusions:

(1) Little is known about what works well at the

secondary level, and, while more is known at the

primary level, the knowledge is based on

non-systematic studies.

(2) There is a broad consensus that improved
communications should be a goal of schools, but

too little emphasis has been placed on

establishing specific objectives and assessing

measurable outcomes.

(3) In our research it has seemed most
productive to define objectives in terms of

specific promising techniques of com4unication

that are being applied to typical daylo-day
issues in the operation of schools--such as;

(a) reporting academic deficiences and

(b) providing current news of the school's

curricular and extra-curricular events, and

so forth.

In short, this is a "poorly researched" area partly because the task of

research has not been well-defined and conceptualized heretofore. Much that

needs to be accomplished can be done within an evaluation research framework.

For this reason, the balance of this presentation will focus on defining and

conceptualizing the task from an evaluation perspective. We will present data

in support of our conceptual approach and refer to some of our work-in-progress

to illustrate how the approach is carried out.
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A Conceptual Approach

The following conceptual approach was developed to meet our study

requirements during AEL's three years of action research into this-topical

area. We have come to believe that researchers should link any proposed

evaluation activities to six aspects of the school-home communications mix:

(I) The level at which interactions occur (e.g., primary

vs. secondary);

(2) the locus of communication (i.e., classroom, department,

school, central office);

(3) whether the school's message is directed to an individual

family (type I) or to a group or schoolwide audience

(type G);

(4) whether consistnication flows from school to home (school-

home or S-R) or home to school (home-school or R-8);

(5) the focal or topical areas around which interactions

may interactions may occur; and

(6) the methods or vehicles of communication employed.

Levels of IaterWica.

The styles of parent-child and teacher-child interaction change

dramatically from the preschool through the elementary and into the secondary

school years. 'Yet, as we have reviewed the literature thoroughly, it appears

that parent involvement specialists and researchers have tried to apply a

single model of school-home relations, irrespective of the child's age.

Moreover, the uniform model applied is one that has developed out of early

childhood education. Extrapolating from the preschool to the primary level

seems to have worked reasonably well, e.g., regarding having parents vi ;it

school or join parent-teacher organizations. When these expectations have not

worked out at the secondary level, educators have erroneously concluded that
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parents of teens have "lost interest"--yet, .t is the inappropriate

application of an early childhood model of home-school relations that is at

fault. From this we conclude that quite different outcome indicators are

needed to evaluate parent involvement across the years and levels of

schooling.

Locus of Communication

It is necessary first to conceptualize whether the locus or communication

is the classroom, school building, or other level. Locus of communication can

normally be determined by a functional analysis of where opportunity and

responsibility reside for the particular matter at issue. An academic

deficiency, for example, can be communicated naturally at the classroom level;

relating a serious breech of conduct may fall to the principal or a designate.

Attending to locus of communication leads the evaluator to consider where

within the system to look for and track interactions regarding particular

issues. If communication fails to occur where expected, that may point up

problems at the level being examined or at some higher level in the

system--e.g., teachers may not initiate communications about particular

matters because they believe it is the responsibility of personnel at a

supervisory level. Either internal miscommunication or insufficient

understanding/skills or the absence of policy and clear guidelines for

practice may be the culprits.

LIERELEILLIALLSEL
When schools communicate with parents, individuals (I) or groups (G) may

be the intended audience. For example, all parents need to be familiar with

attendance policy (type G); the parents of an absentee child need to be
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informed (type I). Both types I and G communications are needed if parents

are to take expected actions. Evaluation may, thus, assess the sufficiency

and quality of both G and I types and examine their relationships with various

outcomes. Sometimes it is not enough to inform parents: they may require

instruction, guidance, or direct help. We found in our research, for instance,

that early notices of academic deficiency were appreciated by parents, but few

parents knew how to go about analyzing and helping with such problems (Gotta

and Purnell, in press). In response to this discovery, we have prepared

"guidance sheets" to help parents analyze and respond more effectively to

potential sources of academic failure, and we are currently assessing the

effects of these in a number of sites. Prom this it can be seen that

evaluation of school -borne communications must be conducted within a system's

perspective by considering the interrelatedness of all elements in the system.

S-H and E-S Communications

School to home (S -H) and home to school (E-S) communications are both

part of an effective program. Schools tend to be active as S-H communicators

but are much less successful in encouraging H-S messages. Even when the

latter occur, they are likely to happen in incidental, spontaneous, iniormal,

and unplanned ways. As a result, the H-S messages seldom leave any Jata-basei

residual to influence schools systematically. To counteract the lark of H-S

communications, we designed an interview procedure for sampling parents' views

and feeding them directly back to principals and superintendents. In the

process we learned that these administrator: (a) recognized the implications

of the findings, (b) immediately indicated possible changes they might try,

and (c) subsequently developed and carried out improved practices (Gotta and

Purnell, in press). We are currently experimenting in several sites with the



use of local volunteers to conduct interview of this type. If this strategy

works out, then we will prepare a step-by-step operational manual to guide

interested administrators, researchers, and others through the required

activities. In this way the H'-S side of the desired two-way process can be

formalized. Our recommendation to evaluators is that any school-home

relations program should be advised to include plans for generating H-S

messages.

F9Sal AXSS1

It is difficult to develop operational measures for such broad constructs

as involvement, relltignp, and cqmmunications. When evaluators try to work

from these global notions, they often look at self-reported attitudes,

measures of attendance or compliance ratings of satisfaction or success, and

similar indicators. We recommend instead that efforts to improve

communications should focus on specific areas such as academic progress,

attendance, student conduct, progress toward graduation, extracurricular

activities, opportunities for parents to serve as volunteers, and so forth.

Once these focal areas are linked to communication objectives, evaluation can

seek to define success LA terms of: (a) whether parents learned about these

specific areas, (b) if the information was timely and sufficient, (c) how they

responded, (d) with what results, (e) what further they desire to know, and

(f) which methods of communicating are both acceptable to parents and

effective in producing desired actions and results.

Vehicles of C9?maynisittipn

Improving relations and involvement is often thought of in terms of global

programs or treatments. When such programs are studied, however, it is
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unclear which independent variable components produce particular effects and

which are ineffective. Alternatively, we recommend that research and

evaluation examine instead the effects of parent-teacher handbooks,

newsletters, academic deficiency reports, academic guidance sheets,

parent-teacher conferences, open house, parent interviews, and so on. When

these individual vehicles are used as treatments, it becomes possible to

examine (a) their individual contributions, (b) the focal areas which

they best convey, (c) optimum strategies for using them, and so on.

Evaluation of Strategies

In the preceding discussion we have considered a conceptual approach to

evaluating school-home communications. It requires that empirical attention

be directed toward six differentiated aspects of the communication mix. When

we refer to strategiep of communication, we mean those practices which occur

at particular intersections of the six aspects. An example will illustrate

the concept of strategy: Think of a communication at the high school level

(aspect 1) involving teachers (2) and individual families (3) and being sent

by the former to the latter (4)--i.e., from school to home -- dealing with

academic performance (5) and transmitted via a special notice (6). An

instance of the foregoing strategy would be an academic deficiency report used

at the high school level.

This brings us back to an earlier point: Much that needs to be

accomplished can be done within an evaluation research framework. We are

advocating that local school systems carefully select for study some limited

set of strategies that promise to meet their identified local communication

needs. Evaluation will then be undertaken in the manner previously suggested



above during discussion of the sir aspects. knowledge gained in this manner

Ok

can impact directly on the operation of the local system; also it can

sibultaneously contribute to the overall accumulation of understanding of the

art of improving relations and school effectiveness.
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Questions for Telephone Interview of Parents

General Questions for Home-School Communications:

A) How often do you receive communications from the school?
(Examples)--Please describe them briefly.

How often do you have contact with any of your child's teachers or
other school personnel?--Could you give some examples?

C) I'm sure that you're aware that in School students

have various kinds of difficulties and problems. How serious do you
think a problem should be before a school notifies or informs a parent?
For these kinds of things that you think parents should be informed
about, in what ways do you think the school and home should work together
to try to correct the problems?

D) In general, are you satisfied or dissatisfied with the amount of
information that you receive from school?

(If dissatisfied): Could you please explain what the school might

do for you to be more satisfied?
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BUILDING LOCAL CONSENSUS

A session prepared for the East Coast Title I Seminar:

Dissemination and Program Improvement

The Warwick Hotel
Philadelphia, Pennsylvania

Joe E. Shively

Educational Services Office
Appalachia Educational Laboratory

Charleston, West Virginia

January 12, 1982
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This material was prepared for use in this mini-session, "Building Local Consensus," at the East
Coast Title I Dissemination and Program Improvement Seminar. The material, prepared by

Carolyn Davis Luzader, has been summarized and condensed, as has this "training session."

To actually conduct a Needs Assessment conference (using the DAP process), approximately

114 - 2 days of intensive training is required. Only highlights of the eight major activities that
make up a conference are included here; the complete conference manual is approximately 30

pages. This summarized material and condensed training session are not intended to take the

place of the formal training and full versions of the materials required to conduct a Needs
Assessment conference. For further information on the AE L Needs Assessment process,

please contact:

Dr. Joe E. Shively
Director of Needs Assessment
Educational Services Office
Appalachia Educational Laboratory
P. o. Box 1346
Charleston, West Virginia 25325
800/624.9120

The project presented or reported herein was performed pursuant to one
or more contracts and/or rants from the National Institute of Education,
Department of Education. However, the opinions expressed herein do
not necessarily reflect the position or policy of the Appalachia Educational
Laboratory or the National Institute of Education, and no official tradoree-
ment by the Appalachia Educational Laboratory or the National institute
of Education should be inferred.

The Appalachia Educations! Laborstoty, inc., k an
Equal Opportunity/Affinnathe Action Employer.
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DAP: CONCEPTUAL FRAMEWORK FOR THE
APPALACHIA EDUCATIONAL LABORATORY'S NEEDS ASSESSMENT PROJECT

From Aristotle to Dewey to Churchman, problem solving has been the essential element in individual growth and
effective group functioning. Despite the volumes of rhetoric devoted to the topic, however, groups continue to countenance
difficulties in their attempts to define and solve the problems facing them. Consistently, problems tend to be defined more
in terms of prescriptions for action than as discrepincies between actual and desired states of affairs. Commonly, groups
spend more time dealing with difficulties encountered in how they function than with the twits that brought them together,
frequently without recognizing that thou are separate issues.

DAP is the acronym for a set of concepts and procedures that the members of any group can employ to refine their
problem solving skills and bring them to bear on real-life, day-toiday group needs. Based upon a particular view of human
beings, communication. and the process of inquiry. DAP involves the members of a group in generating and using three kinds
of information: dasigrativa information CD) about the "what is" state of some one or some thing; comparable appraisive
information (A) about "what is preferred;" and.Prollo'f0ao information 04 that saggests what to do when discrepencies can
be identified between "what is" and 'what is preferred."

As group members generate and use these three kinds of information, they more systematically through three different
phases of the problem solving process. They begin by identifying their individual and common problems clearly and speci-
fically. They then develop plans or prescriptions for dealing with the most critical of those common problems. And they
complete the cycle of problem solving by implementing their plans, monitoring effects, and eveluiting their success as joint
Problem solving systems.

Two relatively simple, but terribly powerful conceptualizations undergird the DAP approach to identifying and resolving
problems or needs within groups. One of these provides us with a way of thinking clearly about needs, needs assessment, and
need fulfilment. The other provides us with a way of thinking about communication within and across groups.

How we think about needs or problems takes its cues from C. S. Morris, a communication theorist who has helped us
distinguish clearly among designative inquiry, appraisive inquiry, and prescriptive inquirythe source of DAP. To be more

illspecific:

When any of us tries to identify "what was, is, or will be" with respect to otsmalves, others, or the world out there,
we're engaged in des/ratify inoufry and the product of our efforts is designative information. "Yesterday was
Sunday." "It's now after 2:00 p.m." "Tomorrow I will be in Chicago." "Fall it *mainly beautiful in the Appa-
lachians." it is 80° in this room." All of these statements provide designative information, for they attempt to
describe what was, what is, or what will be.

By contrast, when we identify our preferences or desires for the past, present, or future, we're engaged in a very
different kind of inquiry, for our words become value-laden, and they describe, not "what is," but, rather, "what
is preferred." We call this second kind of effort appraitivi inquiry and the information it produces appraisive
information. For instance, "I have always preferred ice cream to pie." "My desire is to be an educator." "I wish
that it was 70° in this room." These are appraisive statements.

Now, needs or problems arise when there is a dear discrepancy or mismatch between "what is" and "what is pre-
ferred," between the designative and appraisive information we have about same common referent. "Johnny
reads two kiwis below grade level; we prefer him to read at least at grade level." "It is 80 degrees in this room;
I prefer it to be 70 degrees." These are statements of need.

To complete the cycle, there is yet a third kind of inquiry and resulting information that we call pre:alp:in inquiry
and prescriptive information. As the words suggest, prescriptive inquiry attempts to identify specific actions, plans,
strategies, tactics, and so forth that, if implemented, will reduce known discrepancies between "what is" and "what
is preferred." Sometimes, prescriptions are designed to change "what is"the designative state. "Turn on the air
conditioner to reduce the temperature from WP to 70°." Other times, they are designed to change "whet is pre-
ferred"the appraisive state. Either way, however, they take their cues from dearly identified needs that have been
defined in terms of "what is" and "what is preferred."

"Adapted from
Nagle, John M. Two conceptualizations that undergird the 1 i= * Needs Assessment Project of the Appalachia

Educational Laboratory. Paper presentation at the annual AEI. Conference on Improving Education through
Research and Development. Charleston, West Virginia, October 1980.

Nagle, John M. and James H. Saiderson. Group problem solving: The DAP approach. Final Project Report.
Center for Educational Policy and Management. Eugene, Oregon, March 1974.
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In AEI's Needs Assessment Project. there were two specific influences of this pdrticular conceptusljut ion of needs and
needs illiallinent

- First. in our Won to distinguish dearly throughout the project between identifying needs on the one hand end.
sans the other, developing plans to meat those needs. Throughout the project,we have tried assiduously not to
ode these two refitted. but very different kinds of activities.

- And second, in our effort to state needs in terms of clear discrepancies between "what is" and "what is preferred."
leather stated by pwticipents in Slats Confweitoes, sent to others for validation, strand with state departments,
or used by AEL's board and staff to prepare lontterm R and D agendas, the educational needs that provided
wit for the project were consistently framed in terms of parallel descriptions of what is and what is preferred
with respect to some referent.

The second conoeptuallzation that undiergirds DAP has to do with levels of cornmunicative contact among human beings.
ft influenced, rather sibtly, the sequence of activities that comprised the Needs Assessment Project. Think for a moment
about ate happens when you communicate with others, and see if these five Weis of communication contact are in evidence:

Lard One: Fidelity

That is, when i give a mussy, to someone else. can he or she replicate it faithfully. Sometimes,
Mint/ of contact is all I want (e.g., reserving a flight to Cht :,ston when I know precisely the
flight I want); more likely, however, fidelity is just the first my. but a very necessary one. in
my efforts to communicate with others.

!sled Two: Understanding

That is, does the person who can replicate my message also understand it? Does he or she know
what t mean? Can he or she paraphrase the message to my satisfaction? If so, we've achieved
effective communicative contact at the level of understanding,

Lewd Three: Acceptance or Agreement

Does the person accept or agree with my message? That is, does he or she accept as true my
assertion of what Is? Does he or she share my assertion of what is preferred? Doss he or she
agree that the need I have identified is indeed a need, or that a prescription I have developed
her a high probability of meeting the need to which it is addressed.

Laval Four: Importance or Relevance

was the person may be able to replicate my message, while he or she may understand it and
maybe oven agree with it, does the person place the same priority on it that I do? Is it as
important to him or her as it is to me? Testing our priorities is the challenge of this fourth
level of communicative contact.

Level Five: Commitment

Ultimately, of course, assuming that communicative contact has been effectiveat the prior
four levels, the final test of my effort to communicate turns on whether the person is pre-
pared to behave consistent with my message. it is at this usage that descriptions of what
is and what is preferred, statements of need, and descriptions for action move from the
domain of linguistics to the domain of behavior.

The pal of the AR!: Needs Assessment Project was two4old: first, to Identify educational needs as they were Per-
ceived frame variety of perspectives; and then to process those needs through a sequence of steps and with a variety of
persons In/oder to produce a Kit of prescriptions of "action piers" far deal with those needs that am amenable to R
and D and tat were perceived by most participants to be most important. T this mulditep process, our Impli-
cit goal waft focus on needs that can survive the five levels of communicative contact just described-fidelity, under-
standing. tipernent, importance, and commitment. Thus, the four major activities that comprised the project, made
%wetland the two basic conceptualizations undergirding DAP-its three kinds of inquiry and its five levels of communi-
cative comet.

Appalachia &Unions, Laborefollf.
Servkes Office

P. O. ltox 1348, Charleston, WV 25325
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NEEDS ASSESSMENT CONFERENCE ACTIVITIES

An annotated list of the eight activities that comprise a needs amassment conference:

*Welty 1: An Overview of the Conference

'This activity provides an overview of the conference -its purposes and prodaties. Painful Introducthe
Dam, the question that drives the conference is presented, the tight activities of the conference are
bririly explicated, and the agenda is presented.

Activity 2: Generating Initial Need Statements

A vied statement is defined and illustrated, practice in identification and generation of need statements

occurs, rules and procedures for generation are explicated, and finally, statements of need we generated
by four small groups. This is when the grist is produced.

Activity 3: Smirching for Clarity Within Each Group

This activity provides an opportunity to address the question of clarity and understanding Within each
of the four small groups. Focus is on meaning of each statement, not on the truth or value of its assertions.

Activity 4: Confirming Clarity Amos the Groups

This activity provides an opportunity to address the question of clarity across the groups, are the
statements clear to individuals who were not part of the generation process.

Activity 5: fVecering Each Group's Product

This short activity involves preparing on 4 x 8 cards the reviewed and refined statements. These cards
will be used extensively in the next activity.

Activity 8: Collapsing Need Statements so ROMOVII Redundancies

This activity produces two products: a verbatim list of statements taken from the cards and a revised
eat of statements-collapsed and edited to reduce redundancy or ambiguity. This involves sorting the
need statements into dusters and rewriting. Two versions are prepared: one typed on slips of paper
for each participant end the other prepared on transparencies.

ALlivity 7: Reviewing and Approving the Revised Need Statements

in this activity, the products from preceding activities we reviewed and then, using overhead transparencies,
each revised need statement prepared for the total group is reviewed and approved. Any editing which
scours on the acetates is also recorded on the corresponding dips of paper.

Activity 5: Assessing the imminence of the Need Statements

In this activity participants sissies (pro or con) from *heir particular perspective each need statement.
They then rats the importance of the needs described in each need statement using a modified 0 sort

technique.

The first five activities comprise the first afternoon's session. The sixth is carried out at night by the Conference
Coordinators. The seventh comprises the next morning's session, and the eighth activity is the major activity during

the second afternoon.

Educational Services Office
Appalachia Educational Laboratory

Charleston, West Virginia
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ACTIVITY I

PURPOSE: The pucmst of this activity is to provide an overviewof the
confere, le, Its purposes and processes.

PROCEDURES: Begin the conference with a welcome (by one or more
appropriate persons).

Explain the purpose of the conferenceto learn what the
participants consider to be the most important educational
needs of the local school district.

a

Provide a brief explanation of the 2-step process: (I) identi.
fying the needs, and (2) assessing their importance. The
processes to be ;lead are structured, group processes,
requiring public display and review of many of their delib-
erations. Inform participants of any validation activities
that will be conducted in connection with the conference,
and give them some inforination about how the results
of the Needs Assessment will be lased.

Introduce the general categories of people who are
participating in the conference, and then allow each

individual to make his/her own personal Introduction
and identify the category represented.

Give a brief overview of the eight activities that will
take place during the conference.

OUTCOME/PRODUCT: The participants have the "content" and the conference
coordinators have the "process." Together, they can
create an effective conference and a useful product.

256
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ACTIVITY 2

PURPOSE: The purpose of this activity is to have conference participants
generate, in small groups, the initial setof nand statements.

PROCEDURES: Provide some general information about the meaning of a
"need statement" and the procedures that will be used to
generate it. Ask that they avoid the generation of "prescriptions"
as much as possible, and to focus instead on actual needs.

Define a need statement by identifying its three parts:

11) a referent or broad topic,

(2) a description of what is with respect to that topic,

(3) a comparable description of what is preferred with
respect to that same topic.

A need (or need statement) describes a discrepancy between
what is and what is preferred. Give a feW examples of need

statements that have been written in this format.

Conduct a two-part practice session in which participants first
take a list of statements and identify each one as a what is

or what is preferred statement in the second part, have
them actually generate several need statsmunts, using the

three parts described above. Then have them read their state-

ments aloud for group discussion.

Be sure everyone has In mind the question that guides the
conference: What dr, you, as a group, consider to be the

most important educational needs of your local school district?

Ask the participants to go to their assigned groups, identify
a recorder and begin generating need statements (on butcher

paper) with no questioning of clarity or understanding.

OUTCOME/PRODUCT: The initial set of need statements, generated in small groups.
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ACTIVITY 3

PURPOSE: The purpose of this activity is to search for clarity and
understanding of the need statements within each group.

PROCEDURES: While remaining in the original grwps, have participants
discuss each statement for clarity and understanding.
Do not allow questioning of truth or value, and insist
that they focus on meaning.

Save each group select a moderator to keep the discussion
moving, and to generally help the group achieve consensus
on the meaning of each need statement. In addition, each
group must select a recorder who will make notations of
any necessary editing on the original set of need statements.

Using a 3point scale, have each participant fete the
clarity of each need statement. Then, ask that they discuss
each need statement, focusing on them one at a time,
using the clarity ratings.

OUTCOME/PRODUCT: The outcome or goal is two-fold:

PURPOSE:

PROCEDURES:

(1) to achieve reasonable consensus among group members
on the clarity, and

(2) to make certain the intended meaning would be clear
to people outside the group.

ACTIVITY 4

The purpose of this activity is to have people who were not
party to the generation of the original need statements
confirm the clarity of those statements.

Ask that three members of each group (excluding moderator
and recorder) volunteer to move to another-group. Then have
the "new" members of each group use the procedures from
Activity 3 to rate clarity of the need statements. The intent
here is not to find fault, but to bring the perspective of
persons who have not been party to each group's deliberations.
This visit ought to confirm the general ammo of each group's
earlier search for clarity.

OUTCOME/PRODUCT: A set of need statements that are clear, not only to the group
of people who generated them, but also to individuals outside
that group.
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ACTIVITY 5

PURPOSE: The purpose of this activity is to get the "final" version
of the need statements transferred from the butcher
/wiper to 4 x 6 cards.

PROCEDURES: Ask that the visiting members return to their original
groups for this activity.

Have each group We a final look at their statements and
refine them ashecestery in light of the suggestions
offered by the visitant When groups are satisfied with
their prokhwts, have them write each need statement on
a separate 4 x 6 nr¢. 1'he group identifkation must
appear on each.card, and the statements must be written
in the 3-part format (referent, what is, what is preferred).

All need statements prepared by the groups, in final
edited form, on 4 x 6 cards.

OUTCOME/PRODUCTf

ACTIVITY 6

PURPOSE; The purpose of this activity is to remove redundancies and
collapse similar or related statements into one.

PROCEDURES: The activity is performed by the conference coordinators
. and occurs during the evening, following the first day's

conference activities.

Read each card, and group together those statements that
seem to be addressing the same or closely related needs.
After ell cards have been read and placed in a group, one or more
revised need statements must be written for each group. The
revised need statements should be reduced to two components
what is and what is preferred. The referents will have served
their purpose by this point, and can be dropped.

OUTCOME/PRODUCT: Two products will result from this activity:

41) a-typed verbatim list of the need statements, exactly
as they were written on the 4 x 6 cards,

(2) the statements, collapsed and revised as necessary to
reduce redundancy or ambiguity.

Produce a complete set (photo copy) for each participant
and one set on transparencies for use with overhead projector.
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PURPOSE:

ACTIVITY 7

The purpose of this avivityls to have the participants,
review the revised/collapsed statements for clarity, and to
insure that none of their original ideas were lost.

PROCEDURES: Distribute to the participants the typed verbatim list
of need statements and give them a few minutes to read/
review the list

Next, distribute the set of revised need statements. Give
a brief overview of the procedures used the night before
to remove redundancies, collapse and write the revised
etatements.

Using the overhead projector and transparencies, review each
statement with two concerns in mind:

(1) are the statements as clear as those on the verbatim list?

(2) have any of the ideas presented in the origiiial need
statements been distorted, ignored or overemphasized?

Record any editing by the group directly on the transparency,
and instruct the participants to record those same editings
on their set of need statements.

After ail need.statements have been reviewed and any editings
recorded, ask the following question before proceeding to
Activity 8: Taken as a total set, can you accost the need
statements that we've just reviewed and given a final edit a
$ fair representation of the multiple needs that were identified
yesterday in the small groups?

OUTCOME/PRODUCT: A set of 'revised/collapsed need statements that have been
confirmed by participants to be a fair representation of their
perceived needs.
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ACTIVITY S

PURPOSE: The purpose of this activity is to allow each participant to
rate the importance uf each need statement that was reviewed
by the group in Activity 7.

PROCEDURES: Conduct this activity in a two-step proms, considering
each statement one at a time:

First, give participants the opportunity to argue the importance
of the statement from their particular perspective (e.g., parent,

teacher, student).

Next, allow each individual to draw his/her own conclusions
about the importance of the need statement,and to rate that
statement accordingly, using a 0-sort technique. Rating should
be done in terms of three considerations:

(1) the personal priority placed on that need,

(2) the potential impact on the school district if that
need were met, and

(3) the comments or arguments made about that need
statement.

OUTCOME/PRODUCT: . The complete set of conference need statements, rated for
importance by all participantsthe final product.

261
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Appendix Z

Handouts VI 6 -13
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Handout VI-6

"As Others See Us"

Grade Yourself as a Listener

We often speak of "listening skills" as if we either did or didn't have

them. The truth is that we listen to different people in different

circumstances in different ways. Since we as teachers often grade children on
their ability to listen, let's turn the tables and pretend that other people are

grading us. Circle the grade that you think the person on the left would give

you on your ability to listen.

Rater Grade is

Best Friend A B C D F

President of school board ABelDF
Children you teach A B C D F

Your own children A B C D F

Your spouse or parents A B C D F

Parents of the children
you teach A B C D F

Principal during teacher's
meeting A B C D F

Superintendent in a
one-to-one conversation A B C D F

If there are differences, what might be some of the reasons?
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Handout VI-7

Telephone Tips for Teachers

For Introductory or "Good News" Calls Ppr Calls Aboutiroblens_or Concerns

Mine

lin

Others'

=.1M......!.

=!

Mine

di111=1.

111=,

(Alm,
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Teacher's Name:

Student's Name:

Parent's Name:

Telephone Number Called:

School-Family Telenhong Record

Handout VI-6

You may wish to use this same record for calls from the family to you. Simply
record "H" in the Response column.

D te Response* C.mment

1.

2.

3.

4.

6.

Additional Comments /Record:

*A. Spoke With Parent
B. Busy Signal
C. No Answer
D. Disconnected Telephone
E. Scheduled Call Back
F. No Adult Home
G. Declined to Speak
H. Family Initiated Call
I. Other:
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Handout VI -9

Improving School-Family Relations Through Recorded Messages

"Dial-A-Teacher"

The Messime

1. 18 for a general audience.

2. Must be short and to the point.

3. Should be available at a regular time and day.

Should have the message changed regularly.

4. Should be pertinent to the child's work and

should make suggestions for what parents can do.

Ideas for Flitting on a Recorded Message

General, LaLs ALeffirp41 JA2rel.
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Handout VI-10

Ideas for Messages and Special Recognitions

Ideas for School-Pfmilv Messages About an Individual Child

Ideas for School-Family Special Recognition For an Individual Child



Handout VI-II

Class Calendars, lievsletters. or Revsbriefs

Ideas for School-Fami;_v Communication Tbrpugb a Class calpndar

Ides s for Sc ool-Famil C mmunic T+ ou Class Newsle t Ne sb

MINNIEMMIMIDE,
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Handout V1-12
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Handout VI-13

Dear Colleague:

Earlier this year you received a self-instructional nodule about and
a sample of an "academic guidance sheet." The sheet was to send home to
parents to help them analyze why a child might be having trouble in school
and then take appropriate action. To find out if the sheets were useful to
you and the parents, we are asking you to answer the following questions
and return to

How many of the academic guidance sheets did you send to
parents?

How many interim progress reports or academic deficiency
reports did you send to parents?

How useful do you think the academic guidance sheets were
to parents? (Circle one)

Very useful Useful Not at all useful

What suggestions do you have for improving the academic
guidance. sheets?

to.pmwm .111...

What comments did parent have, if any, about the interim
progress reports and academic guidance sheets?



Do you have any indications that parents took any of the
suggested actions?

Other comments:

Thank you for your help.

a fif
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O.M.B. No. 51-S75060

LEARNING TO BE A SETTER PARENT

What to do: First, read what it says below &out each thing
you might learn more about. Then decide how much you feel
you need or want to learn more about that. For example,
if you feel you already know all or just about as much as
you need or want to know about "How Children Grow and
Develop," than mark the box Nothing More At A22. However,
if you feel you need or want to learn more about that,
then you may wiah to answer A Little More or A Lot More.
Put a check mark oor in the box under A Lot Mors, A Little
More or NothinoLNore At All for each gumption. We are
interested in what you feel. You may, of course, feel that
you need or want to learn more about some things, and no-
thing more about others. No one will judge you as a parent,
whatever your answers are. If you do not want to answer a
question, then leave it blank".

Nacre

My City 4 State

my Children's Ages (in years)

Name of Nearest Grade School

I. HOW
need

CHILDREN GROW AND DEVELOP. How much do you feel you
A LOT MORE A LITTLE MORE

NOTHING MORE
AT ALL

or want to learn more about:

1. Where you can find out about bow children develop. ( ) ( ) ( )

2. What your child should be able to learn at his'age,
so as not"to "push" your chili too much. ( ) ( ) ( )

3. How children grew into special, one-of-a-kind people.
( ) ( ( )

4. How the world looks and sounds to your child, and
s.-how to help him learn about it. ( ) ( ) ( )

5. How yoUr child's personality is formed. ( ) ( ) ( )

6. How your child learns to use his body by playing
(runs, jumps) . ( )

XI. TAKING BETTER CARE OF YOUR BABY. How much do You feel you
need or want to learn more about:

1. What happens before the baby comes (what to eat; what
drugs not to take; how long to wait before having
anothebaby; things that can happen to the baby).

2. How babies learn to talk (what the baby hears; what
it learns from what you do and say). ( )

3. HellAng the baby feel good (not too warm or cool;
enough to eat; food that might upset the baby; 'giving

III. TREATING
you

the baby room to move around).

YOUR CHILD LIKE A PERSON. How much do you feel

) (

F8"

) ( )

need or want to learn more about how to:

1. Tell what children are doing by watching them. ( ) ( ) ( )

2. Help your child see and accept his or her own feelings. ( ) ( ) )

3. Show love and care to your Child. ( ) () ( )

4. Talk with your Child about his problems and answer
his questions. ( ) ( ) ( )

5. Help your child to behave when he starts to fight. ( ) ) ( )
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A WI' MORE

6. Help your child learn to get along with family,
and friends. ( )

7. Help your child see why rules axe good. ( )

IV. TAXING CAME OF YOCR FAMILY. How such do you feel you
need or want to learn more about how to:

1. Pick things for the child's bed andofor his to
veer (so that they last and are easy to take
care of).

2. Find and take cars of a home for your family (how
to shop and pay for housing and furniture). ( )

( )

3. Pick the right foods and take care PO them so
they will not spoil (fix meals that are good for
your family's health).

V. TEACHING MD TRAINING YOUR CHILD. How much do you feel
You need or want to learn more about:

1. Uhat ways of teaching will work best with your
child (the way you teach; use of books, TV)., ( )

2. How to control your child by using reward, praise
and correction in a loving way (My to help your
child control himself). ( )

3. How to teach your child to be neat and clean and

to show good manners. ( )

4. How to get your child to go to bed on time (and AO

to rest or take naps). ( )

S. How to get your child to change from doing one
thing to doing something else. ( )

6. How to plan your child's use of TV (picking TV
programs, not watching toe much TV). ( )

7. How to place your chairs, tables and other things
so that your child will have room to play and learn
(and keeping some things out of sight so your child

will not want them) .

8. How to feed your child; teals his to feed himself;
and make eating fun for your Child. ( )

9. How to teach your child to dress and undress. ( )

10. How to help your child think for himself (choose
what he wants to do; make plans). ( )

11. How to teach your child to tell right from wrong
(to be moral).

VI. KEEPING YOUR FAMILY SAFE AND WELL. Low much do you feel

you need or want to learn more About:

1. How to keep your child from getting hurt (and how

to 91.110 first aid). ( )

2. How to keep your child wall (get shots and have the

doctor check your child). ( )
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3. How to know if something is wrong with your
child (is not learning; cannot walk well; can-
not 4ee or hear well).

4. How to know when your child is sick (has s fever
or says he hurts some place).

S. How to pick things that are safe to play with.

6. How to tell if your Child is growing right
(body size, height, weight).

VII. TAKING CAME OF THINGS AT HOME. How much do you feel
nu need or want to learn more about:

1. ?taking good use of your time (plan your time for
child care, house work, school or job, time for
yourself and your friends).

Getting good help with child cart (day care, baby
sitter, nursery school).

3. How your child deals with the way that your family
lives (people in the home, what they do together,
how they get along).

4. Finding help for people who don't take care of
their children, or who hurt their children.

VIII. YOURSELF AS A PARENT. Eicellac2LIELialeeLiaunts1
or want to learn more about:

1. Your own feelings and habits and how these help
or hurt your child care (how they affect your
Child care).

2. Your need to make your child mind you (how your
Own needs can affect how your child feels about
himself, and your child's learning).

3. Why your child will not mind you and how this
bothers you (how to get over being upset),

4. How to be sure that you are doing what is best
for your child (or your worries about what other
people think).

A LOT MORE A LITTLE MORE
NOTSING MORE

AT ALL

( ) (). ( )

( ) ( ) ( )

( ) ( ) ( )

t) t )

( ) ( ) ( )

( ) ) ( )

( ) ( ) ( )

( ) )

( ) ) ( )

( ) ( ) ( )

What to do: Just as before, read what it says about each thing from which you can learn. That is, if you
think you would enjoy learning about being a better parent from "reading books," then you may wish to answer
A Lot or A Little. But if you would not enjoy learning from "reading books," then mark the box Not At All.
You may, of cevrse, think that you would like to learn from some things and not from others. Put a check
mark (i4"in the box under A Lot, A Little or Not At All for each question.

A LOT

Ix. HOW :3 LEARN ABOUT SEING A SETTER PARENT. How much
would You like to learn about being a better parent from:

1. Reading books.

2. Talking with parents in group meetings.

3. Watching a special TV series. ( )

41,
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4. Seeing movies neer my home (at a school). C )

5. Having a person visit my home and talk with me
each week. t )

6. Seeing slides and hearing a person tell about

them. )

7. Reading about this in magazines ur in small
newspapers (4 to 8 pages long). t )

8. Hearing a special radio series. ( )

9. Listening to records or tapes. ( )

10. Playing games that teach me to be a better parent. t)

A LITTLE

c )

t )

t )

t )

)

( )

C )

NOT AT ALL

On TV or radio or in the movies, how much would you like to
learn from:

1. A funny show (humor, comedy, jokes). ) ( ) )

2. A talk show with well known guests and parents. ( ) t ) ( )

3. Stories about real people (not humor). ( ) ) )

4. Spacial stories done by actors (not humor). ) t) )

5. An M.D. (doctor) or other expert. t ) t) ( )

6. A show that goes into real people's homes. ( ) ( ) ( )

x. OTHER IDEAS. What else do You think you need or want to
learn more about in order to be a better ,parent? Print

so that your ideas will be easy to read.
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NOMINAL GROUP TICIMIQUZ: Guidelines for
Conducting MGT Meetings



Nominal Group Technique

Guidelines for Conducting NGT Meetings
Andre L.. Delbecci. Andrew H. Van de Yen, and David H. Gustafson

In order to illustrate the NGT [Nominal Group Technique; process. ft will be useful
to set up an imaginary meeting situation. We will use the case of twenty participants
from various large organizations, attending a training conference on group techniques
Our illustration will be a demonstration NGT entering. the purpose of which is to allow
participants to develop questions concerning how to conduct such meetings in back-
home settings.

Them is a secondary benefit in selecting this particular case illustration. The illus-
trated meeting format has been shown to be ass effective training device which evaders
may wish to use as a means to introduce other individualg to NGT.

Reprinted from Croup Techniques for Program PI:mning by Andre L. Dslbecq. AndrewH Van de Van and David 14 Gustafson pp 40-06 Copynght 19761 Scott. Foresman and Com-
pany
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Decision .Aloking

Figure a Meeting Room Arrangement for Three NCT Tables

Thus, the leader's welcoming statement should include:

1) A cordial and warm welcome.
2) A sense of importance concerning the group's task.
3) Clarification of the importance of each member's contribution.
4) An indication of the use or purpose of the meeting's output.

We can exemplify such an introduction by going back to our illustration meeting
of twenty participants from large organizations gathered to learn about the NCT tech
nique The leader of the meeting might begin as follows.

"1 want to express my appreciation to each of you for attending this workshop on
NCT. 1 cm aware that there are many other training opportunities as well as in
formal activities going on at our convention at the present time i appreciate the
sacrifice you have made to take advantage of this workshop. I welcome each of you
warmly to this session.

279



288 The leader passes a set of worksheets to each table. Worksheets are simpi lmoeGroup tablet paper with the nominal question written at the top.

"You will notice that the question which is the fociss of our meeting is the istag: What barriers do you anticipate in trying to use the NGT technique back hesne:"I would like each of you to take five minutes to list your ideas in response tothis question. in a brief phrase or a few words. on the worksheet in from of youPlease wc.rk independently of other members in identifying barriers which you.anticipate in trying to use NGT back home. During this period of independentthinking I ask that you not talk to other members. interrupt their thinking. or lootat their worksheets. Since this is the opportunity for each of us to prepare his ether contributions to the meeting. I would appreciate intense effort during thenext five minutes. At the end of five minutes. I will call time and suggest how wecan proceed to share our ideas. Are there any questions! Let's proceed then withour individual effort for the next five minutes."

The leader turns to his own worksheet and begins to write.

Steps guidelines. There are four key guidelines for serving as Icicles in Step

Resist nonprocess clarifications.
2) Have the question in writing.
3) Model good group behavior by writing in silence.
4) Unction individuals who disrupt the silent independent activity.

It is important to note that . . . the leader should avoid providing answers to thequestion for the group. Experimental evidence clearly sham, that a leader who en-gages in detailed clarification of group tasks tends to lead the group toward his or herinterpretation of the task In this case. the more the leader "clarifies" the question byproviding exemplary answers. the more the group focuses on the leader's frame ofreference.
For example, if the leader in our case illustration was asked: "By barriers. do youmean leek of necessary skills?" and answered by saying: "Sure, that might be a bather.For example. perhaps the person trying to use the technique back home did not haveprior experience with the technique." he or she will have lee the group to focus onleadership skills as a bather. In fact. for the particular group of administrators present.other barriers such as status impediments. group compositions. etc.. might be far moreimportant.
The appropriate answer the leader should give is: "Any barrier which comesto your mind should be written on your worksheet."
If a member of the group still asks for greater clarification of the question. a usefultechnique is for the leader to answer "Think of the question as an inkblot. I want youto look at the words on the worksheet and write those ideas which come to your mindwhen you read the questions." Such a response is obviously dependent on having thequestion in writing in front of the group members.
As alternatives to worksheets. the leader can write the stimulus question on aflip chart in front of the group. In any case, having the question in writing cies:1y aidsgroup concentration on the appropriate question and decreases need for clarification.The NG'S leader is no smelly not an outsider to the meeting. but rather a working

participant. As such. he or she should provide a model of appropriate group behaviorduring the silent generation phase. A leader who is working hard at the task providesep example of pod group behavior. A leader who distracts the group by entsaging
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DPCI 5 ler-Making

There is general agreement among scholars that the sharing of all ideas and equati.ration of participation increases group creativity. The rather mechanical format ofgoing to each member in turn to elicit ideas establishes an important behavior patternBy the second or third round of idea giving. each member is an achieved participantin the group. A precedent for further participation has been accomplished withoutcompetition with high- status members, more aggressive personalities, or more 'mo-tional members. _-
A major concern in group meetings is problem-centeredneu. Earlier we documerited the importance of a group identifying all the elements of a problem and avoid.ing premature problem definition. By listing the entire array of ideas before discussionand voting. the group ensures that significant ideas will not get lost or forgotten. Listsalso facilitate hitchhiking and allow for the considetation of conflicting ideas withoutpressure.
The fact that a list is written is of particular impartance. A written idea is moreobjective and less personal than a verbal statement. If the idea is in writing. indi-viduals are better able to separate it from the personality or position of the individualcontributing it. Also. groups an able to dial with a larger number of ideas in writingAs a roi h rule of thumb. individuals remember 40 percent of what they can bear.but 70 percent of what they can both see and hear. The written list also becomes thegroup's mastery, providing minutes and a working draft for later rafinenient.Going from member to member eliciting only one idea at a time has its benefitsas well. It is not unusual for as much as a third of an individual's ideas relative to aproblem to remain unspoken. .Embarrassment. conservatism: fear of self-disclosure.etc.. contribute much to the often spoken of "hidden wads." In pilot mattes. inti-vidual group members were asked to present their entire list to the group at Doe time.The effects were to: (I) have members hide a substantial number of ideas: and 121decrease the depersonalization of ideas since it was easy to ieerstify a cluster of ideaswith an individual. Round-robin listing minimizes both negative futures. First.individuals are given models for self-disclosure. The example of early risk-takersencourages other group members to present mare controversial ideas. Second. asthe list progresses in length. it is more and more difficult and less rev/ailing to try toremember who presented what ides. Instead. the list becomes a depersonalized groupproduct.

Finally. the written list is an important early group reward. Members are impressedwith the array of ideas generated by the group. the amount of overlap of ideas providingareas of agreement and consensus. the differentisted contninitions of individual groupmembers. and the immediate richness of resources for further analysis. At the sametime. the group is protected against premature focus on selected ideas or problemsimplification.
Inasmuch as round-robin listing is it the heart of the NCT feedback process. care-ful attention to this step is warranted.

Step 2 guidelines. Leader requirements for this step include:

1) Clear verbal statement of the step:
a. the objective is to map the group's thinking.
b. ideas should be presented in brief words or phrases.
c. ideas will be taken serially.
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There are situations where individuals seem incapable of presenting their ideas anbrief statements. A member might say: The need for adequate physical faciiii itsthe effectiveness of the technique tospecial situations and physical !rations." Recaroen will soon wear out the feltpens and patience dealingwith such lengthy statement.It is appropriate to ask members: '`Could you think of s slightly shorter way of An methe idea on the flip chart?" The burden of abbreviation can thus be sent back to themember. A stubborn member who seems determined to speak in epistles rather th4nphrases can be disciplined by saying: "Would you think about that idea fora few minutes and I will come back to you end ask for a few words or short phase we can pite.on the chart." Then the loader can continue, and return to the wordy group memberafter two or three others have given their ideas. In rare situations (usually research situ,.(ions with individuals of very limited education) it is appropriate for the recorder tohelp a member summarize or abbreviate ideas. This, however. should be avoided w heft.possible. The edvantzges of using the words of the group member are: it an increawdperception of equality and member importance: (2) greater ego Identification with theUsk: and (3) a lack of feeling that the leader- recorder is manipulating the groupMembers of %CT groups will sometimes engage in one of several disrupts% e be.haviors during the round-robin listing phase. These include: trying to discuss Ideasrather than list them; arguing with Ideas as dtey are presented. asking the leader torule on duplications: and engaging in side conversations. All of these behav ion shouldbe sanctioned when they occur. A member who says: 'm not quite sure of this IdeaPerhaps we should talk about it before we put it on the list." should be encouraged tosimply list the idea with an indication that adequate discussion time for all ideas willfollow.
The decision as to whether an item is the same as or different from an earlier ideashould not be debated. Place responsibility back on the group member by saying. -Ifyou feel your idea is slightly different. lets put it up on the chart."
The goal of Step 2. then. is a rapid. accurate list of ideas in brief words or phrases.recorded in writing cn a flip chart in front of the entire group. This list becomes theguide for further discussion and a depersonalized mapping of the group's ideation.

Step 3: Serial Discussion for Clarification

The third step of NGT is to discuss each idea in turn? The benefits of this step are

1) Avoidance of focusing unduly on any particular idea or subset of ideas2) Opportunity for clarification and elimination of misunderstanding3) Opportunity to provide the logic behind arguments and disagreements.4) Recording of differences of opinion without undue argumentation.

Serial discussion means taking each idea listed on the flip chart in order. and al-lowing a short period of time for the discussion of each ides. The leader points to Item 1.reads it out loud. and asks the group if there are any questions. statements of clarifica-tion. or statements of agreement of disagreement which members would like to makeabout it. The leader allows for discussion, and then moves the group on to Item 2.Item 3. etc.
The dynam .c.s of the resulting communication concerning each idea are importantto understand. First. the central object of the discussion is to clarify. not In win argu-ments. In its simplest form. clarification helps other members understand tne meaningof the brief words or phrases on the chart. (lt is hardly aineliiiry to belabor the pointthat written communication is often subject to misunderstanding )Aftr:Tr a brief explans-
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-Finally, let me point out that the author of the item need not feel ehiliNd

Croup
clarify or explain an item. Any member of the group can play that role

Dveision.Aleiking (Going to the flip chart. the leader points to hem 1.3 "Me there any questimscomments group members would like to make about Item ir.
Generally. groups will spend a little time on each item without

much learivTmention once the serial discussion has progressed for a few minutes. It will he (pd.natural for the group to be e little wordier and discuss early items longer than Lawitems. For example. if the group generates eighteen items. the first six or seen vandiscussed longer than theists: items. This will not affect final voting so loos as Ihr howitems are discussed long enough for adequate clarification. People will also become
more time conscious as the discussion progresses and mom disciplined in avoidinglengthy. nonfunctional discussion.

Where sn argument occurs. a leader an intervene by saying: "I think we under.stand both points of view at this point. Perhaps. however. we should move on to thenext item in the interest of time."
Since personal satisfaction is related to the opportunity to discuss items. the leadershould not overpace or drive the group through the item list. Groups generally willpace themselves if the leader clearly indicates the available time for this step of themeeting.
Finally. we should note that individuals should not be asked to clarify their ownitems. Imagine a situation when a subordinate technician listed an item sue& as -In-adequate supervisory clarificaiion.- Several administrators are present, including hisown supervisor. if a group member turns to the author of the itemand says: loe. what

do you mean by that statement" it could put foe on the soot. A skillful leader shouldalways Interveneand say: "Let's not ask individuals to explain Items unless they chooseto. Mary. what do the words mean to you?"Although most of the time individuals willvolunteer to clarify their own items. the precedent should be established that clarifica-
tion is a group task. not necessarily the unilateral responsibility of the author of the
item.

Step 4: Preliminary Vote on item Importance
The average NGT meeting will generate over twelve items in each group during itsidea-generation phase. Through serial discussion. group members will come to under-stand the meaning of the item. the logic behind the !tem. and arguments for and against
the importance of individual items. In some manner. however. the group must aggre-gate the iudgments of individual members in order to determine the relative importanceof individual items.

Management Science has devoted great effort to determining appropriate mochanisms for aggregating group Judgments. It has been shown that the following methodincreases judgmental accuracy the ability of a group to arrive at a decision which re-
flects true group preferences).'

1) Having individual members of the group make independent judgments.2) Expressing these individual ludgMents mathematically by rank-ordering and/orrating items.
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296 still further information. The listing in the above figure would seem to indicate that
group items 3. 7. S. and 13 WE the most important, Yet such I process does not yield anyDecsion.Moiong measure of degree of importance. Rank- ordering can provide greater information hugint that the members were asked to assign a value of 5 to the most important item. and avalue of 1 to the lust important item. New the results of the voting are again tallied

ITEM VOTES

1 3.2
2
3 5-5-4.5-4
7 I.2-1-3-1
9 4.3-24-2

10 3.2
22 2
13 1- 2.5.5.1

Now it is clear that items 3. 7. 9. and 13. which seemed to be equal in importancewhen single listing was used. are really very different in importance when ranked.To summarize, we can increase Judgmental accuracy by having group membersmake individual judgments and express these judgments mathematically. With thisbrief introduction. we can proceed with a description of a simple voting process oftenused in NGT meetings.

Step 4 guidelines. The simplest and most often used voting procedure in NCI is arank-ordering which entails the following leadership steps:

1) Ask tile group to select from the entire list of ideas on the flip chart a specific numberof "priority- or .nost important items.
a. have group rAtembers place each priority item on a separate 3 w 5 card.b. after members have their set of priority cards. have them rank-order the cards.one at a time.

2) Collect the cards and shuffle them. and record the vote on a flip chart in front of thegroup.

After a good deal of experimentation. the above steps have been routinized into asimple format However. they rely heavily on very clear instructions from the leader.so the following guidelines should be read carefully.The leader begins the voting procedure with a statement as follows:
"We have now completed our discussion of the entire list of ideas. have clarifiedthe meaning of each idea. and have discussed the areas of agreemelt and disagree-ment. At this time. I would like to have the lodgment of each group member con-cerning the most important ideas on the list.

"To accomplish this step I wonder if each of you would take five 3 x 5 indexcards.
[The leader hands a set of index cards to participants at the table.)
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[The leader gives the group an opportunity to study their cards j"Please write a number S in the lower right-band corner of thecard and underlinethe number three times.
"Turn dist card over and look at the remaining four cards. Of the ',maim nit 1010cards. which is the least important' Writea number t in the lower right-hand cawand underline that number three times."

The leader then proceeds to have the group choose the most important ui the re_retaining three cards (number rank 43. the least important of the remaining tWV Card.{number rank 2) and to have the group write number 3 an the last card Figure s il-lustrates a sample index card. The group is given time to reexamine their tankcrdes.before passing the cud' to the leader. When all the cards are in. the leaderthem to preserve anonymity. so that no individual member's voting pattern can tieidentified.
The procedure of ranking one card at a time is to slow the group members intmaking careful iterative decisions. rather than hasty decisions. The technique of goinafrom most important to least important is optional but helps maintain interestThe leader then makes a ballot sheet on a flip chart. numbering the left-hand sideof the sheet in accordance with the number of items te.g.. eighteen) from the round-

Figur* 3 index Card Illustrating Rank-Order Voting Process.

Number from
original group
flip chart list
(Figure 2

AMINIMMIIPPIM

Lack of skill in conducting
this type of meeting

2

Number indicating
tank -order

robin listing. He or she then asks one group member to raid the Item number and therank number from the stack of voting cards. For example. the index card illustratedin Figure 3 would be read 5-2. meaning Hem 5 was ranked 2. With one group memberreading and the leader recording. the preliminary vote is tallied as in Figure 4.
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ion votes. however. to make sure that the differences arrant artificially caused by uneque:
nt-tap information. misinformation. or misunderstanding.
CleCAMA Milking ft is possible that an item receiving vote of t5 -5) might be discussed b the two

members who feel the item is the most important. although no other group membez.
selected it as one of their priority items.

Although discussion prior to revolting seldom results in radical changes whrt..
the judgments of the group are concerned with-critical or technical matters. the add,
tional clarification can result in a more accurate final vote.

Step 5 guidelines. The role of the leader in Step 5 is to;

1) Define the task of this discussion as clarification. not social pressure.
2) Ensure that the discussion is brief. so as not to distort perceptions of items not tits.

cussed.

Studies of voting show that a threestep processvoting. discussion. revottnt-
provides a more accurate indication of preferences than voting alone. However. the
evidence is somewhat contradictory. Without getting into the scientific debate we
would offer the following speculation. groups who do not talk over votes sometime,
mike errors due to misinformation. misunderstanding. or unequal information. A brill
discussion of the first vote assures that this does not occur. On the other hand. lengths
discussion of earlier judgments can distort. group judgment by focusing too much at.
tention on the itenis"discussed as against the, total arts of items. Thus. in some studies
discussion decreases iiiiiuracy In striking a balance between costs and benefits of dic.
cussion and mating. the way the leader introduces Step 5 and the amount of time
devoted to the step are important. With respect to the latter. the discussion of the vote
should be short so as not to distort judgments. With respect to role definitions. the
following statements at One beginning and end of the discussion are appropriate

(At the beginning . . .) 'it may be worthwhile to briefly examine the voting pattern
in front of us to see if there are any inconsistencies. sop-rises. or differences mem-
bers wish to comment on.

"The purpose of this discussion is not to prelsure any member to change his or
her vote. On the other hand, if we gain additional c.arifiCation, some members
may wish to modify their original vote." .

[At the end . . "Once again. the purpose of this discussion has not been to pres.
sure you to change your original Vote. 'Indeed. you should think carefully before
doing so. However. if you honestly have a new perspective as a result of the dis-
cussion. you should change your vote."

Step 5: Final Vole

Step 6 is the final NCT step. This vote combines individual judgments into a group
decision. The final vote:

t) Determines the outcome 'of the meeting.
2) Provides a sense of closure and accomplishment.
3) Documents the group judgment.
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Vivre ti A Rating Form for NC? Final %/Dona

ho from
flip chin hem Description

egme,=1M

Relative Importance
Not important Very Importaht

0 1 2 3

1.11

0 1 2 3

0 1 2 3

j DS 3

2 3

M. I MI I I WI4 567 c93u
......1. P.s1 .4 557$ eit)

4 5 6 7 II 9 to

-L--
4 5 6 7 9 10

4 5 6 7 $ 9 10

Instructions
1. Choose. the five most important items from the flip chart. and list them in rank -order itbott
2 Identify the items by using the number and description from the flip chart.
3 Rate each item in terms of its imponance an the 0-10 scale, with 0 being unimportant. and 10being very important

most important. Then. making utike of the rating forms in Figures S and 6. members ratethe relative importance of the selected priority items.
In summary. if one desires an understanding of the magnitude of differencesbetween priorities. a citing of priorities is recommended. . . . On the other hand. if thetopic is very general. a simple reronking of priorities as in Step 4 may be sufficient . .

NOTES AND REFERENCES

1. Hitchhiking as used here refers to the fact that ideas limed on the flip chg.t by onemember may stimulate another member to think of an idea he had not wo,ten on his
worksheet during the silent period In this case. he is fret to add the nevi idu to hisworksheet and report it for fisting on the flip chart when 11'7 turn r

2. Interaction has a positive impact on evaluation. The benefit of discussicn seems torelate primarily to the opportunity for increased clarification. informattcei giving.and the sharing of analysis and logic behind ludgmer.ts. This opportunity for dart-fication accounts for the tendency of group judgment to be superior to iso5ted
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836/756-2401

THE NETWORK, Inc.
290 South Main Street
Andover, Massachusetts 01810

617/470-1080

Northwest Regional Educational Laboratory

300 S. W. Sixth Avenue
Portland, Oregon 97204
503/248-6800

National Center for Research in Vocational Education

Ohio State University
1960 Kenny Road
Columbus, Ohio 43210

614/486-3655

Center for Educational Policy and Management

College of Education
University of Oregon
Eugene, Oigon 97403
503/686-5173

Research for Better Schools
444 North Third Street
Philadelphia, Pennsylvania 19123

215/574-9300
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Southwest Educational Development Laboratory
211 East Seventh Street
Austin, Texas 78701
512/476-6861

Institute for Research on Educational Finance and Governance
CERAS Building, School of Education
Stanford University
Stanford, California 94305
415/497-0957

SWRL Educational Research and Development
4665 Lampoon Avenue
Los Alamitos, California 90720
213/596-7661

Research and Development Center for Teacher Education
Education Annex 3.203
The University of Texas at Austin
Austin, Texas 78712
512/471-1343

Center for the Study of Evaluation
UCLA Graduate School of Education
145 Moore Ball
Los Angeles, California 90024
213/825-4711
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A Basic Questionnaire

Although evaluative instruments need to be tailored to the particular staff development activities, there are

certain fundamental concerns which can be identified. Following the guidelines of Harris (1980) and Baden

(1980), a simple questionnaire could be constructed. Containing only six responses, the questionnaire elicits

important information about the participant, the activity, the results, and participants' suggestions for

improvement. A sample questionnaire is shown below:

Title of Workshop

Presenter
Date

I

3

Please indicate your teaching experience.
1-2 years 3-5 years 6-10 yeas_ _ _
I1 -I5 years more than 15 years_

Indicate your group assignment.
Teacher leader . Administrator leader_ Consultant leader _ Supervisor leader Aitatoi

Rate the usefulness of the content in terms of your job responsibilities

Useful 1 I I I Useless

Rate the effectiveness of the presenter4.

Effective 1 I I Ineffective

5 How motivated are you to adapt the ideas for your classroom'
will
definitely

Very

adapt I 1
skeptical

e How could this workshop have been more effective:s

These six questions can be readily answered. Yet they provide a rich source for evaluating mayor areas,

including the participants' motivations. The questionnaire could be given immediately following the presentation

and then, with modifications. could be sent to individual teachers a month or two later. Asking participants to

identify themselves is essential if there is to be long-term follow-up. But an explanation of why names are nceded

is mandatory so that participants will provide honest responses.

From: Staff Developm2nt Leadership: A Resource Book. 1983. Columbus, Ohio:

Ohio Department of Education.
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Boyd County COET Training

1. One feature of this workshop that I particularly liked was:

2. I learned the following things at the workshop:

3. This workshop could %ave been improv,, f:

4. I would like to learn more about:



AEL-REGIONALEXCHANGEWORKSHOPEVALUATION
EDUCATIONAL SERVICES OFFICE

CHARLESTON, WV 25325

Workshop:
"effective Schools Are America's Best Bet"

Date: April 17-18, 1984

Place! Nashville, Tennessep

would be willing to discuss further impressions of this workshop with AEL staff or with the Rx evaluator_

Name:

Business telephone:

ft. Background (check one)

1. Professional affiliation

State Departmept of Education
(specify state):

Intermediate Service Agency

Local Education Agency

College or University

Other (specify):

2. Professional role

Instructional Supervisor

Curriculum Specialist

Dissemination Specialist

Evaluation and/or Research Specialist

Teacher

Administrator (specify):

Other (specify):

3. Check the number of previous Rx-sponsored workshops
attended:

none 1-3 4-6 more than 6

4. Rate each of the following possible reasons that you
attended the Rx workshop: 3 = very important; 2 =
somewhat important; I = not important

294

Topics of high personal interest

Information presented will be useful back home

Opportunity to interact with professional peers

Opportunity to interact with presenters/consultants

Topics of direct relevance to my job

Other (specify):

Other (specify):

B. Workshop Objectives

Workshop objectives are attached. Refer to them in
answering questions BI and 2.

1. Rate the degree to which each stated workshop
objective was met: 3 = fully; 2 4- somewhat;
1 = not met

2. Rate the degree to Ohich each objective is rele-
vant to your work: 3 = extremely; 2 = somewhat;
1 = not relevant

E. O. 11E5rEaVriti

IIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIIII
Comments:

C. Workshop Implementation

Indicate for each statement below the response most

appropriate from your perspective: 4 = absolutely,

yes; 3 = mostly, yes; 2 = mostly, no; 1 = absolutely,

no

1. Consultants and presenters were well
prepared.

2. Rx staff and presenters were open to
4, my suggestions and input.

3. Presentations were clear.

4. Presentations were practical.

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1
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C. Workshop Implementation (Continued)

5. Presentations were relevant.

6. Sessions provided adequate time for
questions and discussion.

7. Written workshop materials were
useful.

8. Written workshop materials were
comprehensive.

9. Written workshop materials were
relevant.

10. The sessions acquainted me with
new human and material resources.

11. The workshop sessions were scheduled
to reflect flexibility and adequate
provisions for participants to self-
select as needed.

12. Pre-workshop materials were helpful.

13. Pre-workshop materials accurately
portrayed the workshop.

14. The workshop atmosphere was con-
ducive to learning.

15. The workshop was well managed by
Rx staff and consultants.

"s16. The physical facilities for this
workshop were adequate.

17: The site for this workshop was
easy to get to.

18. On balance-, this was an excellent
inservice activity.

Comments;

4 3 2 I

4 3 2 1

4 3 2 1

4 3 2 1

4 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 I

4 3

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

D. Workshop Outcomes/Benefits

Circle one of the rating's (4 = absolutely yeek; 3 = mos

yes; 2 = mostly no; and , = absolutely no) which-be/ft-
reflects your assessment of the outcomes/benefits of the

workshop.

1. Workshop provided me with new infor-
mation an3 awarzeness about products
and programs pertaining to the
topic(s).
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4 3 2 1
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D. Workshop Outcomes/Benefits (Continued)

2. Workshop helped me to locate and
follow-up on programs/practices
which meet my needs.

3. I gained knowledge about what other
states and organizations are doing
on the topic.

4. I would distribute workshop materials
or share what I have learned with
colleagues and clients.

5. I would conduct a similar workshop
for my clients.

6. I would use workshop materials to
conduct inservice activities for
my staff.

7. I would use some pl the preseliters/
consultants at the workshop to help
me plan my program.

8. I would incorporate what I have
learned in our own program.

9. I would contact ESO for more infor-
mation or assistance on the topic.

10. I would use what I have learned to

stimulate joint planning activities
with my colleagues.

11. I would like to be informed about
services EEO can provide on the
topic.

12. I would attend other workshops
sponsored by ESO.

Comments:

4 3 2

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

OP
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AEL-School-Family Relations Workshop Evaluation

P. O. Box 1348
Charleston, VV 25325

Works:win Improving School-flame Communications: Using A Resource
Notebook

Teachers and Other Specialists

Mae: October 16-17, 1984

I would be willing to discuss further impressions of his workshop with AEL staff.

Name:

Business Telephone: .1111.

SS

A. Background (check one)

1. Professional affiliation

State Department of Education
(specify state)

Intermediate Service Agency

Local Education Agency

College or University

Other (specify):

Professional role

Instructional Supervisor

Curriculum rpecialist

Teacher

Administrator (specify):

Other (specify):

3. Rate each of the following possible reason's!. that you
attended this workshop: 3 very important; 2 .1

somewhat important; I = not important

Topics of high personal interest

Information presented will be useful ,back home

Opportunity to interact with professional peers

Opportunity to interact with presenters/consultants

Topics of direct relevance to my job

...
Other (specify):

Other (specify):
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B. Workshop Objectives

Workshop objectives are attached. Refer to them in answering
questions BI and 2.

1. Rate the degree to which each stated workshop objective was
met; 3 fully; 2 scmewhat; l not met

2. Rate the degree to which each objective is relevant to your
work: 3 = extremely; 2 w somewhat; 1 = not relevant

1 Ili jective 2 Objective 3_111)ective

Comments:

C. Workshop implementation

Indicate for each statement below the response most appropriate
from your. perspective; 4 absolutely, yes; 3 mostly, yes;
2 mostly, no; 1 is sbsolutely, no

1. Consultants and presenters were well
prepared. 4 3 2 1

2, AE. staff and presenters were open to
my suggestions and input. 3004 3 2 1
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3. Presentation% were clear.

4. PresentSions were practical.

S. resentations were relevant.

6. Sessions provided adequate time for
questions and discussion.

7. Written workshop materials were useful.

8. Written workshop materials were compre-
hensive.

9. Written workshop materials 'were
relevant.

10. The TI!SiiwnS 301.:Ainted me with new
human and material resources.

11. The workshop sessions we:a scheduled
to reflect flexibility.

12. Pre-works terials accurately
portray the workshop.

13. The workshop atmosphere was conducive
to learning.

14. The workshop was well managed by AEL
staff and consultants.

15. The physical facilities for this
workshop were adequate.

16. The site for this workshop was easy
to get to.

17. On balance, this was an excellent
inservice activity,

Comments:

4 3 2 I

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2 4

4 3 2 1

4 3 2 1

4 3 2 1

D. Workshop Outcomes/Benefits

Circle one of the ratings (4 absolutely yes; 3 4 mostly yes;
2 s mo-tly no; and 1 absolutely no) which best reflects
your assessment of the outcomes/benefits of the workshop.

1. Workshop provided me with OCW informa-
tion and awareness about products and
programs pertaining to the topic(s). 4 3 2 1
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D. Workshop Outcomei/Benefits (continued)

2. Workshop helped me to locate and follow-up on
programs/practices which meet my needs.

3. I gained knowledge about what other states
And organizations are doing on the topic.

4. I would distribute workshop materials or
share what I have learned with colleagues
and clients.

S. I would conduct a similar workshop for my
clients.,

6, I would use workshop materials to conduct
inservice activities for my staff.

7. I would use some of the presenters/consul-
tants at the workshop to help me plan my
program.

B. I would incorporate what I have learned in
our own program.

9. I would contact AEL for more information or
assistance on the topic.

10. I would use what I have learned to stimulate
joint planning activities with my colleagues.

11. I would like to be informed about services
AEI. can provide on the topic.

12. I would attend other workshops sponsored
by AEL.

Comments:

4 3 2 1

4 3 2 1

4 3 2 1

4 3 2

4 5 Z I

4 3 2 1

4 3 2 1

4 3 2 I

4 3 2 1

4 3 2

4 3 2
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Improving School -Home Communications: Using A Resource Notebook
9

Objectives for Teachers, Specialists, and Other
School Personnel Working Directly with Families

1. Participants will learn current research and recommendations relating
to school-family relations and parent involvement, with emphasis on
the Appalachian Region.

2. Participants will learn and practice skills in school-family communi-
cations.

3. Participants will develop school-family communication materials and
plan for implementation in their own schools.

303



AEL-School-Family Relations Workshop Evaluation

P. 0. Box 1348
Charleston, WV 25325

Workshop: Improving School-Home Communications: Using A Resource

17aEEBiik

Staff Development Specialists

Date: October 15-17, 1984

wuuld be willing to discus further impressions of this workshop with AEL staff.

Name:

Business Telephone:

A, Background (check one)

1. Professional affiliation

State Department of Education
(specify state):

Intermediate Service Agency

Local Education Agency

College or University

Other (specify):

Professional role

Instructional Supervisor

Curriculum Specialist

Teacher

Administrator (specify);

Other (specify):

3. Rate cam of the followkng possible reasons that you
atten'A!d this workshop: 3 very important; 2

somewhat important; I not important

Topics of high personal interest

1.

MINEMINMERM,

Information presented will be useft.1 hack home

Opportunity to interact with professional peers

Opportunity to interact with presenters /consultants

Topics of direct relevance to my job

Other (specify):

Other (specify):
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B. Workshop Objectives

Workshop objectives are attached. Refer to them in answering

questions ill and 2.

1. Rate the degree to which each stated workshop objective was

met: 3 fully; 2 somewhat; I not met

Objective 1 Objective 2 Oh ective 3

2. Rate the degree to which each objective is relevant to your

work: 3 extremely; 2 somewhat; 1 not relevant

Objective 1 Objective 2 Objective 3

Comments: 1111M=1.1ft

..
C, Workshop Implementation

Indicate for each statement below the response most appropriate

from your perspective: 4 absolutely, yes; 3 mostly, yes;

2 mostly, no; I absolutely, no

1. Consultants and presenters were well

prepared. 4 3 2 1

2. AEI, .taff and presenters were open to

my suggestions and input.
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Woi_shop Implementation (continued;

tose,! 3. Presentations were clear. 4 3 2 1

4. Presentations were practical. 4 3 2 1

=0. S. Presentations were relevant. 4 3 2 1

wm4:
b. Sessions provided adequate time for

' questions and discussioa. 4 3 2 I

:pw 7. Written workshop materials were useful. 4 3 2 1

1=3 8. Written workshop materials were compre-
PIM"
erg

hensive. 4 3 2 1

9. Written workshop materials were
relevant. 4 3 2 1

10. The sessions acquainted we with new
human and material resources. 4 3 2 1

11. The workshop sessions were scheduled
to reflect flexibility. 4 3 2 I

O. Pre-workshop materials accurately
portrayed the workshop. 4 3 2 1

13. The workshop atmosphere was conducive
to learning. 4 3 2 1

14. The workshop was well managed by AEL
staff and consultants. 4 3 2 1

15. The physical facilities for this
workshop were adequate. 4 3 2 1

16. The site for this workshop was easy
to get to. 46 3 2

0

17. On balance, this was an excellent
in.ervice activity. 4 3 2 1

Comments:

1. workshop Outcomes/Benefits

Circle one of the ratings (4 is absolutely yes; 3 mostly yes;
2 mostly no; and I x absolutely no) which best reflects
yozr assessment of the outcomes/benefits of the workshop.

1. Workshop provided me with new informa-
tion and awareness about products and
programs pertaining to the topic(s). 4 3 2 1

O. Workshop Outcomes/Benefits (continued)

2. Workshop helped me to locate and follow-up on
programs/practices which meet my needs.

3. I gained knowledge about what other states
and organizations are doing on the topic.

4. I would distribute workshop materials or
share what I have learned with colleagues
and clients.

S. I would conduct a similar workshop for my
clients.

6. I would use workshop materials to conduct
inservice activities for my staff.

7. I would use some of the presenters/consul-
tants at the workshop to help me plan my
program.

8. I would incorporate what I have learned in
OUT own program.

9. I would contact AEL for more information or
assistance on the topic.

10. I would use what I have learned to stimulate
joint planning activities with my colleagues.

11. I would like to be informed about services
AEL can provide on the topic.

12. I would attend other workshops sponsored
by AEL.

Comments:

4 3 2

4 3 2 1

4 3 2 1

4 3 2 f

4 3 2 1

4 3 2 1

4 3 2 1

3 2 1

4 3 2 1

4 3 2 1

4 3 2 1
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Improving School-Home Communications: Using A Resource Notebook

Objectives for Staff Development Specialists

1. Staff Development Specialists will learn current research and
recommendations relating to:

A. school-family relations, with emphasis on the Appalachian
Region, and

B. staff development in today's schools.

Staff Specialists will learn and practice skills
iischool-f ily communication.

3. Staff Development Specialists will plan and implement selected
staff development activities using the principles and procedures
in the Staff Development Resource Notebook for School-Family
Relations.


