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Foreword

3414
Benjamin P. Ebersole

AIME

The ring of respect encircling students, teachers, and parents is an
essential relationship for effective learning. A break anywhere in the
circle results in a breakdown in student performance. If there is close j
communication, cooperation, sincere however, there seems to be .

no limit to what might happen students learn more, teachers are more'
fulfilled, and parents feel better about their children and themselves.

Unfortunately, conditions too often do not promote this sense of
mutual support and effort. Families are sometimes not very comfortable
or comforting places in which to live. School personnel are not always
as caring or committed as could be hoped for. Both homes and schools
can be scarey places.

ASCD has a deep interest in having the school and the home engage
in positive interaction. Parents need to know about not only the dramatic
events reixarted by the media, but also about day-in and day-out school
activities. They need to be involved; they need to participate. Educators
must have the security and faith to believe that the more parents and
other citizens are involved, the more they will understand and support
the schools. If this doesn't happen, then something is wrong.

Partners: Parents and Schools addresses this important topic. The
authors review some of the premises and practices of parent participa-
tion, they analyze the assumptions, report on parents' perceptions of the
curriculum and the school, examine the constitutional and legal basis of
the parent role for power sharing, and suggest ways the relationship
might be more productive.

This document is perceptive, interesting, and valuable. In a balanced
presentation, the authors make the major points that parental participa-
tion influence, student performance, and that time spent with paronts
by school personnel results in better learning. ASCD is pleased to present
this publication to its members, other professionals, and to parents, who
are all, in the true sense of the word, educators.

BENJAMIN P. EBERSOLE

President, 1979-80
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41414
Billy Magan

With programs such as "Fail-Safe," the Houston, Texas,
public schools are creating new relationships between
home and school. Billy Reagan, Superintendent of Schools
in Houston, is primarily responsible for the
extensive parent involvement effort.

As educators search diligently for solutions to today's education prob-
lems it is important to take a long look at- why these problems exist.
The schools and the educational process have improved. We know more
now than we have ever known before about the psychology of learning;
we have more technology and media; teachers are as well prepared, if
not better prepared, than ever before. Schools are providing educational
programs never before offered. There are year round schools, alternative
schools, extended day schools, tutorial programs, students paid to attend
school, and a host of new organizational and instructional structures
and modes. The list could go on and on relative to what has been done
and is being done to improve the education of every person who attends
school in the United States.

The difference in schools today does not lie primarily with what is
being done or not being done by the schools. The difference is in the
ctudents. As we seek answers to educational problems today some of
the facts are conclusive:

1. We serve a vastly different student population.

2. There is a tremendous increase in the amount of knowledge to
be disseminated.

3. There is an unbelievable mobility of population.
4. There is a tremendous change in the family structure with more

breakdown of marriages than ever before, a factor which creates a seri-
ous problem for children.

S. There is the trauma' of desegregation, which often involves up-
rooting a stable communityschool environment.

1
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Because the problems of education are not problems of the schools
alone, parents can and must be involved in a meaningful way in the
education of their children. However, rather than encouraging parent
participation, schools are closing the doors. Parents are closed out by the
new math; by educational jargon; and by a school day which, due to
collective bargaining, no longer,allows time for parent conferences. .

In the past, parent organizations were content to sponsor school-
wide events and money-raising activities. As discussed within the con-
text of the following pages, the PTA is now making an effort to present
a global concern and to change from a passive role to one of active
participation in improving education.

If concerned persons will deal with the expectations of education
versus the reality of what can be done with the available resources (in-
cluding the time available to work with students), we can bridge the gap
and bring the home and -school closer together. But involving parents
requires leadership by school personnel. Teachers must build partner-
ships with parents if they are to make them feel accepted and needed.

In the Houston IndependentSchool District this became a reality in
1978 with the implementation of a parent assist program designated as
"Operation Fail-Safe." We learned that parents were willing to come to
the school to find out how to help their children. In exchange for their
concern and participation, parents were given three things: a friendly,
accepting atmosphere; the truth about their child's educational standing;
and specific activities they could use to help their child improve. The first
was accomplished through inservice and the latter two through the use
of a computerized diagnosis and prescription.

Research in our district supports the position that "time on task,"
or the amount of time a student spends on a learning task, is com-
mensurate with how much he or she will learn. Obviously, there is a
limit to the amount of time each teacher can spend with each child in a
room of 30 students. Worse still, )ecause of absenteeism, mobility, and/
or disinterest, the teacher often has even less time with r tain children.
Most of the children performing below grade level art ... e who enroll
after the opening of-school each year and who are often absent. These
children can never catch up without extra assistance. Due to limited
school resources and limited teaching time, the most logical source of
assktance is from the parents. In Houston, Operation Fail-Safe has helped.

Parental involvement holds the greatest promise for meeting the
needs of the childit can be a reality rather than a professional dream.
Of course, the bottom line is not only that involving parents holds the
most realistic hope for individual children but it serves as a hop for
renewing the public's faith in education. This faith is needed if public
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schools are to continue as a strong institution in our democratic form of
government, which, ironically, can only survive with a strong educational
program.

8
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The Effects of Parent
Involvement on Schooling

OrgIrs4..uordon

Ira Cordon, noted scholar and deSigner of programs in early
childhood education, died unexpectedly only a few moriths
aftir presenting this paper at the tASCD Annual Conferonce in
San Francisco in March 1978. Gordon explains four models of
parent-school-community relatiOnships and cites research
evidence of long-term effects of parent involvement programs.

The title of this chapter suggests the acceptance of what is fast becoming
an educational cliché that is, that parents are teachers and not all
learning takes place in school. Of course, this is not new; we know this
instinctively. What is new is the attempt to place responsibility on the
school to recognize this truth and to use it in the formal education of
children. Therefore, it follows that parent involvement is useful and has
a positive effect. But note the words "on schdoling" which imply more
than just effects on the child.

Sevetal questions will be addressed here: Why do we want parent
involvement in education? What are our assumptions &Id goals? How
are parents being involved? What approaches have been and are being
used? What have we learned about effectiveness?

Why Do We Want Parent Involvement?

What are some of thr reasons for parent involvement? The basic
reason is our belief that parent involvement enables children to achieve
better and learn more. In other words, we assume that the behavior of
parents and other family members influences child learning. The evidence
for this is fairly widespread, based on longitudinal studies in England,
international surveys of ,:ducational achievement, and a variety of socio-

4



THE EFFECTS OF PARENT INVOLVEMENT 5

logical and psychological studies within the United States. In particular,
three sets of family factors have been found to be associated with
intellectual behavior and personality development (Gordon, 1969). All
of these, today, may seem obvious, but they were not necessarily obvious
in the early and mid 1960's when those of us attempting to institute
new parent involvement programs ran into the cynics and the sceptics.
The first set is demographk iactcrs. Sociologically, these are the clearest
indicators, but 'in terms of educational program development they are
least susceptible to change. These include family organization, family
income, ethnic background, quality of housing (crowded, for instance),
and social class membership.

If we turn to process variables that is, the behavibr of family
memb.ns toward each other then we have two additional sets, one
cognitive and the other emotibnal. 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 msource, and the planning for such use; the perception of
the parents that they are indeed teacher.; of their children, and their
actual modes of direct instruction of their children; the educational
aspirations parents hold for their children; the existence and use of
external iesources such as day-care centers, nurseries, kindergartens;
the intellectuality and reading encouraged within the home, not only
the existence of books, magazines, and newspapers, but the modeling
of their use for the child; the amount of and type of verbal interaction,
not only among family members, but more particularly between adults
and infants and young children. Obviously, all homes are verbal, but the
key element seems to he the interactior of adult and child in the
language domain.

The emotional factors are :,uch items as whether or not a particular
adult is consistent in the management procedures used with the child,
as well as the expectations held and the communication of these expecta-
tions, if there are several adult; and older children in the family, whether
there is consistency among these people in the way the young child is
handled; the emotional security and self-esteem of the parents; the
parents' belief in the amount of influence they have over their own
environment and their own fate; whether or not they are protective of
the inf ant; whethey or not they are willing to devote time to the child.
Here I %vould 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 variables, such as the orderliness
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and routine of the family, the existence of a pattern of work habits, a
trusting attitude toward other social agencies, all seem to influence a
child's intellectual development.

Parent Impact Model

If this is so, and the data are clear enough, then one might say
that the first goal for parent involvement is to improve the family's
capabilities to provide in:the home the type of learning environment
that accentuates the positive elements of the cognitive and emotional
factors. Although many parent involvement efforts aim toward this goal,
they have been accused of operating from a deficit view of the family. I
believe, and I think the data support the fact, that these programs actually
show a strong belief in the family and in- the parents' ability to' learn,
to grow, to, accept information and uSe it for .the family's own good.
We can identify this as the parent impact model. Home visit programs;
group classes, Head Start in many of its ramifications, Home Start, early,
childhood education in California and Florida, and many Title III pro-
grams, although not necessarily purely impact modAs, .are illustrative
of the notion that parent involvement equals parent education.

Comprehensive services. A second assumption is that the child's
}Faith, nutrition, and social and psychological )Nelopment influence
academic ; ,arning. The school, as the only major agency in continuing
contact with the family, is seen as the provider of health services, coun-
seling and guidance services, mental health services, dental .services. In
Head Start, Follow Through, and Title I these are called comprehensive
services and may be part of the parent impact model. The goal of thlti
approach is for the school to provide to the family non-academic services
and information which, it is expect' d, will enable the child to come to
school more able tc learn.

A recent survey of public views of schools indicates that parents
want schools to engage in parent education on drugs, alcohol, and dating
(Gallup, 1977). In other words, parents are seeking help from the school
in areas other than the "basics."

To some degree, the parent impact model ignores demographic
factors, or at least recognizes that these factors are broad and that tre-
mendous individual family differences exist within any ethnic group,
social class, or other type of grouping.

Systems context. This model, and others which I will discuss, can
be placed in a systems context. A systems, or transactional, approach
recogaizes that no one agency operates in isolation, that life is always

1 1



THE EFFECTS OF PARENT INVOLVEMENT 7c

reciprocal, that what goes on within a family is influenced by many
forces outside the family, and that the family in tuln plays a role in
influencing the variety of social forces. From a transactional perspective
we need to place the home in the context, of the society. I have borrowed
from the work of Orville Brim andolfrie Bronfenbrenner in developing
the pictorial representation of the systems approach (see below).

°Let us begin with .he family. The parent impact model assumes we
*can influence the roles and relationships and the emounts of time people
spend with each other. That is a micro-system view, but the family exists
inside a second system consisting of the neighborhood sChool, the neigh-
borhood itself, localostores, recreation facilities. This system, too, exists-
insItle the exo-system which includes the school system, local media,
work settings, local agencies, transportation networks, and the like.
Finally, we can place that system in the cone...A of American or any
other social macro-system in which our beliefs and behaviors in the
economic, political, legal, ellucational) and communkation realms all
influence the other systcins down to and including the family, and to
some degree are in turn, through democratic processes, in this country
at least, influenced by the subsysteMs.

School Impact Model

, Th,is leads to a third assumption about parent education or parent
involvement, and a third goal. The third assumption is that if we can

, make schools more responsive to parents, in other words, if the micro-
,

0

LocalWark"---"---

1Ip

,

12



8 PARTNERS: PARENTS AND SCHOOLS

system .r.rn influence -that- second -system, if w can get teachers to be
-more attuned to and more understandOg of family -ariables and of the
culture of the home, then this will lead to better achievement by the
child. It is also important to recognize that some'people who hold this
view thilik that school responsiveness to the parent, whether or not it
leads to child achievement, is an important goal 1z1 and of itself, because
it rests on the fundamental American belief of lay control of the schools.
In this view, responsiveness in .its own right is an important go'al.

Educational mprovement thus might be measured not bY child
achievement, but by parent.influence and participation in the school.\This
view reflects the Jacksonian tradition in America, and holiers of L de-
sign programs to redress.the balance of professional Yersus lay control,
to reduce the decision-making power of the bureaucrat, and to increase
participatory democrac). If one holds this assumption, parent involve-
ment: then, means involvement in the classroom and in the school aimed
at modifying the teacher and th, school system. One does not necessarily
require, through 'his involvement, that parents, will learn to improve
their own teaching. This is the school imract model.

. The Head Start and Fullow Through legislation which required the
formation of policy advisory councils and now policy councils, the com-
munity st hoc)l movement with its change from a school building being
open 2.1 hours a day serVing a variety of needs to a school which has
citizen involvement- in the decision-making process, the legislation in
states to require citizens' advisory councils, the efforts in New York City
years ago to establish local cont'rol, Public Law 94-142 which requires
that the parent of a child with special Aeeds be involved in the decision-
making process about educational yrogramming, are all reflective, in
various w;,,s, of the school impact model.

Comprehensive .seryices, from this perspective, are still very im-
portant. The difference is that a school impact orientation also implies
an agency impact orientation. That is, there should be parent involve-
ment, or even parent coOtrol, of the delivery of medical and dental
Services, for inL;tanie.

In the parent impact model, the family learns to deal with agencies
as they are; in the school (or agency) impart model, the goal of parent
invoiyernent is to 'change the agtncy, to make it more responsive to
the family as it is.

Community Impact Model

The fourth assumption for parent involvement is that everything
relates to everything else. This is the ultimate transactional, or the ulti-

1 3
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CL

mate systems, view. From this assumption, any program should be de-
signed not only to impact within any system, such as the micro-system
or the exo-system, but must involve all elements. In the process, all
agencies change internally and also in their relationships to one another.
This is the community impact model.

An example of this would be the formerly Florida and now North
Carolina Follow Through model, the Parent Education model (Gordon,
1972), which is really _a misnomer. In this model, or from this perspec-
tive, there are a number of roles that,parents may play, and should play,
which are designed to influence their own behavior, but also to influence
the agencies with which they come in contact (Gordon, 1970). The wheel
depicts this approach (see above).

, The wheel haE spokes, but one could add or subtract, depending
upon how one wisteao categorize. Parental roles are.purposely depicted
in the form of a wheel, rather than a ladder, because a ladder implies
a hierarchy that is, 'that one role is more important than another.
The wheel implies equivalence that is, each spoke is necessary. Ob-
viously, in any program, different parents will choose to play different
roles as depicted on the wheel. Some people are coinfortable as class-
room volunteers, others as decision makers, others simply as recipients
of information or observers. Some parents do not necessarily wish to
come near the school, but are delighted to have home visitors to give
them ideas and sUggestions about activities to do at home with the chiid.
In turn, parents furnish the visitor wrth their ideas and suggestions about
what is useful for parents to do with children. What is important in
the community impact model is that there must .Ve parents playing all
of these roles in order for the wheel to turn efficiently (Gordon and
Breivogel, 1976).

1 es



10 PARTNERS: PARENTS AND SCHOOLS

Evidence of Success

Ve learned?. What is the- evidence that-ihek
work e If the goal is to improve pupil achievement, what do we know
of the effect of parent involvement on educational achievement?

I will not describe the evaluation and research methodological prob-
lems inherent in evaluating and assessing whether parent involvement
makes a difference, except tu say that the problems are many and they
are complex, especially if one attempts to assess the national efforts.
For example, a recent FullW Through evaluation has led to great con-
tioversy among evaluators as well as program people as to whether the
essentially equivocal results are due to the programs or to the problems
inherent in the evaluation design. What I shdll do,. then, is to be selective
and not encyclopedic, and attempt to present some information, model
by model. It must be uriderstood, however, that models are just that,
and there £3 no one-to-one corresp)ndence between model and program.

The parent impact model can be examined at two levels: its ap-
plication in the preschool years, and its application in tne school years.

Preschool. What evidence exists that a preschool parent involve-
ment program has lasting effects on the scholastic performance of chil-
dren in school? I am delighted to report that there is considerable

eVidence from a number of prograrns, that the evidence is fairly con-
sistent across these programs, and that the evidence is positive there
are indeed long-term effects of parent involvement.programs. There is
a consortium of early intervenors, several of whom intervened by means
of the parent impact model. The latest data from the cons rtium indicate
that, as long as ten years after the programs ended, children from
families who participated in the pre-school years in pare t impact model
programs lre still doing better in. school than ,compar son or control
children. This data was reported to the American 'Assiatior, for the
Advancement of Science by Irving Lazar (1977) who chairs the con-
sortium and who had no hand in the intervention programs.

Specifically, the data on the Florida program show that at age 10,
scores on the Wechsler Intelligence Scale are about 10 points higher for
those children whose famihn were involved in the program from the
time the child was three months old until the child was three years old
than control children's scores (Gordon, 1978). Analysis of school records
when the children were in third grade reveals that 30% of the ct ntrol
children had been assigned to special education classes and only about
6% of children who were in the program for two or three years, ending
again a t age three, were so assigned. Nrther, there are data, to which

s
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I'll refer later, indicating.that at age six there were significant differences
in the home environments of these children in ways that relate to
the demograpEic, cognitive, and emotional variables -theritiOnereailiet
(Guinagh n d Gordon, 1976).

In 1975, Barbara Goodson and Robert Hess reviewed about 20 of
the major preschool parent programs and reached a coi.clusion similar
to the current findings of the consortium. They were conservative be-
cause the longitudinal data wrre not as complete, but again long-lasting
effects of parent imract model programs were indicated. The Parent-
Child Development Centers in New Orleans, Houston, and Birmingham,
which were research centers, wei-: able to demonstrate positive effects.
These programs are now being replicated. The Yakima Home Base model,
originally a Title III program based on the Florida infant proram, is a
validated program being replikated at 20 other sites.

)(7noo1. nut what about parent impact programs for school-age
children? Many of these are currently under way, but not many have
elaklorate evaluation designs or the capabilities for carefully assessing
thelr outcomes. Again, our Follow Through experience may be useful
here. If we examine the parent impact element inside the general com-
munity impact model, we stressed and are still stressing parent education
by means of home visitations and the presentation to parents of a set of
desirable teaching behaviors. We have evidence, admittedly sparse be-
cause of the cos of collection, which indicates that when other factors
are held constant, the quantity of home visits seems to be the: single
most important, variable influencing achievement of all of those depicted
on the wheel. We also have, in a dissertation by Olmsted (1977), evi-
den.ce that there are differences between experimental and control parents
in knowledge and U5C of our desirable teaching behaviors, and further,
that there is a relationship between the use of these behaviors and
achievement.

I dkl a search of ERIC files and of Psychological Abstracts to locate
studies of the effectiveness of the parent impact model. There are 14
such studies with some data other than those reported by the consortium
(Lazar, 1Q77) or in the Goodson and Hess (1975) collection (Table 1).
The studies were conducted all over the country, from Syracuse to
Arizona, from Cii, innati to Seattle, and were funded by Research and
Devdopment cent rs, by the National Institute of Education, or by
schcol districts. Some were students' dissertations. Of these stuJies, ten
demonstrate sitive results and four show no significant differences as
a result of the programs. Many of these studies are methodologically

1 6



12 PARTNERS: PARENTS AND SCHOOLS

flawed; for some I have insufficient data from the descriptions to tell
what precisely was done or mea3ured.

to.Appcooch this, set is to use ayery vy.eak2sigrir
test. That is, more of these turned out positive than negative. But they
are an extremely mixed bag, and probably tell us much more about the
state of the art than the effectiveness of programs. They differed in
types of children served, nature of the program, children's gr..Je level,
length and intensity of program, psychological learning rationale, and
probably on other variables as well. They do not add up to solid evidence
one way or the other.

We can use them heuristically to point the; way towgkl the design
and implementation of methodologically sound programs. An examina-
tion of this material plus the much sounder data sets of the consortium
and the programs in the Goodson and Hess review leads to a set of con-
clusions: parent impact models are generally pos:tive when they are
carefully planned, are structured, have an educational focus, and when
they include parents working at home with their children as a major
delivery system. A further conclusion is that results do not show up
immediately; they take time. Any short programsix weeks, a semester,
or the likeis not going to have any worthwhile impact. The program
needs to be conducted over time, and then it will be some time before
results show up in child :hievement.

Schoorimpact model. I could find no careful studies of achieve-
ment, but as I indicated earlier, elements of the school impact model
are to be found in many of the Head Start and parent impact programs,
as well as' in those programs using a community impact model.

Remember that the goal of many school impact programs was
political, that is, control, rather than immediate child achievement. There
is, of course, the tacit assumption that the model w.II lead to long-range
effects on child learning. But it is diffiLult if not impossible to demon-
strate any direct connection between changes in control and child
achievenient.

Community impact ptiodel. In addition to the national Follow
Through lwaluation, I could find four studies of effects on childign, all
in the last few years, of programs using a community impact model
(Table 2). Two of awse are dissertations on Follow Through, one from
Florida State University, by Kinard. The extent of parent involvement
was .meailured by service on the I'olicy Advisory Council, attendance
at meetings, participation in the classroom, and teacher perception of
involvement. In a study confined to Hillsborough County, Florida,
Kinard found that

1 7
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(1) children who attended Head Start and Follow Through programs tend
to achieve higher scores than those attending only Head Start; (2) children
with directly involved parents tend to achieve higher score% than Itheirl siblings

. ,.; (3) parental involvement tends to have a greater effect on achievement
ifiVOIVetWerrirarict-dttuttcln

of program had a significant effect on both siblings (.;inard, 1974, pp. 50-51).

One should be cautious; it may be that parent involvement in 'this
program is a. symptom of other parental strengths and concerns. How-
ever, the vertical diffusion effect suggests that the program does play
a role.

Another study, by Roberts at Teachers College, was part of a larger
Office of Education sponsored study of Follow Through. He compared
ego development of children in the Florida program with those in highly
academic Follow Through models and those in a more affective-oriented
classroom Follow Through approach. On the measure of ego-develop-
ment, the children at the two parent education sites were further ad-
vant ed than children in all three other programs, and were two years
ahead on his Piagetian-Kohlbergian type of measure over children at the
aclademic model sites. The study needs replication and should be seen
as suggestive rather than definitive.

A study sponsored by the Washington State Department of Educa-
tion (McConnell, 1970 examined a bilingual mini-school tutoring proj-
ect. The report indicates that parents and community members were
active in program management decisions involving organization matters,
reviewing.input into funding proposals, hiring of teaching staff, use of
parent funds, and.participation in program evaluation. The program used
paraprofessional teachers to provide bilingual, multicultural education to
children of migrant and seasonal farm workers, and family members
participated by acting as teachers or teaching assistants, assisting with
cultural heritage activities, and providing support services. While ob-
viously not a Lompleto community impact model, it fits into that category.
The report indicates that the program met or exceeded its goals for read-
ing at bievemt and academic achievement. The last study jGross, 1974)
inch( ated the effective development of a comprehensive program by an
inner-city school.

As indicated earlier, I have been selective because there must be
literally thousands of parent involvement programs under way at the
present time in this country. What is reported here represents some of
the basic literature and is obviously not complete.

Turning to our own Follow Through program, we attempt tto involve
parents at all spokes of the wheel, and have as a goal not only the aca-
demic achievement of children, but also the creation of a new working

1 8



14 PARTNERS: PARENTS AND SCHOOLS

relationship between home and school. We believe that educational
achievement will be influenced not only by utilization of the parent im-
pact approach, but also by utilization of the school impact apo-oach, and
the combination of both in a community impact model.

But how about-educational achievement? -I-indicated .earlier that the -----
Follow Through final evaluation report was equivocal. Nevertheless,
assuming a certain degree of validity of the data, the Abt general sum-.
mary, using as criteria Metropolitan Achievement Test scores, indicates
that the parent education model is third among all models in influencing
educational achievement (Table 3). The models which szem to do more
are those highly organized, academically geared approaches. But if one
can fall back, on the Cornell consortium data, it may be that the long-
term lasting effects of the parent model will.be sustained, while the pro-
grams which seem to be more effective in the short run may not last as
the children move up the grades. That remains to be seen.

A reanalysis of the Abt report by a group under the chairmanship
of Ernest R. House indicates that, from their perspective, the parent edu-
cation model is first among models in influencing reading achievement.
However, they indicate that the top four models are probably so close
that they have about equal impact. Thus a program front a parent orien-
tation does as well as or better in reading than a mv-it more costly pro-
gram devoted to a highly organized, rigid, or rigorous attack on the
"basics."

But let us recall that a community impai model should not be
measured only by child achievement. What impact has been made on
schools and schooling? the community? career devzlopment? the systems
surrounding the school? We have a variety of measures of the extent of
parent involvement in the school. These may, of course, be seen as
process evaluation measures, but we see them.as product measures. They
indicate the extent of the changed relationship between home and school.
Table 4 presents the data on some of these. To place these in context,
over 6,000 families were in the program in 1976-77, and 153,567 home
visits were made. Over 1,800 parents were at Policy Advisory Council
meetings. Decisions by PAC committees included program budget, activ-
ities of PAC, home learning activities, personhel selection, classroom
volunteering activities, compr,ehensive services.

Case study and interview type data about program effects on school
and community are currently being collected, and the longitudinal files
for unsynthesized information ate being examined. These effects can be
categoriied as community, school system, and personal, such as career
development. Here are examples from some of the 11 communities in
the first wave of our studies. We expect similar information from all.

1 9
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In Richmond, Virginia, the parents have established
1. A Discovery Room at South Hampton (a day-care center estab-

lished within the school where pre-school children are kept while their
mothers serve as volunteers in the classroom. Mothers take turns volun-

_teerinz and caring for the children in the Discovery Room);
2. A center for pre-schoolers who were unable to get into Head

Start programs (capacity filled). Program operates for two to three hours
daily and the Children are taught by their parents;

3. Several Parent Centers r non-Follow Through schools.

In. Yakima, Washington, there have been spin-offs throughout
the school system and community, such as:

1. Home Base prograT for ages 0-3, now nationally validated, part
of the diffusion network and adopted in 20 communities

2. Backyard Center program of playgroups with parent education
as a focus for middle-class parents

3. Guide teacher programs in the junior and senior high school. EacIt
7th and 10th grader is assigned a teacher who volunteers to make
periodic home visits

4. Hospital pre-natal program has been modified so that 1/5 of ses-1
sions are on parenting, with follow up when baby 'is 6 and 10 weeks of
age

5. I5eaf programwork with parents in home
6. Titles 1,111, and IV programs have been modified on the Follow

Through model
7. Media efforts include two weekly columns in the Yakima Daily

Sun, written by Follow Through staff, one on discussion of home activi-
ties and teaching behaviors, the other on home-school partnefship.

Political spin-offs are evident in Hillsborough County, Florkia, where
a woman who had served as Follow Through PAC chairpetson entered
the election for school board members. She did not win, but made a
strong showing in the final results. The impact of this event on other
Follow Through parents is as important as the event itself. Many parents
registered to vote and voted for the first time in a school board election.
Parents L.,..came aware of the educational issues and of the positions of
the various candidates. Finall9, Follow Through parents became more
aware of the role and function of the schuol board as it relates to the
schools in general and to Follow Through in particular. They are active
in interactions with the County Commission as well as the school board.

Another of our communities is Fairfield County, South Carolina,

20



16 PARTNERS: PAREN-S AND SCHOOLS

wi 're Follow Through facilitated communication and a sharing of power.
As a researcher in the community described it, blacks have made signifi-
cant progress in finding inroads into policy making bodies where they
were systematically excluded a decade ago. For example, blacks hold two
of the five county council seats and four of fhe nine board of eduCation

°seats. Th'e researcher states that it is reasonable to condade
Through has served a function analogous to that of the honey bee in the
cross-pollination process. This is supported by comments made by people
in Fairfield County. Follow Through promoted parent involvement in the
schools ip particular and in the community in general. Through involve-
ment, parents developed skills and confidence that encouraged greater
participation in the i,ffairs of the community. Elected and appointed offi-
cials are sensitive to the needs and concerns of Follow Through parents
..hich is suggestive of their political clout.

Another area is career development. This has occurred in many
programs, not just Follow Through, and in all our communities. :How-
ever, the following gives some indication of the infb 2 that being a

epeaprofessional home visitor ha4 on careers. In Hou, , Texas, for ex-
ample, 55 of 61 parent educators have raised their level of education.
Thirty-nine indik ate they acquired additional education through the pro-
Om, eight did it on the;r own, and four used personal and Follow
ThroUgh riNourLe.4. At entry into the work, six had more than high
s( hool. lint kding GED); now 42 have post-high school training.

Conclusions

What can we say? Given the assumption that the family as a micro-
cosm influences the learning of the child, programs dealing directly with
the family, especially preschool programs, but also school- programs,
affett in a positive fashion the learning and development of the child.
They may be doing this because they are focusirg on the family as a
learning environment ratf'r than on the child as a learner. For example,
our analysis of our !ongitudinal data from the infant project shows us
that scores on the Home Environment Review, which measures such
things as parent awareness of child development, press for reading, pro-
vision of reading materials or other materials in the home, the utilization
of neighborhood and community as a learning environment, show sig-
nificant differences between experimental and control families age six
(Guinagh and Gordon, ON. Further, these score:, on such a measure
are predic6ve of assignment of the child to regular or special education
clasges at third grade, ahd of stores on the Wechsler Intelligence Scale
for Children, Form R, at age 10 (Gordon, 1978).
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The data are riot clear, and may even be nonexistent, on a straight
school impact model. The data on a comprehensive model, such as the
Florida/North Carolina parent education program, illustrate that such a
program not only increases home-school participation and partnership,
with many social ramifications, but also holds its own very we'd in in-
fluencing ibeeducational achievement of ..chadren -----

I advocate a comprehensive or community impact model as being
more in tune with a systems approach. But there can be many ways to
design and implement programs using this model.

On the basis of this analys;s, it is clear that we still need to experi-
ment, even on a national scale. Fuither, program developers need to state
clearly their 'phi!osophical, psychological, and political assumptions and
deduce their models Econ.% them. They need to state their goals for the
family, the school, the community, as well as for the children, if they
hold such goals. They then have the obligation to measure them.

Further, I advocate that wi learn four major lessons from the past
decade:

I. The concept of sponsorship, or university/school system colla-
boration, is a viable and powerful vehicle for change.

2. National efforts need to be continued, with the evaluation design
planned by the stake-holders before the program is implemented, so ihat
we can honestly assess impact.

3. Change takes time. Efforts 'need to be of some duration, probably
at least three years, and measurement of im, act on all concerned needs
to be built into a longitudinal design to occur at stated periods after the
rogram has ended.

4. We have learned enough to encourage local efforts to develop
parent involvement programs, but such efforts should always include
careful evaluation components.- Where possible, I would recommend that
local groups work with university people to get the best design possible.

In It27, we were severely challenged for 'ming federal dollars to
"teach mothers to play with their babies." In 1978, this now seems, for
many,,an acceptable activity. Educators need to continue such programs,
but we should raise our sights to look more broadly at our role in work-
ing with parents to enhance child development and strengthen family
life. It is essential that

. , our effort not continue to be piecemeal, unsynthesized, small-scale
and poradk-, but that they be placed in the broader s6cial system context,
We need to tie, whet:. posNible, parent education efforts to work, family in-
come, and how.ing and toning programs, medicare and medicaid, teacher edu-
cation, profe,,,ional education of social workers, psychologists. .
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The American family, 5chool, and many elements of the system at all

levels are in a state of flux. Change is not pleasant, and planned change is
not always either possible or the outcome predictable. . . . We need to ask
ourselves not only the tactical questions, which relate to the state of the art
and to what we have learned about thp "how-to's," the retrospective questions;
but also the strategic issue. why are we doing this? How dbes it fit into the
larger social scheme? What do we hope to accomplish within the narrow con-

----fineg 'of T.spertfir.program.?..-What-rfse.-erai-ht-to be-thyne?.-What..am
assumptions about peoplewhat they need and want, how they learn and
grow, what we desire for them? These prospective questions f ace us and the
administration (Gordon, 1977, p. 78).

Models of School-Parent-Community Involvement

Parent Impact Model
Assumption: The behavior of parents and other family members in-

fluences the child's learning.
.Goal: Improve the family's capabilities to provide in the home the

type of learning environment that develops teadiness for
learning.

Comprehensive Services Model
Asaumption: The child's health, nutrition, and social and psychologi-

cal development influence academic learning.
Goal: Provide non-academic services and information to the family

which will enable the child to come to nhool more able to learn.

School Impact Model
Assumption: If schools are more responsive to parents, this will lead

to better achievement by the child.
Goal: Make schools more responsive to parents as they are.

Community Impact Model
Assumption: Everything relates to everything else.
Goal: Change all agencies both internally and as they relate to one

another.
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Table 1. Effectiveness Studies of School-Age Parent Impact Programs

Investigator Date Place Program Participants Measures Results

A. E. Buchanan 1969 Wisconsin

F, Niedermeyer_

R. J. Crosset

W. A. Duff

Parent-teacher
conferences .

(6 in 12 wks.)
homework

1969 Los Angeles 90-minute
training session
plus unspecified
time in receiving
weekly school
information
using contingency
management

1972 Cincinnati Parents observe
children in read-
ing group and
receive materials
for work at home

1972 Los Angeles Teaching parents
at home a set of
behaviors to
increase child
achievement,
6 sessions

83 second graders
high, medium, and
low achievers

4
unspecified
post-test

18 control, 56 experi- reading
mental parents of achievement
kindergarten
children

Low socioeconomic
black,parenB of first
grade children
in one school

16 experimental, 16
control, fifth grade
underachievers

2 4

levd of parent
participation

reading scores

classroom
scores in
English

teacher
satisfaction

mixed; can't
see clear
effects of
conferences

positive

positive

NSD

positive

positive



Investigator Date Place

Table 1. (Continued)

Program Participants Measures Results

J. B. Fudala 1972 Tucson Parents attending
child speech
therapy classes

L. T. Hirst 1972 Kentucky 5 30-minute periods
each wk. for 16 wks.
of reading practice
at home with parent
as tutor. Parents re-
ceived orientation.

J. H. Wise 1972 Washington, Parent as home
D.C., Child instructor in
Care Center reading

R. Hendersdi& 1973 Tucson
R. Swanson

B. Henry 1974 Syracuse

Home visits by
paraprofessionals
who trained
mothers in
question-asking
skills

Fathers read to boys
6 mos. prior to
kinJPrgarten

46 children in 6 articulation
regular classes. All test
children had arti-
culatory disorders.
46 control

48 sixth grade boys
and girls in two ele-
mentary schools,
48 control

19 experimental,
19 control

30 mothers of
Papago children,
first grade

positive

vocabulary, NSD
comprehension,
& word study'

Californi4 positive
Test of
Basic Skiiss

WRAT positive

achievement positive
tests

All boys in a N.Y. reading
state kindergarten readiness

test

positive



A. Woods 1974 Mesa, Parents received
Arizona twice weekly instruc-

tion in working with
children, making
reading games and
teaching one day a
weekinkinderganeii
classroom.

J. A. McKinney 1975 4..2mi Teaching parents
tutoring skills two
hrs. a wk. for 15
weeks

S. F. Uhl

T. E. lzzo

Utah State
University,
Exceptional
Child Centel

1975 Chicago Taped PET, 9
weekly 2-hr.
sessions

1476 Long Island Programmed home
re.ding instruction;
psychotherapy group
discussion Home VS
psychotherapy VS
control group design

1976 rural IAA Self-contained in-
'. structional packages,

not.fully imple-
mented

26

. .

--
40 children frorn-
14 kindergarten
classrooms in five
schools; 40 control

50 parents (biack,
white, & Swinish)
50 control children.

14 experimental,
14 control parents .
of 26 fifth graders

64 third grade
under-achieving
pupils

Parents of lowest
three children in 50
classes (150 chil-
dren), grades 2-6

Murphy- positive
Durrell
Reading
Readiness
Analysis
Test .1.

achievement positive

parental
attitudes positive
toward
school

reading, math, positive
self-esteem

reading NSD
achievement

maternal
attitudes

parent teaching negative
pacylge in
languzle and
math



Investigator Date

Table 2. Effectiveness Studies of School-Age Community
Impact Programs

Place Program

J. E. Kinard 1974 Hillsborough
County,
Florida

M. J. Gross
and others

1974 Washington,
D.C.

B, McConnell 1976 Washington ,

State'

J. Robertc 1971 8 communities

Parent Education,
Follow Through

Comprehensive
development Firo-
gram for staff,
parents, and
community

Bilingual, multi- 169
cultural, intra-
and interstate,
extensive involve-
ment of migrant
parents and com-
munity members

Partidpants

170 sibhng
pairs in grades
2-5 and parents

inner-city
elementary
school

Comparison of 308 third
parent education, graders
behavior analysis,
direct instruction,
Bank Street

7

Measures Results

MAT positive

Parent Involve- positive
ment question-
naire

student positive
achievement

community positive
participation

Wide Range positive
Achievement
Test,
math & reading

Peabody Picture positive
Vocabulary Test

local measures positive

ego positive
development

PE>others
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Table 3. Effects of Models, Follow Through National
Evaluation Reanaljfsis*

,

Number
Model of Sites

Total
Reading

Total
Math

Abt" Basic
Skills and
Cognitive

Conceptual

Reading,
Math,

Spelling,
Language

Parent Education 8 1 5
t.

3

Direct Initruction 11 2 1 1 1

Bank Street 6 3 13 8 6
::..7.

Behavitiral Analysis
-....

7 4 3 7 3

SEDL 5 Ai .
are-

5 4 4 5

Mathemagenic 3 7 2 2 2

Responsive Education 9 6 8 5 7

Includes orily models ranked in first five in any category. Differences among
models are not profound.

" R. B. Anderson and others. Education as Experimentation: A Planned Varia-
tion Model: Vols. IVA-D. Cambridge, Mass.: Abt Associates, Inc., 1977.

Adapted from E. R. House and others. No Si?nple Answer: Critique of the
"Follow Through" Evaluation. Urbana: University of Illinois, Center for Instructional
Research and Curriculum. Tables. 5 and 7.

Table 4. Schooling Impact of the Parent Education Follow
Through Model (Ten Communities)

Variable
Percentage of Families Involved

Minimum Median Maximum

Parent partk ipation in clasroom 28 55 34

Engagement in classroom instructional
activities` 19 36 75

Attendance at PAC meetings 13 33 53

Home Vkitations, at least 5/6 of
those planned 55 89 93
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Families as Educators
of Their Own Children

11441
Dorothy Rich. James Van Dien, Beverly Mattox

Based on their years of experience at the I5.me and School
Institute, Dorothy Rich and her solleagues list practical
ways to involve parents directly in the education of

. their own children.

"One parent is worth a thousand teachers."
This ancient Chinese proverb illustrates what many professional educa-
tors have always known intuitively and what recent research confirms:
the family critically influences the learning of the child.

Schooling rests upon ar assumption so fundamental that it is taken
for granted. The assumption is that the environment of the home and
community is conducive to and -supportive of academic achievement.
What schooling is able to accomplish depends, more perhaps than has
been recognized or admitted, upon the cooperation and support of the'
home -

1 1978, the Home and School Institute (HSI) conducted a-survey of
school and family/community pnictices for the Maryland State Depart-
ment cf Education. Also surveyed were he policy-making and adminis-
trative structures which support the outreach efforts of schools to family
and community at the local educational agency (LEA) level. We believe
this has been a unique effort to look at the extent and variety of pro-
grams and practices available within a state.

Some of the key findings from this survey are summarized here,'
and are useful in providing a picture of how school systems have ap-
proached the challenge of family involvement in education. The survey

1 Home and School Institute. .(;urvey of Home/School/Community Programs and
Practices in the State of Maryland. Report submitted to the Maryland Stab! Depart-
ment of Education, October 1976. .

Copyright 1979 by the Home and School Institute. This chapter was pre-
pared especially for ASCE).
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found many programs and a number of "promising practices:" Almost
all the elements of a comprehensive plan for school and family involve-
ment could be identified as,existing somewhere in the state, but not to-
gether anywhere.

The following less favorable findings give cause for concern:

1. Very limited support for parents to be directly involved in the
education Of their children.

2. A general lack of clear policy guidelines and coordinated plan-
ning. Responsibilities are often divided among a number of offices.
Usually parent involvement is treated as an "extra."

3. Understaffing and underbudgeting for family involvement com-
ponents. If staff time and tludget allotments are good measures of an
institution's priorities, family involvement cannot be viewed as a com-
mitment of high order.

4. Proliferation of programs and practices on an ad hoc basis 'in
response to specific needs and problems, with a resulting imbalance in
the opportunities available. For example, one school may have a plethora
of programs, while another a few miles away may have very little to offer.

5. Preponderant influence of federal programs ald guidelines. Title
I and Title IV-C programs are heavily represented e mong those identi-
fied as strong and successful. While federal suprort has permitted the
opportunity for the expansion of activities aryl experimentation, it raises
the questiot, as to what extent practices wcrild be institutionalized and
supported at the local level if feder.: supports were withdrawn. A corol-
lary to this is the predominance of advisory councils, mandated under
federal guidelinesis a favored mode of partiCipation.

6.. Lack of solid evaluation of family involvement programs and
practices. This, of course, is directly related to the limited staffing and
budget support wailable, Much of the data available is the reporting of
gross numbers par'icipa g with little attention given to quality of pro-
gram, elements of succe , or impact.

7. Pivotal influence of the principal at the building level. What hap-
pen4 with regard to parent invol.,ement in a particular school is in large
part determined by the philosopl j and the priorities of the principal.

8. Lack of programs at the secondary level. Generally speaking the
opportunities for involvement decline markedly as students move up the
age-grade ladder,

9. Difficultyin reaching out to a broad segment of the community
and in sustaining participation. Involving working parents and single
parents was often specifically mentioned as a problem.

3 2
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10. Widespread .perception among school administrators that family
involvement is a, kind of general public relations effort for the school
system rather than a meaningful way of sharing educational accountabil-
ity for the academic achievement of children.

- The overall conclusion to be drawn from these findings is that parent
involvement is still seen as a peripheral activity that has not been inte-
grated into-the main work of the schools. This essentially "PR" approach
to parent involvement is precisely What alienates many parents and leads
to charges among Nrent activists of school "manipulation" or "placa-
tion.'

It may be unwise to overgeneralize from the experience of one state.
However, it should be pointed out that the local educational agencies
selected for the Maryland study represent in many ways the diversity of
the nation in microcosm. Rural al eas, market cities dominating a rural
hinterland, suburban areas, a central city, and, areas undergoing rapid
demographic change were included in the survey. The findings also ac-
cord with many of those reported by Steinberg elsewhere-in, this volume.'

In fairness, it should be noted that the results of the Maryland study
are scarcely surprising. Family involvement in education, keyed tO Taising
children's achievement, is still at a "pre-scientific" stage of development.
Local experimentation has provided a broad base of experience and prac-
tice, although it has also produced poorly documented efforts and the
"reinvention of the wheel" on more than one occasion. It is our position
that a sufficient data base exists to begin to place these efforts on. a more
systematic basis which could work a quiet revolution in our approach to
education and substantially raise academic achievement.

Establishing Priorities

Given the bewildering array of current programs and alternative
modes of parent participation available, where do those concerned with
in-leasing the effectiveness of schooling, whether they be policy makers,
administrators, teachers, parents, or the lay public, begin? What are the
basic premises and assumptions from which one can start to build mean-.
ingful parent involvement? Gordon correctly asserts that variety of
modes of participation should be available.'

2 Sherry Arnstein, "Eight Rungs on the Ladder of Citizen Participation." In:
Edgar Cohn and Barry Passett, editors: Citizen Participation: Effecting Community
Change, New Yorkl Prager, 1Q7I.

3 gee Ste n berg, rp. 48-50, 54-56, in thk volume.
4 See Gordon, p, 9, in this solume.
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Our experience suggests, however, that priority attention should be
given to developing the mode of participation which directly involves
parents in the educatien of their own child. This is the basic, most fun-
damen.tally meaningful form of participation from which other modes
can flow. Gordon terms this "The Parent Impact Model," and it is often

-referred to as the "parent-as-tutor" approach.'
The reasons for this posaion are twofold." First, it is the approach

which a continuing line of research indicates is most directly linked to
improved academic achievement. In addition to the- evidence already
cited by Gordon in this volume, two studies emanating from Stanford
should be mentioned. Parent !two oement in Compensatory Education
Programs assessed the major models of parent involvement that evolved
in the 1960's and found in general that the evidence supported participa-
tion of "parents-as-tutors" of their children.' In Parents as Teachers of
Young Children, the more recent Stanford study, the authors state:

As a group, the programs involVing parents as teachers consistently
produced sit: nificant immediate gains in children's IQ scores, and seemed to
alter in a positive direction the teaching behavior of parents.'

The second reason for this position is that it offers the greatest op-
portunity for widespread involvement and sustained participation. Pro-
grams which require attendance at meetings or involvement in school
activ;ties during the day will necessarily have limited participation. The
need o reach out to single parents and to families in which both parents
work is a special concern. Furthermore, the parent-as-tutor approach
appeals to the most basic parental motivation for involvement in the first
placethe desire to help one's child do better in school.

Parents have generally turned to political activism and demands for
shared control only when frustrated by what they perceive as a lack of
responsiveness to their needs and concerns. Participation in advisory
councils is difficult to maintain over the long term. Experience to date
suggests that the creation of a poii:ical constituency, where .-me exists,
will be a slow and time-consuming process. Many schools have found it
difficult to idetntify .willing candidates to serve on advisory councils and
have undergone the frustration and embarrassment of poor turn out for
community council elections.

5 See Gordon, p. 6, in thk volume.
StAnford Research Institute. Parent Involvement in Compensatory Education

Programs, Washington, D.C. Office of Planning, Budgeting, and Evaluation, U.S.
Office of Education, 1973.

7 Barbara Goodson and Robert Hess. Parents as Teachers of Young Children: An
Evaluative Revieuy of Some Contempotary Concepts and Programs. Palo Alto, Calif.:
Stanford Univeisity, 1975,
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Chain A

Child Motivation

Chain B

,Child Skill

Parent learni how to teach
own child

Parent gives child individual
attention and teaches new
skills

Chain C

Parent Self-Image

Child sees that parent Parent perceives own new
perceives education as Communicates
important confidence and fate control to

Child,learns skills better,

Child is motivated to
succeed in school

4hild performs better on tests

Child feels confident he/she
can perform

Figure 1. Parents as Learners and as Tutors of Their Own Children

The involvement of parents in the education of their own children
means building a program as it should be built, from the bottom up,
rather than from the top down. It creates a foundation of suppc-e and
commitment for other kinds of involvement efforts such as those envis-
ioned in Gordon's "School Impact" and "Community Impact" models.'
It may also obviate the need for many other kinds of public relations
efforts as'families begin to understand what is really involved in the
education of children.

The parent-as-tutor model can be seen graphically in the "chains"
de ribed by Mimi Stearns. A "chain" of events is hypothesized begin-
ning with involvement and leading to impact on student achievement.
Stearns makes the following comments about the "chains":

Deccribing the chains of events helps to clarify several fundamental issues
and permits examination of specific linkages between parent involvement and
child performarke in school. Since the evidence currently available from the

$ See Gordon, pp. 6-7, in this volume.
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literature is equivocal, knowledge about specific links'in the chain will have
to be developed; such knowled9e is probably the only way to explain why a
given program of parent involvement may be successful while another pro-
gram, which at least suprficially resembles the first, has very different impacts.
In addition, these descriptions permit us to look for evidence from additional
:ources such as the psychological literature of child development and smell
group theory..-These chains, of course, do not take into account all the pos.,i
bilities, and . . extensive research is still needed to confirm or challenge these
sets of hypotheses.1

The effects of the parent as tutor model are:

1. Increased motivation of the s:hild

2 Increased skills of the child

3. Improved self-image of the parent.
Stearns pictorially describes the chaining as shown in Figure 1.

The parent-as-tutor model does, however, pose the challenge of find-

ing a low-cost, effective deliver system. Gordon's own pioneering worl:
at the preschool level .folved the usc of home vbitors. While this ap-
proach is demonstrably effective, it is costly. This cost argues against its
replication on a wide-scale basis, particularly when the schools are under
today's budgetary pressures.

Translating Theory into Action

The work of the Home and School Institute has been devoted in
large part to developing a parent-as-tutor strategy which can be utilized
on a cost-effective basis with school-age children.

Basically, HSI has built programs based on assuming family
strengths, not deficits. This nondeficit approach magnifies and builds on
the strengths inherent in the family. It narshals available family re-
sources and abilities to improve children's academic skills. This in turn
increases self-esteem of family members and helps parents feel more
secure in their parenting roles.

A deficit view of the family has served as a basis for a number of
compensatory educational models. In Safran's analysis of the models
outlined by Hess, it is assumed the low-income child has had fewer mean-
ingful experiences than the middle-class child." Thus, the child's readi-
ness for public school is diminished. A programmatic implication which

'Mimi Stearns and others. Parent Involvement in Compensatory Education Pro-
gram., Menlo f'ark, Cala : (;tanford Research Institute, August 1973. pp. 29-49, as
quoted by Daniel Satran. "Evaluating Parent Involvement." Oakland, Calif.: Center
for Study of Parent Involvement, January 1974. pp. 7, 9.

tO Safran, op. cif , p. 3.
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grew out of this belief is that remediation can be applied which will assist
the child in "catching up" to middle-class counterparts. Education for
parents is visti:lized as filling in knowledge gaps. The experience to date
suggests that ompensatory programs built on this deficit view have not
fulfilled original expectations.

The authors of a recent review of compensatory education efforts
state:

The cultural deprivation approach suggested that, because of limited life
experience in the home, and a disintegrating family that speaks an inadequate
language and byes in a poor community, the -impoverished person is not able
to achieve in school and ultimately cannot contribute to society. Children of
the poor simply fall victim to the same conditions and sustain the cycle of
poverty. In retrospect, it now seems that social scientists were naive to expect
massive educational intervention to he a major force in interrupting the poverty
cycle. But many federally sponsored programs were based on this expectation.
From the vantage point of the late 1070's a more pragmatic view of Corn-
pencatory education may be possible."

In contrast, the HSI nondeficit approach makes the following as-
sumptions:

1. All children have had meaningful experiences. However, the dis-
advantaged child's experiences have been different and fewer in number
in contributing to preparation for success in school.

Z. Home environments, no matter how poor, are a citadel of care
and concern tor children. ,

3. All parents intrinsically possess the abilities to help their child
succeed in school.

4. Family concern can he readily translated into practical support
for children acjd for schools. Professionals need only to provide the ma-
t?rials and support to enable parents to become both more active and
skijed participants in their child's education.

5. Schools should start with what the family has instead of worry-
ing ahou: what it doesn't have.

6. Schools, no matter how understaffed or equipped, have the capa-
bilitie'i of reaching out and effecting parent involvement by using easy,
inexpensive materials, without waiting for what probably won't come:
organitational change or massivc government funding.

The nondeficit approach constructs a mutually reinforcing home-
school system. Families are assisted to:

11 Karen Hill-Stott and, I. Eugene Grigsby. "Some Policy Recommendations for
tompenatory 1 dui PrIta Kappati WO): 443-46; rebruAry 1979.
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1. Use strategies at home to supplement the school's work. The HSI
parent involvement model .is built on the basic premise of separate but
complementary roles for parent and teacher.

2. Understand that accountability for a child's education can be
shared, between school and home. Parerds are helped in their role as key
people in the student's learning process.

The parent" is the most important teacher a child will ever have.
Before a child can perform confidently within the classroom, he or she
must have many positive and varied experiences with the family. If the
primary supportive force in the chilcrs life, the family, has respect for
and confidente in his or her ability, the child will have self-respect and
self-confidence.'2

The parent-as-tutor model provides :ocial reinforcement to the fam-
dy in the form of increased attention both to the parent from the school
and from the patents to the child.

Jesse Jackson's PUSH for Excellence program 'has endeavored to
raise the self-esteem of minority students by promoting the positive
image that success is within their grasp. As a practical result, thousands
of parents and children have signed agreements with schools promising
to make sure that their chddren do their homeworkwith the television
off. This has focused attention on one strategy parents can use to assis14
the schools. But, PUSH asks parents to play a rather limited role; parents
are able to play a far more active role, building on and going beyond the
school to enhance their children's interests and achievement. Clearly,
additional involvement strategies need to be developed within a pro-
grammatic structure.

One of the strategies we at the Home and School Institute have
developed is called "Home Learning Recipes." The recipes are specific,
practical, no-cost activities for learning at home. Their goal is to build
family interaction and children's academic achievement without dupli-
cating the work of the school.

Since 1965, when the HSI parent programs began, Home Learning
Recipes have been prepared and tested in homes with children ranking
from kindergarten through the secondary grades. The recipe format oui-
lines on one page, at a glance, activity objectives, evaluation, and adapta-
tions, in easy to read, easy tO do activities. The difference between HSI
Home Learning and typical schoolwork is that HSI activities are designed

13 William W. I'urkey. Self-Concept and School Achievement. Englewood Cliffs,
NJ.: Prentice-Hall, 1970. p. 2.
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to use the resources of the home and the community. They are not typical
schoolwork, even though they concentrate-on the basic 3R skills.

Research conducted by one of the authors was the first major test lf
"Home Learning Recipes " Four classes of first grade children from both
inner-city and suburban schools were given these home-based activities
d. .igned to supplement but not duplicate schoolwork in tte basic skills
areas. The children carrying these single sheets of paper home did the
activities with their parents. The recipes used simple everyday household
items. After a series of eight bi-weekly recipe treatments, the children's
reading levels were improved at a statistically significant level."

The basic HSI recipe approach has been replicated and adapted for
use in a number of settings..In Project HELP in Benton Harbor, Michigan,
the recipes model was used in a citywide i itle I program for first graders.
A cost effectiveness study indicated that gains per pupil were achieved
for $4.83 per child, compared with "pull out" special class instructional
costs of 5563 per child per year." In Project AHEAD (Accelerating Home
Education and Development) in Los Angeles under the sponsorship of
the Southern Christian Leadership Conference West, CETA workers are
being trained successfully to help families, most of whom are black or
Hispanic, to teach their children at home using the recipe approacn.'3

In "Families Learning Together," funded by the Charles Stewart
Mott Foundation, recipes are being designed and field-tested which
simultaneously provide parents with information in areas such as health
and safety, consumer education, and family relationships while the par-
ents in turn work with their children in reading and mathematics.'

The "Home Learning Recipe" approach is a double-tiered, impact
model melding the child's academic achievement, parents' and child's
feelings of self-esteem, and a modeling of parent behavior supporting
the value of education. Basically, all of these programs combine the
parent-as-tutor model with the nondeficit approach.

Data from these projects thus far indicate that additional benefits
accompany a nondefik it approach to the parent-as-tutor model. Beyond
those identihed by Stearns, the following effects can also be expected:

1'1 DON/thy RIL h. "The Relationship of the I Jo, ,e Learning Lab Technique to First
Grade 1,tudent At htevement." Doctoral dissertation, Catholic University of America,
Wa%hingt(m, D. C., 147

Cladvs I . Burks "An Analysic of the C rfectiveness of Title I Pull-Out In-
struction in the Benton Harbor Area bchools.' .,!nton Harbor, Michigan, Schools,
May t 07ft.

I' Bernard Pla4ett AM An F rort. Los Angeles: Southern Christian Leadership
Conference. West, september 1078.

"1 Home and School Institute. Famihes Learning Together. Washington, D.C.:
HSI, 11)78.71.
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Increased motivational skills of parents to work with their child

Increased parenting skills and understandilIof the school's role

Increased interaction between parent and child.

Over the years, HSI has developed a bank of recipes in the basic
skills areas so that it is possible to clsoose among a variety of activities
to fit the needs and interests of a particular child or group of elildren
without extensive teacher involvementin the design of the materiais. The
approach is self-teaching and perpetuating in that it is relatively

once the basic technique is mastered, for teachers and parents to continue
to create recipes and learning activities on their own. The approach can
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function on an :ndividualized diagnostic-prescriptive level with the selec-
tion and/or design of recipes to meet the particular developmental or
remedial needs of each child. Recipes have been used successfully with
bilingual and also with handicapped populations. Perhaps most important
is the finding that families do these activities with their children, volun-
tarily and delightedly, pleased with themselves, as teachers and pleased
with their children as learners.

Building an Effective Program

The school is the social institution that has contact with students
over many years. This fact alone gives schools both the opportunity and
the responsibility to reach out to the tudent and the family beyond the
classroom walls.

In a study of Atlanta's attempt to implement A Plan fo.. Improve-
ment, Whitaker obseryes that "School personnel must assume initiative
for develoPing a working partnership between community and school.""'

This is not easy. But, beginning steps need to and can be taken. To
hell edticators more clearly define and assume this commitment, we
have identified the general elements or characteristics of successful
school-family programs.

The following seven characteristics can serve as criteria for develop-?
ing any school system's program:

I. Parent participation is most widespread and sustained when par-
ents view their participation as 'directly linked to the achievement of
their children. Developing and maintaining a high level of parent par-
ticipation is a problem for many programs. An important, intrinsic re-
ward and reinfo cement for parents is the success experienced by their
own children.

2. Pai-ent/community irivolvement programs need to include the
opportunity for families to supplement and reinforce the'development of
academic Aills with work in the home. Home involvement also offers
the poibility of participation to people who cannot attend in-school
meetinp.

3. Involvement prograMs should provide for various modes of par-
ticipation. There i a particulay need to reach out to parents with alter-
native participatory modes, in addiiion to existing advisory councils and

17 Bar tra Ingram Whitakt r. "Citiven Participation in Educational Decision Mak-
ing in an 1.rban 'wbool DiOrit t ac Perceived by Parents and Administrators." Doc-
twal dis,:ertation, Georgia titah. rjniversity, 1977.
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volunteer programs. This is especially needed by single parents and fam-
ilies with both parents working.

4. Involvement opportunities need to exist at all levels of schooling.
Though :esearch, and school-community program development thus far
liave centered on the early childhood years, continuing support and rein-
forcement are needed as the child moves through 'school. A parti'cular
need for programs exists in the middle and-junior high adolescent yelarl.

5. The impetus for parent/community involvement go far appeits
to emerge from federally funded and other .special programs of a com-
pensatory nature. Opportunities and resoucces for -these target popula-
tions are aten greater than those available to parentc of the community
in general. Strategies that involve the whole community-eFe broader
support for'n integrAion of these special programs into te total school
proced u rest

6. Parnt/community involvement programi are tnóre effeCtive if
active support.and cooperation is gained from school boards;community
agencies, and professional organizations.

7. Parent-community involvement needs to be viewed as a legiti-
mate activity of the schools and as an integral part of its delivery of
services, i.ct an add-on. Reaching tlie family ig as important as reaching,
the child.'s

In order to build programs to meet these criteria, each part of the
educational network must perform certain essential roles. The authors
have compiled a listing of the major tasks that need to be carried out to
do the job. These are identified by the roles in the educational hierarchy.

What Can a State Department of Education Do?
State departments are in an excellent position to help school districts

begin to mobilize parent 'and community support and resources. Here are
some ways:

Assist in reolentation of thinking about the importance of par-
ent-community invc vement in the total educational process.

Help school distrias delineate goals and commit resources of time,
moneyind people to implement and evaluate home/school programs in
a systematic 'and meaningful way.

Identify and support school-family involvemot as an integral
part of instructional services..

Encourage local educational agencies to develop a clearly defined

" Homy and School Institute. Survey of Ifr we/ School/Community Programs,
op tr.
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philosophy of the home/school educational partnership which can serve
as the basis for the development of specific policies, guidelines, and prac-
tices.

Adviie LEA's abotrt program operation encompassing research,
development, dissemination, and technical assistance.

Highlight programs and practices for statewide attention. Provide
mechanisms for sharing home/school partnership programs at statewide
and regional me.itings.

Build outre ich from schools to cmmmunity agencies by preparing
and distributing a handbook to each LEA detailing the services available
to families through community agemles.

EstabliSh an information bank of resources, promising program prac-
tices and approaches as a resource for local educational agencies.

Serve as a clearinghouse to Promote the increased sharing of infor-
mation among LEA's and community agencies within the state. It was
found in the HSI/State of Maryland survey ihat community agencies
offer a broad network of services to families which are not yet being
utilized by the schools.

What Can.toral School Boards and School Superintendents Do?
Build aWareness of and provide training to board members and

personnel, as needed, for school-family involvement: provide leadership
techniques and strategies for developing, material's, practices, and pro-
grams.

Focus attention on the role of the superintendent's staff to plan and
coordinate the home/school programs: one way to do \this is to fund one
position with this specific responsibility.

Examine successful home 'school practices within federally funded
programs to be replicated on cost effective basis within other schools in
the LF.A

Assist school personnel in accepting and using all and any addi-
tional home and community resources to supplement the school's role.

Help to maintain close working relations between citizens and school
officials in the development of school policies, goals, priorities, and pro-
grams.

'Institute selection processes for advisory councils to assure wider
community participation.

Establish a hierarchy of Citizens' Advisory Councils beginning at
the local S hool level, and proceeding to the district level with clearly
defined ta5ks nd responsibilities.

Develop and encourage additional modes of family/community par-
tkipatioo beyond the advisory council.

1 3



FAMILIES AS EDUCATORS 39

Utilize advisory councils through demonstration and training to pro-,
mote the involvement of parents in the education of their own children.

What Can Principals Do?
Raise ,:onsciousness about the home and community as the key to

student achievement: pubLize and support ideas, materials, and strat-
egies that promote this belief.

Learn about and replicate promising practices of other schools within

one's own school.
Adapt successful program practices from the preschool and elemen-

tary levels to the needs of older students and their families.
Set up a functional design for operating a parent advisory council

at the school: combine specific tasks and advisory functions as a focus
for positive parental efforts.

. Project for parents a realistic picture of what schools can accomplish.

What Can Teaclwrs Do?
Rec!ognize that all parents are a significant force in theic child's edu-

cation. Search for ways to involve parents as educational partners. .

Use the resourceti of the home for materials, ideas, and as resources

for different subject areas.
Teach parents how they can help their ch:Idren..at home: provide

home learning tips on how to supplement the work of the school.
Utilize effectively the contribution of parents' skills, insights, talents,

and conLerns to the educational process.
Show parents in a variety of "ways that you care for them and their

.child: Inform parents of what's happening at school on a regular basis;
offer a variety of school-parent:programs and materials designed to build
the home/school/community educational partnership. Include special
events and meetings with a teaching purpose. Schedule some programs
away from the school setting. Include ways to reach working parents and
single parents. Set up as many father-oriented events as possible.

Encourage parents to visit the school, to confer on a regular basis,
and to use the school as a source for help and referral to community

agencies.

Leadership/or Change

Working. on a partnership basis with the home is more difficult to-
day than it might have been a few years ago. Existing p.terns of neigh-
borhood schools have changed. Reaching out to parents is not aLvays a
down-the-block contact. It's often a -of many miles. Conferences
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are harder to set up. Other ways will have to be employed to reach, in-
form, and receive advice from parents in addition to the traditional face-
to-face meeting.

Parents have needs that schools will have to meet. After years_ of
being told that they don't kriow "the right way" to teach, parents may
need to have their confidene restored. Schools have to convince parents
to trust themselv'es and t nce again regard themsAves as their child's
primary and ongoing teac ers."

.

The caring, the improved education, and the increased leisure time
of parents offer great potential for building a home-school educational
partnership. A growing number of parents want to know how they can
best help their children educationally.

Reaching out to those parents who are ready to help will make the
sch ols' work easier, not harder. It's not doubling the burden of the
sch ors job; it's lessening it by sharing accountablity with. the people
identified by research as those able to make signiiicant..educational im-
pact. The healthy skepticism and caring now shown by a growing num7
ber of parents offer hope for school personnel today. Not even the best
school can do the job alone.

Educators seeking substantive family involvement in education need
to be prepared to exert leadershipwith staff and with parents. Working,
with families requires certain basic attitudes, skills, and behaviors.

Instead of starting with "what do we have to fix?," . ducators need
to start with "what can we build on?" The professional orientation
changes from focusing on 'the family's deficits to building on the family's
strengths.

Educators will have to learn to work effectively with adults which
may require new skills. Teachers need to know and be able to impart to
parent4 an overview of the research that supports the parent-as-teacher
approach. Teachers need skills as leaders and as problem solvers. More
specifically, they may need help in running better conferences and meet-
ings and teachers need to know how to develop and use materials for
outreach to the home. The focu's is not just on the child but on the family
as new "home-style" teachem of the child.

Teachers need to be able to build partnerships with the home, in an
orderly, non-crisis fashion. The emphasis must be on prevention before
is les become prOblems. The emphasis must be on children's abilities,
before they become disabilities. The empkisis must be on what can be
done with what is available now!

Programs can begin with one parent, one teacher, one school, one
community. The goal is clearly defined. The strategies can. be directly
charted. Let uc begin. Let us continue.

4 S.



The Partnership with
Title I Parents

333
Phyllis eJ. Hobson

An educator with successful experience administering
programs for parents of children in compensatory education
explains the organization of the District of Columbia Title I
Parental Involvement Program and lists five essentials for
parental involvement.

For too long we school people have been assuming full responsibility for
the academic achievement of children Now, encouraging outcomes of
parent involvement in. the Title I ?rogram of the District of Columbia
Public Schools demonstrate that it is time we shared this educational
responsibility with parents, our children's first teachers.

Research conclusions, evaluation findings, and personal experience
support the concept of parent involvemeQt. The influence of parents on
their children's attitudes and values is documented in the literature and
demonstrated through students' school adjustmen:. A study I conducted
revealed that Title I students ylemonstrated significantly higher achieve-
ment when parents became directly involved in the educational program
of their children.' Other evaluation findings indicated that,

The level of "family support" registers a pervasive, impact on a broad
range ore' student outcomes, including achievement and classroom behavior... .
It seems likely that fdmily support is the most potent out-of-school contribu-
tion to studimts' perforMance and to the extent to which the Title I Program
can effeLt a positive increase in this variable, the child shluld benefit.2

Phyllis J. Hobson. Structured Parental Involverneno: An Analysis of a Title I
Summer Parent Guided AT-HOME Project. Doctoral dis...:ttation, George Washing-
ton University, 1976. pp. 80-81.

2 !MX, Incorporated, and Roy Littlejohn Associates, Inc, "Evaluation of BEA
Title I Program of the Public Schools of the District of Columbia, 1974-75 Final
Evaluation Report." Washington, D.C., 1976. P. 7.
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The Parental Involvement Component provides an organized way to
involve parents ,in all facets of the Title I Program, from planning to
evaluation. The program design (Figure 1) is diversified in scope for
broad impact. .

Component

I. Parent Advisory Councils
2. Parent-Partner Volunteer Corps
3. Parent Awareness Conference
4. parent Education Traineeship
5. TOPPS Chorus
6. Home Activities

Function

Decision making
Classroom support
Program dissemination
Structured staff development
Creative expression
Skill reinforcement

Figure 1. Design of the District of Columbia Parental
Involvement Program

Advisors/Decision Milkers
The Parent Advisory Council (PAC) is the official parent orsiniza-

tion of the Title I Program. The PAC is involved in review and rek 'm-
mendation of the proposal/application for the entire program.

School Councils operate at each of the 98 Title I schools. They hold
monthly meetings to determine program priorities and to make recom-
mendations to Intermediate Councils. There are 71 elementary, 20 sec-
ondary, and 7 private school councils.

lhtermetliate Councils are organized within six regions. These coun-
cils meet every six weeks to receive and act upon recommendations'from
schools.

Tlw District Council is composed of 196 delegates and alternates
from 98 9chools. It meets monthly to serve as the final LEA review body
for Title I.

Volunteers
Federal guidelines encourage the participation of parent volunteers

in Title I projects. Volunteers, whom we 'call "Parent-Partners," are
involved in the educational programs of their children by assisting
teachers in both public and private elementary and secondary schools.
Parent-Partnei s receive preservice and ongoing inservice, training in-
tended to help them gain skills to use at home as well as in the school.

School classroom activities performed by the volunteers include
tutoring pupils; assisting teachers in making games; qhowing filmstrips;
chec! ing papers and assisting in homework centers; and reading to
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individual pupils or groups of pupils. Volunteers also assist teachers
during art or music class activities, plan and arrange bulletin boards,
assist teachers with playground activities, assist in the lunchroom during
lunch period, assist on field trips, and assist pupils in the library.

The Parent Education Traineeship

The Parent Education Traineeship provides a framework for parent
training. The basic offerings are: (a) leadership training for PAC,
(b) preservice/inservice training for Parent-Partners, (c) parent-to-parent
training, (d) the TOPPS Chorus, and (e) the Annual Parent Awareness
Conference.

Leadership Training for PAC. Leadership training is conducted for
Parent Advisory Council members and officers. The training sessions
are designed to help parent councils carry out their functions. Leadership
training sessions cover: (a) the needs of educationally deprived children,
(b) federal guidelines and regulations, (c) roles and organization of
parent councils, (d) the application process, (e) current Title I programs
and activities carried out locally and in other school districts, (f) evalua-
tion techniques and findings, (g) parliamentary procedures, (h) human
relations, and (1) development 6f a PAC manual. Resource persons in-
clude both Parents and professional staff.

Preservicei inservice .Training for Parent-Partners. The preservice
and inservice training for Parent-Partners (school volunteers) is practical
in nature and concept. Practical experiences in basic reading, language,
and mathematics instructional skills are offered during the summer pro-
gram and comprise the mijor inservice strategy. Orientation for Parent-
Partners is also conducted in- September, prior to their assignment to
schools in October.

The focus of.inset vice training is team training. Schools pair Parent-
Partners with classroom or laboratory teachers and these teams attend
training sessions together.

Parent-to-Parent Training. The skills of experienced parents are
used in the parent-to-parent training program. A professional consultant
serves as team-leader to conduct a specialized four-week tiaining cycle
with 20 experienced parents who meet the criteria for parent-trainers.
These parent-trainers then help train other parents in one of two areas:
Home Learning, or extension of the Parent-Partner (volunteer) training.

The TOPPS Chorus, The TOPPS Chorus (Title One Parent-Partners
Chorus) is an organized group for involving parents in music education,
creative expression, and personal development. Parent members of the
TOPPS Chorus receive music education experiences and increase their
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repertoire of children's music for use with their own children. Entering
its seventh year as a parental involvement organization, the chorus per-
forms at many school and community programs.

Annual Parent Awareness Conference. The Annual Parent Aware-
ness Conf rence is the culminating feature and teaching/learning experi-
ence of the Parent Education Traineeship. The conference is developed
by parents and sponsored by the PAC as a two-day training institute.
It includes parent exhibits, demonstrations, Workshops, seminars, the
dissemination of parent information and materiak, and awnd recogni-
tion. The major purpose of the conference is to'foster greater awareness
vy Title I. parents, the school, and the community of the impact of
parental involvement on student achievement.

The Parent Awareness Conference provides participants with expo-
sure to new program's and practices. It provides an opportunity to review
and share educational experiences which parents have found effective in
meeting the needs of Title I children.

I hope that what I have described will be seen as .suggestions rather
than prescriptions. School systems seeking to encourage and expand
parent involvemevt in Title I or other compensatory education programs
will need to try out, modify, and pass along those ideas that are helpful
for their own special purposes. Procedures and practices, however, are
not the hief concern. The urgent message is that parents are important
to child's success in school.

Five Essentials of Parent Involvement

Experience has shown that there are five factoN that contribute to
success of parent involvement in Title I and other compensatory
progranis.

First, explore.with parents What they want schools to accomplish.
You are likely to discover that parents and school people make natural
partner,-; ause they share a common goal: providing quality educa-
tional opportunities for chikiren. I have never met a parent who did not
wa n t the best for his or her.children.

Second, devise opportunities for parents to get involved that they
see as prai tkal and meaningful. Successful experiences ha-Ve great holding
power.

Third, keep reac hing out to parents with warmth and sensitivity.
Be careful of vo,abularv ; for example, avoid use of terrns such as "dis-

nt aged," -low inLomei" arld "culturally deprived." Seek to eliminate
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barriers of race, religion, or economic condition and stereotyped precon-
ceptions are likely to disappear.

We educators sometimes magnify what we perceive as hostility and
mistrust Erma parents. I believe that the quality of parent involvement
in urban schools is not very different from that in suburban schools, and
that most parents want to and will cooperate with the people at their
child's school.

Fourth, develop an on-going training program in which parents
and staff are both teachers and learners. The satisfaction gained from
the team approach seems to motivate learning and increase skills. Of
course, the quality of human relationships in teaching and learning ex-
periences is paramount because rules, regulations, and techniques alone
rarely work to change behavior at deeper levels.

Fifth, acknowledge that sharing power with parents is not abdi-
cation of one's professional leadership role. On the contrary, it provides
an opportunity to understand parents' interests and goals and to learn
ways to help achieve them. If we avoid perpetuating the traditional prac-
tice of tormulating decisions from the top, we are less likely to impose
our beliefs 111 others, or to make decisions for others.

More( ver, well informed parents contribute to wiser decisions.
Parents who are involved in decision making grow in their ability to
shape policy and to measure the effectiveness of .educationpl programs.
They also come to respect the views of cducators and value their exper-
tise in matters where it counts.

These comments may provide a general framework, but no ready
made plan will fit every situation. The essence of success in working
with parents--no matter where they live or what their circumstances
is a spirit of cooperation with the shared purpose of meeting children's
needs.



The Changing Role of
Parent Groups_in Educational

Decision Making

Lois 8. ststnberg
"TIM=INE

Studies conducted before 1970 usually found that parents and
other citizens had little influence on local school pclicy. In this
review of recent literature, Lois 7t-einberg discusses several
new forms of participation and considers evidence of their
potential effectiveness.

^

Since 1974 the Institute for Responsive Education has conducted a series
of studies to identify the new forms for parent/citizen participation in
local school districts and to assess their impact on education policies and
programs. Data were collected from variety of sources: reviews of pub-
lished evaluations; field interviews with school officials, parents, and
members of community organizations ir. 11 urban Centers; workshops
attended by members of 150 school councils; a national survey of state
education departments; and an analysis of state and federal court deci-
sions which legitimated parent or citizen participation.

There are at least seven developments that have either mandated or
supported parent/citizen influence in educational policy and program
implementation:

School decentralization
Federally-mandated parent Avisory councils
Parent/citizen councils mandated by state or local school officials
Child advocacy organizations
Citizen advisory councils mandated by court-ordered dese3regation
plans
Court decisions
Changes in the national PTA and some local PTA's.

The patterns of participation associated with these developments
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suggest that the government mandated councils are not effective mediat-
ing structures for parents to represent their interests to school boards.
They have provided few opportunities for parents to influence local edu-
cational policies or programs. However, during the same time that gov-
ernment mandated councils have been initiated, a number of independent
organizations have emerged to represent parent inta,-,sts at the national,
state, and local levels. This section will summari: major findings of
the limited research on these developments.

School decentralization. The published research on school decen-
tralization has focuse: on the factors contributing to the development of
demands for participation and variations in response in different cities,
or evaluations of the reSults. Proponents of decentralization were able to .

achieve political restructuring--the creation of elected community school
boards.--in only two cities, New York and Detroit. In other cities, com-
munity demands for participation were resolved by some form of admin-
istrative decentralization which included the creation of school-based'
advisory councils.

Evaluations of the results of both political- and administrative de-
centralization indicate that few powers were transferred to the community
school boards or advisory councils. In New York City, fot example,
central board and administrative, control over decisions related to budget,
currit ulum, and personnel was left virtually int'act.' While the reform
did serve to increase parent participation, in most districts school boards
were dominated by the representatives of such established groups as
political parties,.churches, and teacher unions:

Peterson4 specubted that the goal of decentralization, from the per-
spective of policymakers, was social cohesion rather than social change,
to be achieved by containing conflict at the local level and facilitating the
hiring of more minority personnel. The Central board was, in general,
insulated from community groups. However, the limitations of the pow
ers granted to the boards activated some districts to pursue change efforts
through city-level groups and the court." For example, the employment
of minority personnd resulted from a court action undertaken by the
NAACP.'

'Marilyn Uittell and other,:. Sehool Buards am' School Policy; An Evaluation of
New City. New York: Praeger, 1973.

2 Paul I:. reter:on. "Atterword: The Politics of School DecentralizatIon," Educa-
iron gird Utloart Wty 7. -lpt--7q; August I975.

3 Michael A. Rebell "New York's School Decentralization Law: Two and a Half
Yea, I ter lourrtat of taw foul biticallort Z: 1-39; January 1973.

' Gate!! and others, op L'It.
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Government-mandated councils. These councils include those man-
dating parent/citizen advisory councils to participate in the planning and
implementation of federally-funded programs and those based on state
and local initiatives which require citizen participation at either the local
school or district level.

An Institute for Responsive Education (IRE) study estimates that °
the combined non-professional membership in these councils is approxi-
mately 1,200,000. A majorityaround 900,000are participants in Title
I Parent Advisory Councils (PACs). About 200,000 are participating in
Head Start, Follow Through, and other federally-funded programs. State
and local mandated groups account for only a fraction of the total
(75,000).

The federally-funded programs. The goals of these participatory
programs are similar to those of the COmmunity Action Programs (CAPs)
initiated with the 1960's VVar on Poverty:

1. To make the serviies delivered by government institutions more
responsive to client needs

2. To integrate the bottom segments of the population into the
national society.

While the evidence indicates that these federal compensatory pro-
grams have contributed to a "dear if modest redistribution of educa-
tional resources benefiting the poor, non-English speaking, and physi-
cally or mentally handicapped children," several problems have emerged
in relation to the participation of representatives of the target groups in
these programs. These problems are also similar to those uncovered by
the reseau h on the CAPs" :

The goals of the participatory programs were ambiguous
There were no clear-cut guidelines for selecting target group repre-

sentatives
There were no proviMons or rules to regulate the scope of participa-

tion.

It is not surprising, therefore., to learn that the implementation of
these (programs varies. In some districts the "same officials and partici-
pants" were involved in several programs with different "rules, regula-

5 Don Davies and others. Sharing the Power? Boston: Institute for Responsive
Education, 1977.

6 Lois S. Steinberg. Social Science Theory and Research on Participation and Vol-
untary ASNI)ClatIMIS: A Bthhograpluc Essay. Boston: Institute for Responsive Educa-
tion, 11)77. p. 103.
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tions, purposes,and styles O. f participation." There are also variations in
the moni tqeing and enforcement of program requirements.'

In some districts, paren- ts,and school administrators have been able
to use the Louncils to develop effective relationships, but this has not
been the Lase in most Title I programs. According to the data analyzed
by IRE:

. . . while Title I participatory mechanisms . . . have the potential for
high levek of impaaboth in the shaping of policy and in the delivery oT
scorites to theschoolsonly rarely do they achieve this picitential. This is due,
in large rneasure, to the combination of an unclear mandate and a lack of
wow% es. 4

The Title I PACs are relatiVely "closed systems'.' which focus parent
and staff exclusively on Title I issues, thus isolating them from other
school activities." Few resources have been provided to the councils, such
as technical assistance, staff to coordinate their activities or collect infor-
mation, or state or local administrators to monitor and enforce program
guidelines. Given the ambiguity of the guidelines, the latter's task is
admittedly difficult.

Initially, the Title I guidelines did not mandate parent participation.
In 1971 the guidelines were amended to require "districtwide parent
councils-- with parents constituting more than a simple majorityto
participate in the planning, development, operation, and evaluation of
the projects)" A 1974 amendment required both districtwide and local
school PACs. Regulations were further revised in 1976, requiring that a
majority of members be parents of children participating in the program.
Furthermore, members are to be selected,by parents.

Efforts to "empower" Title I PACs have been undertaken by three
independent organizations and all have been partially funded by the
Carnegie Corporation. The activities of these groups reflect the need to
create formal linkage between local Fchool PACs at the district, regional,
and national levels and to provide information and technical assistance
to parents at the local level; '

The Coalition of Titre I I'arents, with the support of other groups,
persuaded wngrccc to Mandate district and school site parent councils.
This group was sta. ted in, 1973 and sponsors national conferences for
Title I PAC members. The endorsement of these conferences by the chief

7 Don Davies. "Federal Impact." In: Don Davies and others, Federal and State
Impart on Cnizm rartylpatton v the Schools. Boston: Institute for Responsive
Edui anon, lq7P1. p 3.

8 p. 22.
Aid.

1 ° Ibul.. p 12.
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Title I administrator in the'Olike of Educa.on enables local PAC mem-
beN to use Title I funds to -attend the conferences. The coalition has
developed an organizational structure which includes "10 regions coin:-
ciding with the I ILW regions." It LEsseminates information 'and provides
technical assistance ri local PACs." The Federal Education Project "both
monitoN and provides in:ormation for the administration of Title I in
the Office of Education and in the HEW regional offices." This project
also provides training and assistance.to local Title I PACs and publishes
a newsletter. The American Friends Service Committee's Southeast Edu-
cation Project operates a trainirg and Jssisionce program in, 30 school
dmricts in six southeastern states.'

State and local mandated councils. The IRE study defined school
councils as "school-based groups within school buildings, areas, or city-

,. wide groups".rnandated by state or local school initiatives. Here, too,
there has been little impact.

, 601 tourtul, are not now, -by and hrge, effective vehicles for citizens
to ick t edit( Ational policieq and det kionc. But they are an unrealized potential
to bet mut. mi hankrn, fur produking power sharing and partnership between
Litirk-rv. and edut ators,"

Policymakers who intended that the councils provide a means tO
develop participatory demoLracy at the grassroots level were reported to
he disappointed with the results. Parents and citizens who served on the
count ik "were even more frustrated.""

Mo,;t of th,se councils operate at the school building rather than the
distrit twide level, but no statistics have been collected on membership.
The l'ouncils tend to he dominated by educational professionakmainly
principak- -who are "generally comerned-about minimizing participation
in areas/traditionally considered subject to management prerogatives."15
A Majy1- portion of the members' time is spent on organizational rather
thap/school related icsues and they lack the resources (effective leader-
ship', training worksh ,ps, independent sources of information) that might
enable th-m to assunw pore responsibility in IJcal school and district
decision', Frustration leoLk to high turndver in membership, so the coun-
cik orv not stitilj

En genrral, school boards do not appear to see cour cils as very high

p to
" Ibid. pp. 10-20
I la vit.% ';;Ity t:t.. Power:', op. cif , p. ti.
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'priorities. The initiative for setting them up has been taken by the pro-
feyional educators. School board.; seldom relate directly with council
member', thus rnost of their information on council activities is obtained
from adminktrators." School board members frequently expressed fears
that the cotincils would encroach on board responsibilities or be used by
citizens to develop a base for future school board candidacy.

Clu hi advocacy xrou.ps. Child advocacy groups are citizen-run or-
ganizations which use a variety of- strategies to establish and protect the
rights of children served by public institutions. Some of the grlups were
initiated to promote children's rights in several institutions (tne juvenile
jwitice system, health ca: 2), including their educational rights. Others
are established organizatiorm which had worked on educational issues
and have added an advocacy function.'

The activities of these organizations tend to take tWo forms: indi-
viduAl case advocacy and class advocacy. The former involves assistance
4o-u4d1 vidualssuch as direct intervention on behalf of the child in prob-
lems retated to a local institution, counseling, referrals to other agencies,
and La assistance. Class advocacy "seeks remedies to the inadequacies
of the ,c)( al and education system for groups of children."_"

U thy late I otic.).., and the present a number of public interest
law firms, as Wei! chic oat roups, have been instrumental in achiev-
ing mojor court &Li, ions and fech7ral legislation affecting the rights of
students and the delivery of educational services at the local school dis-
trict level."

Besides sc hool integration,- in the field of educiltion, advocacy
groups have been responsible for decisions which have required local
sc haul dktricts to mimic, existing statutes affecting student rights and
to provide services to mentally retarded children and special programs
for-non-English speaking children and others.

In most cases the decisions have iQvolved extensive documentation
of the failure of local school districts to comply with federal laws, to pro-
vide appropriate services for children with special needsind in some

pp 50 5.
)or. ELivir,. and othvp, Pattern:4 oj Participatiou. Boston: Institute for

1rvon0,,p t haptcr 4. (Unpublished draft.)
" tbi.1
I" fIhn ( I fogan 1 aw, Society, and the'Scluwk." In C. IN. Gordon, editor.

11:e. 1,n,,,cnIto..77 of duca±!11r National Society for tlw Study ot ducation Year-
book ( hp( ago rniver,dtv (pt Chicago rress, 197,1, See, also: Michad W, Kir0.
"'I he Growth oi Federal InIlup:n(r r Jut iti)n," in C. V. Gordon,

" Brown Board ot I dit( ation, U.S. 483 (1954; ';errano l'riest, 5 Cal, 3d
.984, ( .11. Rptr (.01 487 P.2d 1241 11971); MIII, p Board ot Educltion of the
Distri( t Cournbia. (4'4 1 !Airp. Not', 8o8 (1).D.C, 1972).
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1

cases, failiure to provide any services at all. This documentation also
established the need tot individual case advocacy.

Examples of advocacy groups operating at the national, state, and
local levels are the Children's Defense Fund (CDF), Massachusetts Ad-
vocacy Cen'ter (MAC), and Advocates for Children of New York
(AFC).2'

CM', the primary national child advocacy organization, stems from
a Head Start program in Mississippi. This organization works closely
with other national and local groups to monitor services provided for
children by local institutions (health care, juvenile justice, foster care, day
car,. The Fund's str,itegy is to identify and document local problems
and deal with them at the Vashington, D.C., and branch offices.

The model for change adapted by MAC, a state level group which
grew out of the Massachusetts Task Force on Children Out of School,
was derived from mrategies used in the Hunger, USA inquiry.' The
MAC strategy involves (our elements':

1. Piik a problem that has ,pecific remedn,s. Document the extent of the
problem. Create a task torte that includes professionals who will have to
respond to the is,ties. Promote public dvarenes of the problem through public
hearings and creative use of media.

2. Litigation. A lawsuit or threat of a lawsuit will often get administra-
tors to , hange. Ilowever, this tactic hould be used with, caution since the
re,,ults may not Aways wrve the Llient's interest.

3. 1.egy,lation. Tax exempt advocacy groups cannot lobby but they can
conduct ii.search tor legislatures and provide "technical assist to other
advo,,,,y groups that are free to lobby." 21 They also comment on pending

4. Adminitrativc negotiation. Aavotato, sit down with bureaucrats re-
sponsible fcq promulgating regulations to c-arry out federal and state laws and

-those ry,.poty,ible for implement.ng them locally. They have distovered that
bureau, ra, ire not tnonolithn and many changes can be brought about by
working with thy in,iders. Thn. procw;.; requires ma,,tering a' good deal of
te( hnic,11 knowledge dnd perseverame.

In thc early part of the civil rights movement, advocates,,worked
only for policy change. They learned that there is often a large gap be-
t ween the policymakers4ntent and the programs implemented at the local
level. Program e,uideline,, arc often unclear or inappropriate to local

21 Don Ddvir; and otIn N, l'aftru of Part wipatiort, op. CIL
22 I any linmo "Flunget ';A. 1 lit 1tibit. ,Pir,hes Congic." I ()tonal of Health

and ';I,cra! 117,-..o: lune 1070.
Peter 1 Ir!rnan. 1 hi, htywkt;; Ta4. Force Ryport;;; Advocacy for Chit-

drtni Iductittonttl Novvmher 1q73.
21 , p
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needs. From the knowledge gained through working with individual
cases, advoca,tes are able to identify problems and make recommenda-
tions for prograra modifications.

AFC is an example of a locality-based group, providing advocacy
services to parents and their children who attend public s'chools in New
N'crk City. AFC began as a volunteer operation, but since 1974 funds
from foundations and city agencies have supported a professional staff.
A ,majority of cases handled by this agency involve student suspensions
and the placement of handicapped children. In addition to child case ad-,
vocacy, AFC works with other advocacy groups at the city, state, and
national level to promote system reforms.

The Changing PTA

The PTA is the major organization for the articulation of parent
interests to schOol officials and legislators at the local, state, and federal,
levels. Although the role of these p..rent groups varies in .different dis-
tricts, decision-mal. ing studies have usually found that the PTA plays a
supportive rather than a critical role.' This tendency reflects a long-
standing national policy that the PTA ". . . will not interfere with the
administration .of the schools and should not ask to control their pol-
icies."'"

There are several indications that the national PTA is trying to
broaden the membership base and redefine the parents' role in decision
making. These changes undoubtedly are a response to a decline in mem-
bership (from about 12 million in the 1960's to 6.3 million currPritly,
the decentralization and child advocacy movements, and the unionization
of teachers. An IRE report suggests that some of the parents who might
previously have joined the PTA are now active in mandated councils and
PTOs or POs. The latter exist in districts where parents have severed
ties to the PTA, or where there is no parent organization.

One example of the effort to broadvn the memberl-hip base fs the
1970 nwrger of the National Colored Congress of Parents and Teachers
and the National PTA." This move has been followed by sialilar mergers
in many states and local school districts.

25 P.11.11 F. Peterson. "The Politi Of American Education." In: F. N. Kerlinger and
J. B arroll. editorc. Review of Re.,earch i, Educatiort, Vol. 2. Itasca, Ill.: F. E. Pea-
cock, 1474. p 353.

Imilitute tor the Development of Educational Activities, Inc. "Toward More
Effective Involvement of the Community in the Schools." Meiiiourne, Fla.: /I/D/E/A/,
1Q7.4.

27 Nationai PTA, tetter from Sandra E. Fink, Director of Public Information,
August 30, 1078.
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In 1972, the national PTA board dropped the non-intervention pol-
icy Jnd announced that the group would promote an active role for par-
ents. A hancfbook on "The Role of Collective Bargaining in Public Edu-
cation" suggests that the organization is taking parent participation
seriously. Besides alerting parents that the "scope of negotiations may
expand to inc,lude most areas of educational policy and practice,' it re-
states the new position on parent involvement in policy. Parents are
advked that, "There can be no doubt that the PTA should seek to be
involved in the collective bargaining process.." The booklet lists a num-
ber of ways a PTA can become involved in contract negotiations and
gives examples of steps taken by some state and local chapters.

Other brochures put out by the national PTA stress the difference
between PTAs and PTOs. PTOs are "local" groups whereas the PTAs
are affiliated with state and nat'onal PTA.29 Thus local PTAs are pro-
vided with linkages to state and federal legislatures similar to those the
Coalition of Title I parents.is attempting to establish for the local PACs.

One brochure advertises "The PTA as 4n Advocate for Children,'
and cites the group's activities in rehtion to collective bargaining; TV
violence, handicapped children, urban problems, tuition tax credits, test-
ing, and school finance. Dtuing the 1978-79 school year, the PTA planned
to sponsor a series of public hearings on urban school problems.

Are the nett, participatory structures adequate? The available data
on the effect:; of the new participatory structures have indicated .that they
have not created, in most imitances, adequate opportunities for parents to
have acess to decision making at e;ther the local district or federal and
state levels.

At a time v.'hen more and more of the decisions affecting the re-
sources and educational programs provided at the local level are being
made by te&ral and stati authorities, the new participatory structures
tend to h n m.1 parent partkipahon at the local school level. Federally-
funded programs direct paret ts' attention to specific programs rather
tlian systemwide isbuesas do the program,. which reflect special needs.

By mandating parent participation in the design and implementation
'of federally-funded programs, the decision makers ,,ought to ensure that
the prov,rants were responsive to the students' needs. Efforts to bring
about policy changes were undertaken by independent groups with

" National I' F. I Ito 1 /e of C 'ollectirc Bargaining in Public Education. Chicago:
prs.

" NatmnaI PTA I Ui Ir:trad of P Chicago: PTA, n.d.
3" NatIonal I' I A. flt N'atiotaI 111%.1: What It Is, What It Dvrs. Chicago: PTA,

n d.
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little parental involvement. Implementation was turned over 'to local
school boards and odministratorsthe very groups who 'had neglected
the students' edivitional needs in the first place. Program guidelines are
ambiguous; the role of parents has not been clarified.

Few resources have been allocated to assit parent groups where
local administrators and school boards are resistant to change. Results of
the, IRE studies suggest that the new councils may be having the same
effects as school decentralization and the CAPs: fragmented participa-
tion. The fragmentation associated with government programs has been
compounded in some districts where parents severei relationships with
the PTA and set up new organizations.

Some of the CAP studies suggest that the progi ams worked best in
two types of situations: (1) those that promoted limited participation and
influence stressing cooperation between representatives of the poor and
established groups,"' or (2) those where minority leaders were able to
'pursue a political strategy (mobilizing the poor) which appeared to hap-
pen in neighborhoods where minority leadership and neighborhood or-
-ganizations were already established or emerging. These patterns were
related to local power structures, city size, and the size of the black
population.'

On the whole, the neighborhood organizations mobilized with fed-
eral resources were constrained not only by the difficulty of activating
and:sustaining community participation, but also by the federal guide-
lines and inability of federal officials to change local power structures.
Where federally-funded action programs were able to organite on a
neighborhood basis, this led tb the creation of narrowrather than broad
constituencies and reform policies,"

Although there seems to be some support for the view that inde-
pendent organizations (those sponsored by the private sector) are more
effective mechanisms for change than dependent organizations (govern-
m('nt sponsored), their influence is limited compared to the organized
forces pro:edit-4; the interests of school boards and professional edu-
cator,,,"

11 Richard L. Cole. Cutt.:cri Participation and flu' Unbon Policy Process. Lexington,
Macs.: f C. Heath, 1074.

32 ( 'harks Brecher. Ore Impact ot FcrIcral Anti-Poverty Politics, New York:
Piarger, 1 073,

33 Pail F Petercon. "tom!, of Representation: Participation of the Poor in the
Community Action Progrom." .1,ficit../01 Scieace Rerietv 64 : 491-507; 1070;
Douglas 'eat...-. Ormocracy: The Politics and Impa('ts of Decentraliza-
tion 1 xington, Mass.! 1), C. Heath, 1973.

:is Lois Lqvmherg, op, cit.
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The educational decision-making process has become increasingly
formal, specialized, and centralized. It is difficult for grassroots groups to
acquire the resources needed for effective participation in the decision-
making process in the present context: money, knowledge of the law,
and organizational skills. Few locality-based parent/citizen groups have
the expertise or money to mount lobbying effoits to influence more dis-
tant state .and federal appointed or .elected officials. In order to ensure
that policies are implemented in their interests, parents must often put
pressure on the administrators who manage the local educational bureau-
cracies. But these officials, as well as teachers, through their occupational
associations, have far more resources than most citizen groups to main-
tain. their vested interests if threatened by parent participation (The
National PTA maintains a satellite office in Washington, D.C., which
serves to interpret the PTA's interest in legislation pertaining to edu-
cation and child welfare to congress.)

Have the rules changed? Studies conducted prior to 1970 indicated
that both urban and suburban school systems were relatively closed to
the influence of parents and non-parents in local school policy. Most of
the powers originally delegated by the states to local school boards had
been taken over by professional educators. The rules governing parent
participation were defined by educators and endorsed by most school,
boards.'

There were no formal procedures for parents to play a constructive
role in the formulation of educational policy and such activities were
prohibited by the by-laws of the very organization which had been set up
to represent parent interests: the PTA. Thus, all three established chan-
nels for parent access to decision making were restricted to supportive
participation. ParentS and non-parents who chose to oppose administra-
tive policies had to create ad hoc groups to pursue s '1 efforts which
were Libeled by researchers as "disruptive forces." Although local school
board elections offered the means to redirect a district's educational goals,
the process required a long time and a lot of energy.

The data we have examined suggest that government-mandated
councils have legitimated an active role for parents and were intended to
restriA the. professional's ability to define the parents' role. However,

plementation of the new policies has usually been given to profes-
sionalc enabling them to continue to define the parents' role. in addition,
mandated coUncils, like school decentralization, created another layer
between parents andthe tiet ision centers.

3" Stephen NI. David anti Paul F. Peterson. Ibban Polifict: and Putlic rvin-y. New
Nork: Praeger, 1.97o.
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kmajor weakness of these changes supporting parent participation
is that they have been initiated at federal and state levels with little
involvement of parents or administrators at the local level and rarely
provide resources for impleinentation or monitoring.

Child advocacy groups, on the other hancNbave managed to change
a number of rules that affect the way school administrators define and
resolve problems. They share weaknesses similar to those related to the
government-mandated councils. They do not involve extensive partici-
pation of local parents or sufficient resources for Aylementation and
monitoring. Where local administrators are resistant to parent participa-
tion, parents can turn to independent advocacy groups for assistance, but
there is no data to assess the availability or adequacy of these services.

In terms of parent-school board relationships, the most significant
innovation is the national PTA's endorsement of parent participation in
local distfict policies. However, implementation of this poficy is up to
local parent initiative md resources.

Despite the limi itions of the changes we have reviewed, it is clear
that the rules governing parent participation are in the process of change.
All of theke forces have contributed to the legitimation of an active,
rather than a passive, parent role. However, if the process is to result in
any "power sharing," it will have to affect the relationships between
parents and the groups that wield power. The research suggests that
power varies in different types of communities and different types of
educational issues. Therefore, the major task for local parents is to figure
cut who has the power and how to get a fair share of it.

6 94
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The Rights orPar6nts tio
1)ei,erIrj Their' Child's Curriciulum

tgs
Suzanne O'Shea

Can parents keep schools from teaching their children about
sex and other topics they object to? In this review of court
rulings, Suzanne O'Shea analyzes the rights .of parents to
withdraw their children from instruction.

\
V ,

Parent,; or public school children do not always approire of the curricu-
lum taught at their child's school. They might object to their child's
expmure to crtain subjects, or to language found in teXtbooks; or they
mig,ht agree that a particular subject ought to be taught while objecting
to the teaching method used. . .

Parental response to objectionable portions of a school's curriculum
may take different forms. Parents may work within the democratic sys-
tem at the appropriate level to change textbook selection methods, or to
remove certain subjects from the list of required courses. As an alterna-
tive, parents may opt for the more direct response of removing their child

/ from the objectionable portion of the curriculum.
This chapter will expjore the legal basis for parental action to re-

ove a child .from certain portions of the regular school curriculum. The\,
egality of school-initiated excusal systems will be discussed as well.

At the outset, it is helpful to classify parental action into two types
based upon the reason underlying the parents' attempt to withdraw their
child from specific portions of the curriculum. Objections may be based
on constitutionally protected values such as freed of religion or pri-
vacy; or they may be based on a variety of persial beliefs such as
parental opinion that their child is wasting time studying one subject
when another is more important.

.

At the turn of the century, state courts generally permitted parents
to withdraw their children from certain Portions of the school's program,
reflecting a vide11,, held belief that the "policy of our law has ever been
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to recognize the right of a parent to determine to what extent his child is
to be educated.'" Two presumptions supported this policy. The first was
that parents had at least as much knowledge of the child's "physical and
mental abilities and'future prospects" as the child's teacher. The second
presumption was that parents have a permanent affection for their
children and are, therefore, more likely to act in the best interests of the
child than are teachers, who have at most a "temporary interest in the
welfare of the child.'

Courts of this pcnod required that the removal.of the child be rea-
sonable and that it not interfere with the education of other students.
Given the courts' presumption that a parent is the best judge of the
child's needr:, it was not difficult to convince the court that the with-
drawal was reasonable. For example, a parent was aliowed to have a
child excused from geography so that more time could be spent with
arithmetic"; a paient was allowed to remove a child from a required
course in domestic scienee because the child would have insufficient time
to tudy music with a private instructor unless the course were dropped4;
a parent was permitted to withdraw a child from grammar instruction
because it was not taught in the same way it had been when the parent
v.as in school', and one court permitted a parent to withdraw a child
from music class even though the parent refused to justify the recjuest.6
It is dear that the courts of this period did not think that it would be
dkruptive or detrimental to the education of other students to allow
some students to be (Ai:used from certain instruction.7

1Trustees ot 5t hook v People, 87 III. 303, 308 (1877).
Sheibley v 5(1;001 Dktrict No. 1, 31 Neb. 552, 550, 48 N.W. 393, 395 (1891).

3 Morrow Wood, 35 Wk. 59 (1874).
Kelley v Ferguson, 95 Neb. 0.'1, 144 N.W. 1039 (1014).
Sheibkv e School District No. 1, 31 Neb. 552, 55(,, 48 N.W. 303, 395 (1891).

6 c+t hool Board District' No 1.8 v Thompson, 24 Okla, 1, 103 P. 578 (1909).
7 At this time, tew state,. had (ompulsory education laws. In defending their posi-

tion that Lhildren not be released From portions of the school's program, school
officials generally argued that although the children could not be forced to attend
school at all, once the child did enter school, the school officials had complete
authority to control the child's education, Support for this position can be found in
statutes 'that required certain subjects to be taught, Or that gave powei to school
officials to develop the curriculum. These statutes might have been interpreted as
giving kik Iwo! officiak the authority to adopt rules and regulations with which par-
enh and students had to comply in order to attend the public schools. However, the
courts interpreted them as mandating only that students be given the opportunity to
study ertain sublet ts. Although It seems as if the courts could have held that since
the c hddren could not be forced to attend school at all, they could not be forced to
attend any particular class, the courts generally decided the is.sue on a more posi-
tive parental right to determim. the e\ tent of their child's education. For a thorough
cip.c ussion ot this topic, trorn which much ot the information for this portion of this
hapter was gathered, see l'aeiit:: aud Public Shqol Curriculum, 50 Southern Cali-

fornia I aw Review t471 11077).
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Fewer Cases After 1934

After 1934, until quite recently, few, if any, cOurts made determina-
tions on whether a parent could remove a child from certain portions of
the curriculum. One can only speculate on the reasons for this. Perhaps
'parents now regard educators as the better judge of their children's edu-
cational needs, and, therefore, no longer request that their children be
withdrawn from certain courses. Perhaps school administrators believe
that parents have a right to withdraw their children, and for that reason,
make no objections to parental action to remove them.

The authority of the turn-of-the-century cases when applied to
modern situations is not entirely cleat'. The old cases have never been
overruled, yet the modern decisions rarely make mention of them. In fact,
the modern courts seem to place the responsibility of determining what

-the student is taught upon educators, seldom mentioning any presumed
parental right to determine the extent to which children are educated.
For example, in 1Q75, a Vermont court held that a seventh grade girl
must attend required physical eduction classes.' No religious or health
reasons were given for the child's desire to skip the classes, she simply
did not enjoy them. In denying the parent's request that his daughter be
excused from physical education classes, the court characteeized the ac-
tion as a misguided effort to revise the curriculum to accommodate the
wishes of the student and the father's educational philosophies.

A similar case was dedded in 1974 in the northern district of
Georgia.' A high school student, through his parents, wished to be
exempted from taking a required ROTC course. The court found that
objections to the course were based on sincere personal beliefs, but were
not the result of any religious training. Therefore, there could be no find-
ing that the course impinged on constitutional rights of freedom of re-
ligion 'of either the parents or the student. The ROTC course covered
topics in addition to military training which the court felt were valu ,

including leadership, personal hygiene, discipline, and first aid. Because
of the additional subjects covered, the court would not permit the stu-
dent to be excused from ROTC:.

No recent case was dRcovered in which a court denied a parental
request to withdraw a child because of the disruption it might cause in a
well-ordered sihool system. However, in a New Jersey case,1° the state
school board was clearly concei ned with the problem. In response to a

8 Ouimette u Babble, 405 F.Supp. 525 (D.Ver. 1975).
9 Sapp p Renfroe, 372 F.Supp. 1193 (N.D. Ga. 1974).
11' Valent r New Jersey State Board of Education, 114 N.J. Super. 63, 274 A.2d

532 (1971).
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parent's request that his child be removed from a course c4I1ed "Human
Sexuality" the school board statea that "lilt is the belief of the state
board that local boards should not be required to grant such exceptions.
To do otherwise would be to establish a precedent which would have far
reaching impact on the efficacy of the public school system. Such a prece-
dent 'could open the door for demands for exclusion, on grounds of
conscience, from courses as health, physical education, biology, and
even English literature." The court neither approved nor disapproved
of this policy, since this hearing was to determine only if questions of
fact were-at issue, which would require a full trial.

Fieidth and Sex Educafion Classes

There are three constitutional arguments taken from the first amend-
ment which are frequently asserted to support parental requests to with-
draw their c.hildren from portions of the regular school curriculum. Par-
ents may argue that the course establishes 'an official religion; that the
course keeps the parents from the free exercise of their religion12; or that
the t oursein some way invades the parents' privacy." Before a court can
decide whether or not to permit the withdrawal of a child- on constitu-
tional grounds, it must be determined that a constitutionally protected
freedom has, in fact, been denied.

Health and sex education courses are often objected to on the
grounds that they establish an official religion by promoting a particular
ragious viewpoint, or by denigrating all religions, thereby encouraging
another "secular" religion." However, it appears that many health and
sex. education courses are designed to stress that different religions hay

Valent t. Nw Jergey State Board of Education, 114 N.J. Super. 63, 69, 274 A.
832, 835 (1971).

12 "Congress Nhall make no law respecting n establishment of religion, or p
hibiting the tree exercise thereof"; U.S. Constitution, Amend. 1.

" Ehe right to privacy is not specifically recognired in the Constitution, bu
has been iitterred from the Bill of Rights. See Griswold v Connecticut 381 U.S. 479

1687 (1965).
!le, for xample: Cititens rm. Parental Rights v San Mateo County Boar

Education, 51 C.A.3rd 1, 124 Cal. Rptr. 68 (1975); Cornwell ri State Board of Ed
Hon, 314 E.Suyp. 340 (11.\1d. 19691. Health and seX education courses are often
at tented by the oourts as public health measures. As such, it becomes mare di
for parents to remove their children from courses because of a 1944 Supreme
opinion whkh hld that right; of parenthood and religion must yield when i
the public interest. Prime p I aLhusrtts, 321 U.S. 158 (1944). Althou
Supreme Court pvcifically hmited this holding to the circumstance present
case (child selling religious tracts in violation of child labor laws) this case
cited as authority for nmpellIng attendance at health and sex education
when they can be seen as being in the public interest.
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62 PARTNERS: PARENTS AND SCHOOLS

different points of view on sensitive subjects such as birth control, abor-
tion, divorce, and masturbation. In order to maintain a neutral perspec-
tive to the course, none of the rtAigious viewpoints are presented unfav
orably. To avoid the charge that the course promotes a "secular" religion,
students are often. encouraged to turn to their feligious counselors for
help with any personal problems they may have.

An example of a school program which was found to be a violation
of the establishment clause of the first amendment occurred in a 1970
Virginia case. In this instance, religious teachers came into the regular
public school classroom and taught the children, 'whose parents had con-
ented, about the various religions. The children whose parents had not
consented were given a study period. The court held that the program
was an unconstitutional establishment of religion because it made use of
a tax-supported public school system to aid religious groups in spreading
their religion. For that reason, the court ordered that the course be-dis-
continued.. -

This case illustrates the effect of a finding that course violates tht
establishmOnt clause of the first amendment. Once a course is found to
violate the :-,stablishment clause, it must be abolished, whether or not
attendarv:e is mandatory. Exsusing students from attending in no way
changes the nature of the content of the course. However, if a program
challenged as a violation of the establishment clause is. fbund mit to be
in violation of the constitution (as in the health education programs de-
Ft ribed earlier), the parent requesting that a child be excused from the
eourse the same legal position as the parent who has no religious
basis for a request.w

Religiuus Values

Parents may assert that what is being taught to their child in some
way prevents the parents from inculcating their religious values in their
child, in violation of the first amendment clause guaranteeing free exer-
t ise of religious belief*. One of the leading cases in this vein is from
'.',.;sconsin, decided by the United States Supreme Court in 1972. Amish

15 Vaughn t. Reed, 313 F Supp. 431 (W.D.Va. 1970).
For a complete do;kussoin of the issues involved in establishment of religion

see: Gerald Gunther. Ca,eq and Mater:alt; on Constitutional Law. Foundation Press,
1975. pp. 1452.1504.

17 P.Irent. as guardians of their thildren. have an immediate and direct interest
in their hildren'i spiritual and religious development. Sdiempp v School District of
Abington township, 177 I' Supp. 3,48 (P.D. Pa. 1959).

WiqCO3Cin Yoder, 40o U.S. 205, 92 11,Ct. 1526 (1972).
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parents refused to send their children to public schools beyond the eighth
grade in violation of Wisconsin's law requiring all children to attend
school up until the age.of 16. The, Amish parents argued that their 0,1-
dren would be exposed to worldly ideas such as intellectual and scien-
tific achievement, self-distinction, competitiveness, worldly success, and
social life, which would inhibit the children's smooth transition into the
adult Amish community. The Supreme Court first agreed with the par-
ents' assertion that to se. 1, their children to high school would violate
the parents' right of free exercise of religion. However, the state may
overridee'veil a constitutionally protected right in the process of fulfilling

-ilk-compelling" state interest. Because of the particular characteristics of
Amish society (agricultural, self-reliant, and law abiding) the court could
not say that education beyond the eighth grade was a necessity, as it
might-he if a child were being prepared for life in the rest of society. The
parents were, therefore, permitted to keep their children home after the
eighth grade.

In a more recent case, however, the court determined that the state's
interest in edu, ating its Vputh overrode the parents' claims based on free
exercise ot religion." New Hampshire po .?nts requested permission to
Il'ave their children removed from the classroom whenever audiovisual
equipment was used. To permit Lhildren to he exposed to the equipment
MIS in violation of the tenets of the Apostolic Lutheran faith. Evidence
was given that audiovisual equipment was used in nearly every class, and
that it is a preferred method of educators, The court held that to permit
the children to leave the root time the equipment was used would
be to deny them an effective e zion. The court stated that parents may
not make religious martyrs out oc their children.

Unlike establishment of religion claims, free exercise claims are
based upon some aspect of the curriculum which appears to be religiously
neutral (such as the use of audiovisual equipment). It is the nature of the
course as it atfects the individual that is objectionable. Therefore, re-
moval of the child from the objectionable portions of the curriculum may
be appropriate unless to do so would deny the child an education alto-
gether."

A right of privacy is not specifically mentioned in the constitution.
However, the Supreme Court has often recognized that certain areas of
privaiv are gu,iranteed by the constitution, Activities relating to mar-

' Davis t. rage, 383' I !,upp, .30.1 IF) NH.
2" For a t owlet? ot the isAies involved in free exerche of religion see:

Gerald 0

tither iota Mate,;a1., 0,1 Law, Foundation Prel;s, 1975,
ri 11,0_,.t 531.
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riage, procreatior, contraception, family relationships, child rearing and
education, and abortion are to a certain extent protected by the constitu-
tional right of privacy. The fact that an activity is found to be within a
cons.itutional zone of privacy loes not lean that there can be no regula-
tion whatever of the activity. It simply means that any regulation may
nbt be unnecessarily broad.2'

In a California case, which is fairly typical of cases of this type,
parents aLeged that their rights of privacy had been invaded by a volun-
tary sex education course because students were "forced" to reveal inner-
most thoughts and details of family life.' The fact that the course was
in no way compulsory led the court to conclude that there was no un-
necessarily broad invason of privacy. In addition, the court found that
students' privacy rights we7e noi invaded since they were not forced to
reveal their innermost-thoughts.'

Voluntary Courses

In anticipation of parental requests to have children e:.cused from
controversial courses, school administrators may make the course volun-
tary. Parental objections to voluntary courses are generally based on a
feeling that the children who are excused will he',stigmatizgd by the re-
maining students, with the result that parents who otherwise would ask
that their child be ,.xcused, might not do so.

The legal positions in such a'situation stem from two interpretations
of the religious free exercise clause of the first amendment. (As discussed
earlier, unless a parent bases a claim on religious grounds, he or she
would not be granted a remedy.) One view of the free exercise clause
,;ees it ac being written solely in terms of what a state may not require of
an individual. Others take peer pressure into account and maintain that
even though a child might not be required to take a course which violates
religious beliefs, the child m'ay take a course in order to avoid being stig-
matized ts a non-conformist.2'

State courts are split in their interpretations of the free exercise

21 Roe r Wade, 411 Uti. 113, 93 S.Ct. 705 (1973). For a complete discussion of the
ctreq involved in rights \of privacy see: Gerald Gunther. Cases and Materials on

Cow:t!tuttonal I ato. Foundation Press, 1975. pp. 616-56.
ititens tor Parental Right , v San Mateo County Board of Education, 51

C.A 3rd 123 Ca.Rptr. 68 11975),
vi tie, 4140: %teileiros i Kiyosaki, 478 P.2d 314 (Ha. 1970), where parents chargt,d

that show ng a family life film to htth and sixth grader, invaded their privacy. Sime
viewing the him was contingent upon parental consent, the court held that no
invasion of privacy had ,wcurred.

2/ Abington School District v Schempp, 374 U.S. 203 (1963).
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clause. Courts in Hawaii and Michigar 'awe held that the voluntary
nature of elementary school sex education programs kept the courses
from violating the,constitution."''

In a similar California case, the court again upheld a school-initiated
excusal system where high school students could be excUsea from a sex
education course in its entirety, or they could be excuSed from those
portions of the course violating their religious beliefs:" This decision
Seemed to turn at least in ivrt upon the fact that students could be
excused from the entire course if they wished. Students exercising their
option in this way would not be in direct and immediate contact with
their peers when they did so, there,by decreasing the amount of peer
pressure which they might have been subjected to had they been per-
mitted to leave the room only during objectionable portions of the course.

State court drxisions niay go the other way as well. The New Hamp-
shire court that denied parents the right to have their children excused
wheneVer audiovisual equipment was used because to do so would deny
the children an education, also based its decision on the situation which

Jesulted when shool administrators experirnented with excusing the
children.' The excused children teased the :othcis and called them sin-
ner,. This often upset the remaining ciiildren, and one teacher testified
that several children had come to him crying after such an episode.

In holding that a program where religious teachers came into the
cl.issroorn to teach about religion violated the establishment clause, a
Virginia ceurt noted as well that the voltintary program was divisive
ar I disruptive." The court felt that the prerure resulting from separat-
ing some children might have influenced some parents to permit their
child to participate, even though they might \not otherwise have done so.

School-initiated Excusal Systems

The constitution.dity of school-initiated excusal systems is not, a
settled question. The outcome of a controve\csy involving a school-

/ initiated excusai system must depend to a greak extcnt on the view 'of
the free evercise clause taken by the particular cc:A.1ft. Other factors to be
considered include the age of thz students, and t\he degree of pressure

MedeH-1 r Kiyocaki, 478 P,2d 314 (Ha. 1970); }1obolt v Greenway, 218 N.W.
2,1 98 (Mich p. 1974).

26 Citizens tor Parental Rights v Sin Mateo County BOai.' of Education, 51
CA.3rd 1, :24 Cal.Rrtr. 68 (1975),

27Divk r Page, 385 I Supp. 3g5 (D.N.11. 1974).
28 Vaughn v Reed, 313 1 `..)upp. 431 (IV.D.Va. 1970).
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fl student might be subjected to'when exercising his or her right to skip
certain portions of the curriculum.

The right o parents to remove their children, howeverippears to
be more dear-cut. ourts usually do not permit parents to remove their
children when they r Pct to exposing their children to certain material
for reasons otho*-441, n religious freedom or privacy. There no longer'
appears to be any presumption that a parent is the best judge of a child's
abiliiies and needs. Inaddiiionis indicated by some courts' decisions
on school-initiated excusal systerns, there k sometimes a feeling that to
excl15e some students from certain portions of ,;he curriculum would be
divisive and disruptive of a well-ordered school system.

If a parent were successfui in showirg that a school's program
violated the establishment clause of the first amendment, the need to
remove the child would be obviated. 3 course has been shown to
violate the establishment clause, it must l.)e disc(litInued.

It, however, parents are Ale to ,,brev til,t a school program in-
fringes on the parents' right to bring up their child according to the
tenets of their chosen religion, as guaranteed by the free exercise clause
of the first amendnwnt, the child may be excused the objectionable
portion; of the curriculum unless to do so would ch ny the child an edu-
cation altogether. These claims generally challenve some educational
practice that seems to be religiously neutral, but that impacts upon cer-
tain individuals by denying them the abifity to practice their religion. .

The claimed right to teach one's child about matters such as con-
traception, marriage, and divorce without interl'erence from public
schools seems closely related to the right to take part in these activities
without state interference. The Supreme Court kis upheld the 'latter,
finding them to be within a constitutionally protected zone of privacy. As
of this tinw, however, the lower courts have refused to extend the zone
of privacy to include an exclusive right to teach one's child about these
subjects. If sm.+ an extension were to be made, it is likely that file course
would have to be abolislwd, for like courses that violate the establish-
nwnt tlatPU Of the first amendment a course that invaded one parem's
ny,ht of privaL v, would invade ll parents' rights of privacy. No number
of excused stut.knts would change the offensive nature of the*course.



6

Pare nt'is and Other ciitizens
01 rriN..11.u.in Development

Delmo Della.Dora
M22

Delrno Della-Dora says it's a mistake to speak of "the role of
parents" because each parent is different and has a different
contribution tomake. fle shows how parents can participate at
each step of the curriculum planning process.

rarents nd other community people can be effective and active partici-
pants in planning curriculum, carrying it out, and evaluating its effecti1/2-
ness. In short, parents are capable of beii.g equal partners with teachers,
administrators, students, and other community people in every major
aspect of curriculum development. This is not to say that every parent
has the skills, knowledge-7and timeneeded to cope well with all
aspects of curriculum planning. However, that disclaimer is also true for
individual teachers nd administratOrsmd also for individual curriculum
specialists and curriculum generalists.

This point of view may seem unrealistic to some, even otitrageous
to others. However, there is ample evidence .to support these assertions:
many parents have done and are doing what is described in the opening
statementand the teachers and administrators involved in these situa-
tions can ttest to the value of the parents' intensive and extensive
participation.

Consider the various roles which educators have perceived as being
appropriate for parents it he schools:

Parents as f Myers. Educators have welcomed parent help in con-
ducting field trips, in fund raising for school equipment or supplies, as
classroom aides, and in other activities in which parents 'provide un-
skilled or semi-skilled labor for the school, under school direction. This
is the oldest form of parent particjpation in schools and probably is the
most widespread today.
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Parotts az; Rez;ource People. After World War II, many samol peo-
ple rewgnized that some parents had knowledge or skilk which could
contribute to curriculum development or to classroom instruction, Such
parents might have a hobby to share %vith students in co-curriculum
activities Ntamp collecting, sports, bird-watching, hiking, or knowludge
of a paru(:ular 'job field tu.share during a talk in connection with a unit
of study, or, perhapsi specialized, area f 3kill/knowledge which a
parent could furnish as informition f 'u:riculum study group). Three
examples from experieme illustrate US function: a bus driver who loved
to show hk slides of China (taken during his time as a U.S. Marine) to
elementary s(hool & hildren; a free-lance writer who welcomed opportu-
nities to talk to middle sciwol students about his hobby of studying
"black hole" phenomcna; the black physician who wanted to meet with
minority high school students to encourage them to try to enter the
held of medicine.

l'areuts Consultant3. Some parents have specialized knowledge
,ind 'or skills which individual teachert; oracurriculum study groups can
utilize on a long-term basic. Three examples illustrate this: a landscape
gardener who vorked with a middle school committee of students, par-
ents, and teachers on an environmental project for improving school
grounds; a labor union official and an industry personnel officer working
with a high s( hool social studies curriculum group to develop a labor
relations unit; a parent trained as a health educator advising an ele-
mentary school curriculum committe on content and methods for incor-
perating halth education into parts of the elenwntary school curriculum.

Parcuts a Partuers. Some parents have the interest, time, and skills
needed to be full-tledged, equal participants with educators either in par-
ticular aspects ot school operation or in general curriculti development.
Llsewhere in this publication, Dorothy Rich and her coll lgues argue in
favOr of parnts ds partners in teaching .and have persuasive data to
bolster their viewpoint. In California, the legislature has heavily sane-
tiorwd parnt involvement bY hws passed in recent years concerning
sihool improvenwnt program activities for local school districts and in
teacher preparation programs under provisions of the Ryan Act. School
distriLts in Calitornia thavv,mt fo receive state funds for school program
improvement (t urriculum developnwnt and/or staff development) must
have an elei ted tichool. Site (ouncil and this group must have parents
(elementary schools) or Nrents and students (secondary schools) who
comprise etactly ottc half of the pitcmlwrship of the Council. In teacher
preparation programs. every college and university offering a teaching
(redenhal program must desk ribe hory it will involve parents (and other
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community people) in planning for, carrying out, and evaluating these
programs. Evidence of their involvement must also be demonstrated and
verified.

The Myth of "Role"

More will be said shortly about how parents can, and why they
should, be partners in curriculum development. To do so, however,
requires that we deal with the various notions of the "role" of parents
or what "they" can and should do. There are at least two fallacious
assumptions upon which such a question is based.

On- myth subscribed to by soMe educators (and parents) is that
the schools "belong" to educators. It is certainly a normal consequence,
after years of tiaining and experience, for members of any trade or pro-
fession to develop a proprietary sense about the jobs they hold. It repre-
sents, in its most positive aspects, a sense of professional commitment,
pride in, one's work and accomplishments, and a desire to develop spe-
cialized skills :Ind knowledge needed to become more effective. In its
negative aspect3, this sense of ownership fails to allow for recognition
of the fundamental principle of a democratic society, namely, that people
affected by decisions have a right to participate in making themthat
schools "belong" to ever voile affected by their operation, including
teachersldministrators, and board members but also including parents,
students, and other community people.' Even among educators who
believe in this basic democratic principle, there are many who believe
that parents and other Lommunity people simply do not know enough
to be partners with educators in school matters. They perceive such
attempts to involve parents as representing either concest.ions to popular
political pressures or the ill-conceived thinking of fuzzy-minded idealistic
liberals--or both.

Part of the reawn for negative reaction to parents' involvement as
partners is due to thinking in terms of stereotypes. "Parents" are not a
homogeneous mass with common characteristics. They have only one
trait in common, namely, they have children. Parents come in all sizes,
shapesittitudes, sexes, races, ethnic groups, and display all kinds of
skills, attitudes, and interests. There i. no answer to the question, "What
is the 79le of parents in educational decision making?" This is an abstract
question ''which can only answered on a theoretical basis. We can

I tor a more extended treatment of subject, see De Imo Della-Dora. "Democ-
racy and 1 ducation; Who Owns the Currietuum?" Educational Leadership 34(1):

October 197b.
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only respond sensibly and rationally to the question, "What can par-
ticular parents share in doing in this school (district) concerning the
following [specified I educational issues?"

In brief, to remove one major impediment to successful involve-
ment of parents in sch,.ol activities, we must stop thinkir.g of parents
collectively. We have to initiate, or improve, ways of discovering what
individual parents are cpable of and interested in ,:ontributing this year
in this school or this di!;trict for these specific educational purposes.

Parents as Partners in Curriculum Development

Using the Tyler rationale as a means.of describing curric0, m devel-
opment processes, the following descriptions offer soine brief illustrations
of how parents may be partners and, on occasion, even leaders in cur-
riculum improvement projects.2

Curriculum workers will recall that Tyler asks four questions. To
paraphrase, they are: What are the educational purposes to be
achieved7; 2. What educational experiences are appropriate to achieve
the purposes?; 3. How should the experiences be organized for optimum
learning; and 4. How can we .evaluate whether the purposes have been
achieved?

In deciding on educational purposes, parents certainly must be equal
piirtners. No person is an epert on what someone else's philosoohy,
valuesind priorities should be. Public institutions must derive their
central purposes from the public. However, in order ior wise decisions
to be made the people deciding educational purposes should know what
the alternatives are and what the consequences of each alternative would
be. Won't paren(s, particularly in these times, be more cost conscious and
cont;ervative in thleir orientation than most educators? Most evidence
available is to the contrary.

Diverse groups composed of parents, teachers, administrators, and
parents ucually vnd up making decisions which provide for more scope
and flexibility than most of the indiv*.als in it might have chosen prior
to group participation. Group processes, conducted in an effective fash-
ion, tend to foster tolerance for divetsity, greater open-mindedness, and
more revect for minority viewpoints. This fact first came home to me
forcibly in 1050 when I was principal of twelve small country schools.
A highly conservative rural community, which ha .1 previously opposed
school taxes subsequently voted overwhelmingly to build new schools.

2 Ralph W Tv kr. Mt ;1( Pr iticip115 of Curriculum arid lustiuction. Chicago: Uni-
versity ot Chicago Pri-,s, 1070. (First publistmi in 1949.)
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The turning point? An elected group of 25 parents, 25 teachers,'15 stu-
dents, and two administrators spent a year together planning the cur-
riculum of the proposed new sc./vols. The first question for .the group
was, "Let's suppose there were no schools in this community. Why
should we have any? What difference should there be in our community
as a result of having s.choolsr Some parents turned out to be leaders in
the group in clarifying purposes focusing on career preparation and
Others were co-equal, with educators, in their ability to identify and
clarify othc major goals of schooling.

Once educational purposes are agreed upon, plans must be made for
the educational experiences which should be provided for the achieve-
ment of these purposes. Teachers and subject specialists certainly are
key. 43 cop t i -expe riences;- which-Gin-be-carried out-withiet
the school building aril school grounds. However, parents are able to
provide ideas about activities, other parents can serve as resource people,
as helpers, or as consultants. It is interesting and exciting in working
with parents to see them provide leadership in identifying educational
experiences for students in the community, away from the school. At this
phase of curriculum development a field trip resources manual might be
developed jointly by educators and other community people to suit the
purposes and experiences sought for vajous grade levels and any (or
all) subject fields. In some districts; this stage of. curriculum development
is one in which it is possible to establish communib based educational
projects for students to work on with parents and other community
people. This can take the form of work-study and cooperative work
experience for secondary schools or community assistance projects in-
volving adults and elementary school age children.

Orgimizing school experiences (daily schedule, scope and sequence
issuesirticulation, defining subject areas) is an area in which school
people are usually the leaders initially. However, even in these areas the
initial advantage that many teachers have in familiarity with different
forms of school organization can be matched by many parents who have
lived in a number of-places. A common activity during this phase of
curricUlum planning is to visit schools and observe other approaches.
Many parents are as capable as educators in observing, in hearing reac-
tions of the people ir the schools visited to their form of school organi-
zation, and in arriving at sound conclusions concerning appropriate ways
of organizing educational experiences to achieve stated purposes for the
curriculum of their own schools.

Eviduatin,k; achii .,,t . of purposes is usually so poorly done in
our schools that the participation of parents is bound to make it more

7 6
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effective. Use of group standardized test scores has the well known dis-
advantages of narrow focus on l.mited goals, built-in bias toward racial
arid ethnic minority groups, and lack of validity (none being designed to
measure specific educational purposes of any giVen school or district).

-The increasing use of performance criteria ("competencies") does
not solve the problem because they are, at best, a sampling of iadicators
of achievement of purposes rather than valid measures of actual achieve-
ment of major educational goals.

Many parents can help in developing and carrying out the more
v.iried and comprehensive evaluation processes that schools need to
improve their educational programs. This is probably most true in the
area of "formative" evaluation, that is,in providing useful feedback to
teachers and administrators about what is happening in the educational
program while it i5 going on. Parents can assist in helping determine
the kinds of data that might be helpful in redesigning curriculum and
can also help gather it.

An example k in a middi,. in which a planning group con-
cerned about discipline decided to observe and record specified kinds of
disruptive pupil behavior in selected locations in various schools. Parents
and educators agreed on what was to be observed and how it was to be
recorded. Parent volunteers actually did most of the observing/recording.
Results were discussed by educators and parents together as the basis
tor deciding what to do in the school curriculum and in school procedures
to .cleal with the discipline problems noted. Major program changes
resulted from this data-gathering.

The foregoing provide a few illustrations of how parents may be
partners and leaders in curriculum development. One problem is prob-
ably quite evident, thoughnot enough schools engage in any kind of
systematic curriculum development processes, not even with just teach-
ers and administrators involved. What passes tor curriculum develop-
ment ir many p.aces is simply a rearrangement of subject-matter con-
tent, pers with the addition of new material based on new laws or
new bo.ird policies. Increasingly "curriculum development" means draw-
ing up new lists of wmpetencies or performance standards to be achieved
at various ;rade levek. The bottom line is that parents can be partners
in I. urri..-olum development only if the situation allows teachers and
adminktratoN to do so Aso.

Getting Parents Involved

Many sdiook and school districts report apathy on the part of
parents and other community people. However, is it possible that all,

7 7
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or most, parents don't care about improved education? That's highly
unlikely. Parent involvement is always high under tbe following condi-
tions:

1. Variety of options. As Ira Gordon points out in his chapter, par-
ent interests are.varied and so is their availability. Consider the specific
ways in which parents/community members can be helpers, resource
people, consultants, and partners in the school or district. Engage a
varied group of educators and other community people in thinking of
options that might be viable in the setting.

2. School support. The principal is usually the key. Principal sup-
port and interest can energize the same'conscious and latent feelings
among many teachers. An interested nucleus of teachers can even do it
alone with little support from the principal but it's more difficult. Parents
cannot be involved effectively, obviously, if there is no one at school
who really wants to be involved with them.'

3. Coordination 'leadership. It helps if someone can take care of
the routine functions that precede and follow meetings. In some schools,
the principal or teacher does this. In others, parent volunteers do so.

4. Opcnness honesty. People working with each other on curricu-
lum developm, ,t have the same need to know what the real agenda is
as di ,n-king together on any issue. At times, some educateieS
h, Ye kidder ees for calling parerits in or set up unnecessary bar-
riers be.ause they Ate wary of what might be recommended. Sorr-:t.-ttLi
particuldr parents ..nd certain community people have personal or r lai-
cal axes to grir,L; a.; they meet with educators. The air needs to be 1-ed
early in the prot.ess so that all agendas are out in the open if effective
curriculum development is desired.

5. SUL; or .;rolip decision makinx. As has alreaiy been noted, it
is a vital ingredient in the suixess of cooperative educator-parent deci-
sion making. Skill. nf shared leadersnip can be learned by all parties
involved. The need to learn them should be made explicit by whoever
ret ognites the need first.

Concluding Commenti

Parents have beenind are, engaged in curriculum development in
many loL.ations. They have been effective to the same extent that teach-
ers and administrators have been in those same settings, by and large.
The keys to their success are not based on skills and knowledge of, sub-

7R
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ject matter, although those attributes are helpful. success is determined
in major part by the eXtent to which educators accept thetr participation,
by the variety of options available for participation, by availability of
coordination services, by the degree of openness and honesty which all
those involved display toward one another, and by the degree of skill
in shared leadership and shared decision making.

"A camel is a horse des4x.cd by a committee" say the cynics. The
criticism will be justified if the requisite decision-making skills, knowl-
edge, and attitudes are absent o.nd if group members do not learn them.
However, there have been too many curriculum manuals developed by
curriculum specialists that are unused and simply gathering dust on
shelves to believe that one-person. (or small group) "decisions" really
are decisions. It is not more efficient for the experts to make decisions in
less time than a varied group would if no one carries out the decisions.

There are individual parents in every school attendance area and
every sk hool district who can be not only helpers of teachers but also
resourte people, consultants, and partners. Educators can reach Nit to
welt-ome their help or parents can volunteer. Educators and other com-
munity people need each other: their combined energies can result in
drx,tically improved learning for students in most places. All this can
be done with a little more time in planning, a measure of mutual trust
and faith, and little or no extra money. Who can afford to pass up such
a bargain?
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Some Things Change
Some Do Not!

nig
Ned S. Hubbell

\ A public relations expert who has conducted more than 100
polls for local school districts, Ned Hubbell points to dramatic
shifts in the population: more than two-thirds of all adults
now have no children in school. The way to comn.unicate with
both parents and nun-parents, he says, is to get them involved
in school affairs.

almost a "non"-parent! For the first time in two dozen years of
adult life, my "vested interest" in the public schools is about to run out.
Next summer, the last of our offspring will graduate from high school.
When that happens, for the first time in 25 years, my wife and I will
no longer be public school parents. And, as far as we know, we'll never
go iDack to that status!

; In short, we are one yzar away from joining, the great majority of
ajults in this country. We're in our final year as part of a dwindling
public school parent population. As student enrollments drop, so does
the Orcent of parents in the community.

Want proof? Check the demographic data of the ten years of Gallup
polls of the "Public's Attitudes Toward the Public Schools." The follow-
ing table shows the shift in makeup of America's adults since Gallup
condudted the first poll irt

Public School Private/Parochial No Children
Parents School Parents in School

1969 44% 7% 50%
1978 28 5 68

Composition of Gallup Sample

The U.S. Bureau of the Census tells us that in 1990, for the first
time in our history, the number of people over 55 will be greater than
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the entire K school population. That means, continues the Bureau,
one out of ev ,ry five Americans will be at least 55 years old.

-

As a pollster for public school districts, it's my belief that this trans-
formation of the public has had a major effect on schools, especially in
the decrease of public confidence in public'schools.

Our firm ha..3 conducted over 100 public opinion polls for local
school districts. As the 1970-71 school year began, we launched a ten-
year study of citizenS' attitudec toward public schools in the decade
the 70's. True, this composite study c in no way a national sAmpling oi
such attitudes. It is a barometer, at best, of trends 'in citizen attitudes
toward local sLhool districts. After eight years of the study, with 74 polls
in the data, sorrie trends have emerged.

As national opinion research has shown, our local polls indicate a
decrease in public confidence in public schools. This opinion is not as
evident among public school parents. But, non-parents show a significant
drop in sui.h confidence when compared to our findings in the early Ars.

This may have been fueled by a growing information gap between
the si.hools and the public. While the majority (54%) of public school
parents feel well informed about the schools in their community, only
\one out of every I our citizens 1.vith no school-age children shares this
opinion. Four out of every ten o; these non-parents admit to knowing
very little about the public schools. These significant differences between
public school parents and non-parents are shown in the cumulative re-
sponses of 74 opinion polls:

All
Respondents

Public School
Parents

No School-
Age Children

Feel well informed 42% 54% 25%

Somewhat informed 29 31 30

Nce,t too informed 25 14 - 40

Can't say 4 1 5

Publitool parents feel better inCormed largely due to the experi-
ence of and reports given them by, their children. We've sought the
publik sourLes ot information about tkir public schools. .

Prthhc !,cltool parcnt,; list these major. sources of information as
our ei);ht year composite study:

Their children
Newipaper,
Teat hers, other school employees
What other people say
!-K Hui distri,t puNic,itions

s I
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Five years ago our study showed parents listed the press as their
fourth major source of information about schools. Since then, it is appar-
ent that newsp'apers are giving more coverage to the public schools in
then- /community. School district publications are often few and far
between (or di5continue4 as school boards make hard budget-cutting
choices).

Those adults with no school-age children rely on these sources of
information about public schools:

Newspapers

Uhat other people say

Children

School district publications

TeaLhers, other school employees

What du citizens want to know about the public schools in ti eir
community? Our polling showed this is the type of information re-
quested (curriculum specialists; take note):

lVhat':i being tauxiit? In short, curriculum information, especially
in the basic skill ;. Citizens are also interested in student test results.
While elementary parents feel fairly knowledgeable about the curriculum
at those grade levels, secondary school parents do not share that feeling.

IV/IL,: teaching methods are being used by teachers? Parents and
non-parenti alike want to know more about reading instruction, and
teat hihg methods in other basic areas.

How are school funds spent:' Many citizens complain that "the
only firm. 1,ve hear much about the budget is when the schools need more
money." Adults want more information on budget priorities, possible
cuts or in( reases in some areas. And they would like such information
in simple, everyda\

flow are- dt,tru.t polwies formed? Many citizens are not familiar
with the role, procedures, and deliberations of their local school board.

It's 'oven said that "school is people"teachers, support staff,
admini,tranirs, l'oard rnembei. We've polled to see how the
publi( rates the pet formarue of major groups of school employees and
officials. As a result, eight years into the 10-year trends study: the public
rjvc1/4, .4ignitu,untly higher ratings to employees at the local school level
than to en tra I distri( t management and the sLhool board.

4\iith tour choik es from which to *sekt----excelknt, good,'fair, or

R 2
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poor, our composite polls show these groups rated "good," or better
and in this order:

School custodians, maintenance personnel
School bus drivers
Classroom teachers
Principals

School secretarial personnel
Food service personnel
Central district administrators
School board

In short, the mor involvement in the education of children and
operation of the loce. school, the hig'.2r the perfoanance rating. Those
responsible for district management and policies receive a higher per-
centage of "fair' ratings.

In addition, there is a steadily growing opinion that the local public
schools have enough money. Very, very few citizens we've polled believe
the schools have too much mlney. The plurality think public schools
have enough to piovide a quality education for students.

One-ialf (50°0) of the public school parents we have polled share
this opinion, and four out of every 10 non-parents agree. Overall, 54%
of all respondents polled in our cuniulative study think schools have
enough operating money to do everything that needs to be done. (Inci-
dentally, in the early 70's only one out of every three citizens polled
felt that way. Further, one out of every five citizens now gives the local
public schools a "poor" rating on how school funds are .pent.)

Another finding from our study shoald also be of Interest and con-
cern for those educators responsible for curriculum development. -Public
school parents are beginning to believe that schools today do not chal-
lenge students enough. An opinion research project done by the Ketter-
ing Foundation chows laigh school students sharing that opinion.

Our local district polling in the past three years reveals both public
school parents and those with no school-age children support raising
high schoo graduition requirements. Both parents and non-parents are
stongly opposed to automatic promotion ,from grade to grade without
the student first passing some form of competency examination.

In addition, our stud; revealsc a growing feeling that is held by
citizens (especi,dly public school parents) that more citizens should be
involved in how schools operate. The majority of adults polled in local
districk in the past three years favor the use of citizen volunteers in
schools serving as classroom aides, tutors, library aides, and assisting in

8 3
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lunchrooms and on playgrounds. Thus far in the study of distrkts polled
since Igio, two out of every ten public school parents spid they would
like to help out as a local school volunteer. One out of every lb citizens
with no school-age children would also likz to serve in such a role.

There is a growing interest in helping out, as citizens, on:. commit-
tees at the local school level. The majority of public school parents, feel
a local school ad''isory council, which includes parents, is a good idea.

A s'ohd majority of citizens polled by us at the district level favor the
concept of community education. This feeling exists not only for adult
education courses, but in citizen enrichment class:-.;, instruction in up-
grading iob skills, senior citizen activities. As the adult population of
the nation has inged, perhaps the public schools need to extend serv-
i( es to adults. Oris one district's annual report proclaimed, "Your
schook no longer serve K-12, but K-65."

According to an old saying, "Good deeds should speak for them-
selve'," Yet in todav's marketplace of public opinion, two out of every
three adults have no contact, personally, with the public schools. All most
citizens get as a source of curriculum information is via word of mouth
or newsNper headlines. The "bread 'n butter" curriculum story is not
'hard' new', to reporters.

Interpreting the curriculum is part of that "good job." Polls show
the puHie intereted in knowing more about the content
and techniques ;!iv,!Ived in today's curriculum. Perhaps it's time to make
more of an effort to tell that urricuhan story, even. the Liread 'n butter
detail',. More than ever, schools need to prove to citizens tha :chooh, To

teach t hildren how to read, to understand mathmd to express them-
selves in writing. Too many citizens do not share that belief.

It the si hook don't take the initiative to publicize the curriculum
story, who w
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John W Alden

Is service as a school volunteer a form of citizen participation?
The Executive Director of the National School Volunteer
Program insists that it is. And, says John Alden, a lot of people
would rather perform useful service than sit on the sidelines as
members of advi:,ory councils.

ht,t!, 111 a society that depends upon many kinds of volunteerssome
who ice time, some who xipe money, 2.:onte who gitu:. freely of their :;pecial
skills and talenk, full-time ot part-time. It we look closely we will see the

ercrythiru< that mattcrl, to us, almost anything that embodies our
COMMMPICtlt to the way barna., !;1'011hl be lived and cared for, depends
upou wrtle form and ,H0,1 ofteN ruiply of volunteerism.

Margaret Mead

Government cannot and should not dictatc to citizens the forms their par-
ttLipatton take, h ,hould attcmot instead to put the resources for effective
patticipat!on in the hanti:i of citizt'n! theltiselves.

Senator Edward Kennedy

partik ipation" and "parent involvement" are oft-used
phrasos they, days. Wh it do they mean? The answer depends on where
you look.

'Fwo third, of the people surveyed in a national census of volunteers
theirparticipation Js givers of direct service.' But direct service

ottun ignored by social ,cientists who analyze trends in government.
hein, ititen participation i interpreted narrowly to mean service

on dvi,ory board, and involvement in decision making.
For example. a publication called Citizen Participation' issued by the

I "Anwthan Volunteer.- Wa.:hington. D.C.: ACTION, Febrt ary P/75.
2 Citi:TPI Parth traft,W, Wa,bington, D.C.: ( o:aniunity ¶icrvicv.> Adminictration,

January 1.978.
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federal Commumty Services Adminktration lists actions which citizens
arc. encouragecho take. They should read the Federal Register, serve on
national and district advisory boards, participate through notification
and review systems, and provide information through public hearings.

The program description given in that publication for the Retired
Senior Volunteer Program indicates that wants' are made to non-profit
community organizations to develop volunteer service opportunities in
the community tor persons over age 60, yet citizen participation is not
defined a. the volunteer work they perform..

Title I of the Elementary and Secondary Education Act of 1974
(often talled compensatory education) is described in the document as a
formula g..ant program to extend and improve comprehensive educa-
tional programs tor Lhildren v-ho are economically disadvantaged. But
the t fnien particip.aron mentioned is of on', one typo: serving on parent
advisory (mink

A re, cut hook by Stuart Langton' similarly limits citizen participa-
tion. 1 angton identities iour Categorie,;: citizen actio,n, citizen involve-
ment, elec toral partic ipation, and obligatory po ticipation. No mention is
made of direLt ,ervi, ,art h ac that given by hool volunteers. Langton
makes a passing ref-creme to volunteer pro)rams in a table entitled

abigorio-, Participatuin." Rut the reader ,Vould never susrct
that ni I ii ti it itizens have !.erved for decade,.; in schools and hospitals,
nr.r.eurns and programs. and have made a meaningful impact *on
the live, ot- tellois human heingc, .

A. noted ,bv &-;teinl,-. re, in ( hapter ;;, one of the forcec behind in-
t reaed parent ,in% oknment in the past 15 Years has been mandated
pattk ot mien., in federally-4upported education programs. A
,tudv hv the tor Re-.ponsive Education.' voncluded that the
lvare..t and mo,.t on,Htent federal policy on citizen participation ic to

emphie.ile the idyr.ory tun, lion of paronts. The I lead Start program is
one ol lew notable option-. I do not dist ount the importance of

ioderal edu, ation r:,---o.rams, but I Ch y' the limited
interpret th,n IRM patin ipation to angle fum tian, and I mauvel
that Ile- !-- ein.rt,, of hool volunteers and sc!--,00l volunteer
program.. a, have gone largely unnotice,1 '.)v the 1eciera1

nnwii

'.hiatt I .' -r., (.4" .!;',1!:.' :.r ,n!f-,l 4. I the
.10 \.1.1 .. I I. flovh.

6 I 6,,I1 I Ii i, And ohor. fl . ( H it PlirtiCiratilni ranCtill,":til De-
V.,1 lor Rr ,rori,:ivt. I duc,ition, P)78.
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I suggest that the dominant activity of citizens who participate in

education is not as it is defined in Citizen Participation or by Langton

but rathff service service in the schools which helps to enrich the edu-
cational opportunities of c hildren. Data from the 1974 census show that
during the survey week (April 7-14, 1074), volunteers in education rep-

' resented 13 percent of the total number of volunteers in the United States
'lout 2,271,000 persons -who worked an average of six hours per

week. Fifty-seven percent spent betkeen one and eight hours; 12 percent
spent.eight or more hours as itivolLtd citizens,

The evidence shows that people would rather be active participants
than advisors. A few years ago mare than 600 persons, representing 27
school districts, were interviewed in Chicago about problems in education
and how they might be improved through citizen involvement.5 They
were asked, "Would you say that parents are too involved, not involved
enough, or involved in just the right amount of their children's educa-

tion Nearly 70 percent indicated that parents are not involved enough.
Another question asked if parents should have more control over

their children's education, or whether educational deCsions should be
made by professionals. Nearly 5g percent of the parents who responded
believed that "more parent control". was needed. However, respondents
construed "more parmt control" as direct involvement, not helping to
make dec isions on educational programs. Sixty-eight percent said that
parents rwed to understand and know more about their children's educa-
tionind that parent-r hild-teaclwr relationships should be improved.
They lkted:

Inc rcased parent understanding of their children (22.7 per-
cent)

More knowledge of their children's education (17.3 percent)

Improvenwnt or enhancement of parent-childteacher rela-
tionships (27.4 percent)

Responses suggesting involvement in the governance of education
scored mill 11 lower:

.'arent involvement and teacher accountability (5.ciNcent)

tt Parent involvement in decision-making process (8.4 percent)

( omplete munitv control of schools (1.3 percent)

The,e data, not widely circulated, suggest that public policy has mis-
interpreted (or misdirected) the interests and energies of parents and

I .iwiinf ititpo iration iu Puhlii. hk-ago: Com-
mittee tor Citizen Involvvnwnt in Publiv Notation, December 1975.

8 7



BROADER DEFINITION OF CITIZEN PARTICIPATION 83

vol ,nteers. Clearly, citizens in Chicago and elsewhere prefer to. contrib-
ute '.ubstantively to children's learning rather than to become involved
with financial and educational accountability through service on advisory
count ik.

Langton credits' an increasing interest in citizen participation to:
1. the decline of the influence of "mediating institutions" such as the
farnil. church, schools, fraternal organizations, political parties, and
others; 2. the growth of government and 3. the ability of citizens to
learn almost in..tantly via mass media of the abuses of power and poor
performance of public officials and major social institutions (gc zernment,
school, or church). Fie traces substantlal increases in citizen participation
to widespread citizen distrust of admulistrative agencies which may
exceed or abuse their discretionary powers.

By contrast, school volt. Jeer programs focus not on distrust but on
the goals of education. Volunteers believe they Can effect positive
chanvs through their personal partkipation in the education and lives
of ch'Idren. Rather than sitting on the sidelines, they prefer Zo tutor in
reading or math or serve as classroorn aides. In the process, they learn
about ;he needs of our instituticms, and they become caring, sensitive
advocates for better schools:

How to Start Your Volunteer Program

Experienced coordinaty!s of school volunteer programs ag.ee that
they., steps, taken before secruiting the first %,olunteer, help to structure
a successful program:

fiamin.' your 'weds. How can 5 ehool volunteers help with prob-
lems7

2. lauc,41,,,100 the climate. Do teachers want volunteers? Are they
willing to plan that the volunteers' time is well used? You may need to
educate leachers and administrators about what school volunteers are

, doing in other communities.
.1. ran, with ri,prescpitativc!; of a/1 the groups you will want to

itwoloc i your pcluntrer program. First discuss your ideas with
the superintendent and with hoot board members and teachers. Don't
rnks the teat her-C organizations. I.,incipals, the PTA and other parent
groups, c.enior itizens organizations, the Chamber of Commerce and
other lot al service lubs and women's groups, nearby colleges and

4. .1 !,our VVhat support exists in the community to
help you plan the progran

88
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5, Set up tui tulvifory committee. Involve all groups whose support
you will seek as you begin to plan and set policy for your school volun-
teer program.

6. Select goals which iniTY specific, measurable objectives. If your
goals are to raist.: student achievement in reading and math, reduce
absenteeism in the high school, and improve the community's attitudes
and involvement in the schools, how will you know whether these goals
have been achieved?

7. Establish a sy!item for recording -)Olunteer hours anti types of
contributions. Record the hours of training as well as hours of volunteer
service. Use your data to tell the community of your program's achieve-
ments and degree of involvement.

8. Decide on your organizational pattern. Draw up a job description
for the position of diArictwide school volunteer coordinator and for anjr
other paid staff members. Determine what types of skills this person
should have. Determine who will interview and screen volunteer ap-
plicants. Who will coordinate the volunteer program within' each indi-
vidual school? Will a4,4her or other staff member receive the teachers'
requests for volunteer adstance? A good building coordinator who has
been trained in the job's responsibilities and techniques can make the
difference between mediocre and excellent-use of volunteer services. The
building-level coordinitor of volunteers sb,ould have some experience as
a.school volunteer and be willing to give five to ten hours a week to
the program for at least one semester.

9, 1%, tiecriptions for all the ta4ks for which volunteers will
be somht. Teachers will list what kinds of help they want at which hours
of which days; the job descriptions will be useful in the screening inter-
view to help prospective volunteers think about where they would like
to serve.

To. Get terith.no;cliool board support for your school volunteer pro-
gram. Sot h proof of support gives your program adde4prestige in the
community and will be helpful in talking with some teachers and prin-
cipals. The s( hoot board may set up an advisory coamittee and ask it
to draw up guidelines for utilization of volunteers in the schools. The
volunteer coordmitor shou!I make periodiz reports to the school board.

. I urn the hca:th requ!remeals for school volmiteer. Most states
require tuberculin skin tests or chest x-ray.; of all who work with chil-
dren. Perhaps you can arrange to have volunteers take the test at several
schools or arrange for transportation to the health clinic.

12. Check on other state or lucid policy wafters relating to volun-

8 9
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teers. Sorne states have insurance policies which cover volunteers as well
as teachers and other employees. Check on rules for workers' compen-
sation, and on policy decisious such as whether volunteers.may ride the
school buses with their children, serve in their own child's classroom,
or bring preschool children along on days they work at schoOl. Can senior
citizens be given free lunches at school on days they are on duty?

13. Develop recruitment literature. Most school volur,iteer programs
produce their own leaflets and posters; some recruit by sending letters to
parents of students, leaving printed bookmarks in the local library, or
.using public service announcements and newspaper articles.

14. Plan rccruiting strategies. Find out where other community
agencies get volunteers and how and where other schoolivolunteer pro-
grams rfc ruit. 1

1.5. Nati a -stiwi for maintaining volunteer morale. The coordi-
nator must plan to keep in touch with volunteers, teachers, and staff
members who participate in the program and to provide ways for them
to meet and discuss the program. Volunteer appreciation and recognition
take many forms, from a teachers thank-you or a hand-written note
from a student to formal recognition ceremonies and certificates, Many
«mdinatoN believe that sencl; a volunteer to a workshop or promoting
the volunteer to more challenging assignments are affective ways to
honor outstanding ser:i..e.

1 6. PlaPi iOr eVa!litition of the prosratn. Mizny of the
results ot a good school volunteer program cannot be measured the
change in a hild's attitude toward learning, improvement in a student's
self image, the warmth of the volunteer-child relationship. But all par-
ticipant', in the program should be asked to evaluate the program from
their own point of view. [valuation should find out if the program's
specify goak ai..I oblei tive; are being reached.

17. 1,;h:1,!N.h i lt7tlitticat ion:; system, Communications should
in Iude a t personal and phone contact with c ;.)ordinators and other pro-
gram statt nienibrr, ib) meetings for volunteers so that they can discuss
their e and learn 61ios.;t the program arid other opportunities; (c) a
school v, ilunteyr ncw,iletter published regularly and 9ent to all volunteers
and prow-am partkipanl.,; and (d) an annual report whkh shows the
st hool boardidmini-trition, and the community that the program
"make; a dittereme.-

Adaptrd from .r.4c/rool Yoh/titre r op ant, 1p78. $3.00 from National School
%ohinlvT Prily.rdm, In( ...Mt) N. IV,t,.hington.`A.. Alexandria, Vivilinia 22314.
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