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Foreword

Benjamin P. Ebsrsole
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
communication, cooperation, sincere: ¢..*ing, 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 theraselves.

Unfortunately, conditions too often do not promote this sease 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 reported 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 schonl, 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, mtereshng, and valuable. In a balanced
presentation, the authors make the major points that parental participa-
tion influences student performance, and that time spent with parents
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.

BenyaMmiN P. EsersoLe
" President, 1979-80




Introduction

.

With progmms 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
students. 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.

5. There is the trauma of desegregation, which often lnvolvn up-
rooting a stable community school environment.

- 1
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2  PARTNERS: PARENTS AND SCHOOLS

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 schoel-
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 Independent-School District this became a reality in
1978 with the implementation of a parent assist program designated as
“QOperation 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, Jecause of absenteeism, mobility, and/
or disinterest, the teacher often has even less time with ¢~ tain children.
Most of the children performing below grade level are ..... 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
assistance is from the parents. In Houston, Operation Fail-Safe has helped. .

PParental involvement holds the greatest promise for meeting the
needs of the child—it 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 hope 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. ' '
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"~ The Effeots of Parent
Involvement 911 Schooling

‘ Ira J. Gordon ‘
Ira Gordon, noted scholar and designer of programs in early
childhood education, died unexpectedly only a few moriths
after presenting this paper at the ASCD Annual Confergnce in
San Francisco in March 1978. Gordon explains four models of
parent-school-community relationships and cites research
c’evidem:e of long-term effects of parent involvement programs.

The titlé 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 atteinpt 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.

Several questions will be addressed here: Why do we want parent
involvement in education? What are our assumptions and 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 the 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
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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 demographic facters. 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 behavior of family
members toward each other — then we have two additional sets, one
cognitive and the other emotional. The cognitive set consists of such
items as the amount of academic guidance families provide for their
children; the thought level and style in the home; the language level and
style i, the home; the use of the neighborhood and community as an.
educationai resource, and the planning for such use; the perception of
the parents that they are indeed teachers of their children, and their
actual modes of direct instruction of their children; the educational
aspirations parents hold for their childrer; the existence and use of
external tesources such as day-care centers, nurseries, kindergartens;
the intellcctuality 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 be the interactior of adult and child in the
language domain.

The emiotional factors are »uch items as whether or not a particular
adult is consistent in the management procedures used with the child,
as well us the expectations held and the communication of these expecta-
tions , if there are several adu!ts and older children in the family, whether
there is consistenty amorng 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 infant; whether or not they are willing to devote time to the child.
Here I would stress that even in single parent homes, or where both
parents may be working, the ability of the family to set time aside for
the child, a children’s hour if you will rather than the cocktail hour,
seems to be an important factor. Other variables, such as the orderliness

10




6 PARTNERS: PARENTS AND SCHOOLS

and routine of the family, the existence of a pattern of work habits, a
trusting attitude toward other gocial agencies, all seem to influence a
child’s intellectual development. -

Parent lnﬁpact 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 [ 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 Il pro-
grams, aithough not necessarily purely impact mod.ls, are illustrative
of the notion that parent involvement equals parent education.

Comprehensive services. A second assumption is that the child’s
health, nutrition, and social and psychological y:velopment 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 this
approach is for the school to provide to the family non-academic services
and information which, it is expectsd, 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, 7977). In other words, parents are sceking 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 echnic 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
recognizes that no one agency operates in isolation, that life is always

J




THE EFRECTS O.F PARENT INVOLVEMENT 7
*  reciprocal, that what goes on within a family is influenced by many
forces outside the family, and that the family in turn 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. | have borrowed
from the work of Orville Brim andeUrie 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 2mounts 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, local stores, recreation facilities. This system, too, exists-
insile 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 conte..t of t~e American or any
other social macro-system in which our beliefs and behaviors in the
economic, political, legal, @lucational} and communication realms all
influence the other systins down to and including the family, and to
some degree are in turn, through democratic processes, in this ~ountry

*

at least, influenced by the subsystems. .
School Impact Model
.. This 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-
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system -can-influence that second -system, if w= can get teachers to be -

‘more attuned to and more understandi: ng 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 think that school responsiveness to the parent, whether or not it
leads to child achievement, is an important goal i1, 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 goal _

Educational ‘mprovement thus might be measured not by child
achievement, but by parent influence and participation in the schoo!.' This
view reflects the Jacksonian tradition in America, and holders of i; de-
sign programs to redress the balance of professional versus lay control,
to reduce the decision-making power of the bureaucrat, and to increase
participatory democracy - If one holds this assumption, parent involve-
ment, then, means involvement in the classroom and in the school aimed
at moditying the teacher and the school system. One does not necessarily
require, through ‘his involvement, that parents will learn to improve
their own teaching. This is the school impact model.

The Head Start and Follow Through legislation which required the

formation of policy advisory councils and now policy councils, the com-
munity schoul movement with its change from a school building being
open 24 hours a day setving a variety of needs to a school which has
citizen involvement in the decision-making process, the legislation in
states to require citjizens’ advisory councils, the efforts in New York City
years ago to establish local control, Public Law 94-142 which requires
that the parent of a child with special aeeds be involved in the decision-
muking process about edacational Jrograinming, are all reﬂechve, in
various woys, of the school impact model.
- Comprehensive services, from this perspective, are still very im-
portant. The ditference is that a school impact orientation also implies
an apency impact orientation. That is, there should be parent involve-
ment, or even parent control, of the delivery of medical and dental
services, tor instance.

in the parent impact model, the family learns to deal with agencies
as thev are; in the school (or agency) impact model, the goal of parent
invoivement is to hange the agency, to make it more responswe to
the tamuly as it is.

Community Impact Model

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

13




’ THE EFFECTS OF PARENT INVOLVEMENT 9

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 apprcach (see above).

The wheel has-six spokes, but one could add or subtract, depending
upon how one wisb_gzo 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 whee! 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 comfortable 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 with their ideas and suggestions about
what is useful for parénts to do with children. What is important in
the community impact model is that there must be parents playing all
of these roles in order for the wheel to turn efficiently (Gordon and
Breivogel, 1976).

14




10 PARTNERS: PARENTS AND SCHOOLS

Evidence of Success

" "What_have we learned? What is the evidence that these models ™
work( 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 assussing whether parent involvement
makes a difference, except to say that the problems are many and they
are complex, especially if one attempts to assess the national efforts.
For example, a recent Follow Through evaluation has led to great con-
troversy 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 1 shall do. then, is to be selective
and not encyclopedic, and attempt to present some information, model
by model. It must be urtderstood, however, that models are just that,
and there i no one-to-one correspondence 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.

Preschoul. What evidénce exists that a preschool parent invoive-
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 programs, 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 interyened by means
of the parent impact model. The latest data from the consprtium indicate
that, as long as ten years after the programs endedf children from
families who participated in the pre-school years in parenit impact model
programs are still doing better ‘in. school than comparison or control
children. This data was reported to the American "Associatior. for the
Advancement of Science by Irving Lazar (1977) who chaire 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 famil’es 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 c« 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 at age three, were so assigned. Further, there are data, to which

15




THE EFFECTS OF PARENT INVOLVEMENT 11

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 demographic; cognitive, and "émotional ‘variables ‘mentioned  eatlier

(Guinagh and Gordon, 1976).

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

’School. But what about parent impact programs for school-age
children? Many of these are currently under way, but not many have
elaborate evaluation designs or the capabilities for carefully assessing
their 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-
dence that there are differences between experimental and control parents
in knowledge and use of our desirable teaching behaviors, and further,
that there is a relationship between the use of these behaviors and
achievement. . n

1 did a search of ERIC files and of Psychologicul 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, 1977) or in the Goodson and Hess (1975) collection (Table 1).
The studies were conducted all over the country, from Syracuse tc
Arizona, from Cin-innati to Seattle, and were funded by Research and
Development cent rs, by the National Institute of Education, or by
school districts. Some were students’ dissertations. Of these studies, ten
demonstrate pysitive results and four show no significant differences as
a result of the programs. Many of these studies are methodologically

lg !
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12  PARTNERS: PARENTS AND SCHOOLS .
flawed; for some | have insufficient data from the descriptions to tell
what precisely was done or measured.

...[he only way to approach this set is to_use a_very weak "signs”’
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 gra”e level,
length und 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 towa_{,\ d 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 positive 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 program—six weeks, a semester,
or the like—is not going to have any worthivhile impact. The program
needs to be conducted over time, and then it will be some time before
results show up in child ~:hievement.

¢ School impact model. 1 could find no careful studies of achieve-
ment, but as | 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.ll lead to long-range
effects on child learning. But it is difficult if not impossible to demon-
strate any direct connection between changes in control and child
achievenient. :

o Community impact model. In addition to the national Follow
Through Tvaluation, I could find four studies of effects on. childsen, all -
in the last few years, of programs using a community impact model
(Table 2). Two of these are dissertations on Follow Through, one from
Florida State University, by Kinard. The extent of parent involvement
was measured by service on the Policy 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

17




THE EFFECTS OF PARENT INVOLVEMENT 13

(1) children who attended Head Start and Follow Through programs tend
to achieve higher scores than those attending only Head Start; (2) children
with Jirectly involved parents tend to achieve higher scoreg than [their] siblings

; (3) parental involvement tends to have a greater effect on achievement

6f seconJ siblings than of first siblings: (4} paréntal iavotvement and duratioty -~ -

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

One should be cauticus; it may be that parent involvement in this
program is a symptom of other parental strengths and concerns. How-
ever, the vertical dlﬂusnon 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-
vanced than children in all three other programs, and were two years
ahead on his Piagetian-Kohlbergian type of measure over children at the
academic 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, 1976) 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 completé community impact model, it fits into that category.
The report indicates that the program met or exceeded its goals for read-
ing achievemont and academic achievement. The last study (Gross, 1974)
indicated the ettective development of a comprehensive program by an
inner-city school.

As indicated eaclier, 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 to 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

18
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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? Findicated -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 <:em 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 frorn a parent orien-
tatior. does as well as or better in reading than a mu~h more costly pro-
gram devoted to a highly organized, rigid, or rigorous attack on the
“basics.” '

But let us recall that a communitv impa.: model should not be
measured only by child achievement. What impact has been made on
schools and schooling? the community? career dev:lopment? 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 Cotincil
meetings. Decisions by PAC committees included program budget, activ-
ities of PAC, home learning activities, personhel selection, classroom
volunteering activities, comprehensive 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 are being examined. These effects can be
categorized 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. Ve expect similar information from all.
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¢ In Richmond, Virginia, the parents have established

1. A Discovery Rocm 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-

e teerm_g and caring for the children in the Discovery Room);

. A center for pre-schoolers who were unable to get mto 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 jrf non-Follow Through schools.

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

1. Home Base program 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. Each
7th and 10th grader is assigned a teacher who volunteers to make
periodic home visits

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

5. Deaf program—work with parents in home

6. Titles I,'lll, and IV programs have been modlfled 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 partne:ship.

_ Political spin-offs are evident in Hillsborough County, Florida, where
a woman who had served as Follow Through PAC chairperson 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 tecame aware of the educatioral issues and of the positions of
the various candidates. Finally, Follow Through parents became more
aware of the role and function of the school board as it relates to the
schools in general and to Follow Through in particular. They are active
in interactions with the Courity Commission as well as the school board.

Another of our communities is Fairficld County, South Carolina,
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wkh 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 inte 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 the nine board of education

seats. The researcher states that it is reasonable to conclude that Follow ™™™

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 in particular and in the community in general. Through involve-

ment, parents developed skil's and confidence that encouraged greater

participation in the «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 inflt ¢ that being a

faprofessional home visitor has on careers. In Hou  , Texas, for ex-

~ample, 55 of 61 parent educators have raised their level of education.

Thirty-nine indicate they acquired additional education through the pro-
gram, eight did it on their own, and four used personal and Follow

- Through resources. At entry into the work, six had more than high

school- (induding 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,
affect 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 rather 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 coramunity as a learning e¢nvironment, show sig-

nificant differences between experimental and control families 4 age six

(Guinagh and Gordon, 1976). Further, these scorex on such a measure
are prediciive of assignment of the child to regular or special education

" classes at third grade, and of scores on the Wechsler Intelligence Scale

for Children, Form R, at age 10 (Gordon, 1978).
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The data are not 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 prograrr, illustrate that such a
program not only increases home-school participation and partnership,
with many social ramifications, but also holds its own very we!l in in-

wornrereeBuencing the educational achievement of children. ... . . v oo o]

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 analysis, it is clear that we still need to experi-
ment, even on a national scale. Further, program developers need to state
clearly their philosophical, psychological, and political assumptions and
deduce their models from 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 ther have the obligation to measure them.

Further, | advocate that we learn four major lessons from the past
decade:

1. 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_ ict 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 rnough to encourage local efforts to develop
parent involvement programs, but such efforts should always include
careful evaluation components.-YWhere possible, | would recommend that
local groups work with university people to get the best design possible.

In 1967, we were severely challenged for nsing federal dollars to
“teach mothers to play with their babies.” In 1978, this now seems, for
many, an acteptable 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 efforts not continue to be piecemeal, unsynthesized, small-scale
and -poradic, but that they be placed in the broader sbcial system context,
We need to tie, where powiible, parent education efforts to work, family in-
come, and hou-ing and zoming programs, medicare and medicaid, teacher edu-
cation, profecsional education of social workers, psychologists. = . .
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The American family, school, 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. . . . Ve need to ask
oursclves not only the tactical questions, which relate to the state of the art
and to what we have learned about the “how-to’s,’”” the retrospective questions;
but also the strategic issues why are we doing this? How does it fit into the

larger social scheme? What do we hope to accomplish within the narrow con-

assumptions about people—what they need and want, how they learn and
grow, what we desire for them? These prospective questions face 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-
fluances the child's learning.

.Goal: iImprove the family's capabilities to provide in the home the

type of learning environment that develops readiness for
learning.

Comprehensive Services Model

E Assumption: 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 school 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.

' COinmunlty impact Model

Assumption: Everything relates to everything else.

Goal: Change all agencies both internally and as they relate to one
another.




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

Investigator ~ Date Place Program Participants Measures Results
- <
A. E. Buchanan 1969  Wisconsin Parent-teacher 83 second graders—  unspecified mixed; can’t
' conferences . high, medium, and post-test see clear
' (6 in 12 wks.) low achievers effects of
homework conferences
__F Niedermeyer 1969  Los Angeles 90-minute 18 control, 56 experi- reading positive
S T training session niental parents of achievement
plus unspecified kindergarten
time in receiving children
weekly school ‘
information
using contingency
‘ management
R. J. Crosset 1972  Cincinnati Parents observe Low secioeconomic lev-l of parent  positive
children in read- black parents of first  participation '
ing group and grade children
receive materials in one school reading scores NSD
for work at home
1972  Los Angeles Teaching parents 16 experimental, 16  classroom positive
at home a set of control, fifth grade scores in
behaviors to underachievers English
increase child
achievement, teacher positive
6 sessions satisfaction
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Table 1. (Continued)

Investigator Date Place Program Participants Measures Results -
J. B. Fudala 1972 Tucson Parents attending 46 children in 6 articulation positive
child speech regular classes. All test
therapy classes children had arti-
culatory disorJers.
46 control
L. T. Hirst 1972 Kentucky 5 30-minute periods 48 sixth grade boys  vocabulary, NSD
‘ each wk. for 16 wks. and girls in two ele-  comprehension,
of reading practice mentary schools, & word study’
at home with parent 48 control
as tutor. Parents re-
) ceived orientation.
J. H. Wise 1972 Washington,  Parent as home 19 experimental, California positive
: D.C., Child instructor in 19 control Test of
Care Center reading Basic Skius
WRAT positive
R.Henderson& 1973  Tucson Home visits by 30 mothers of achievement positive
R. Swanson paraprofessianals Papago children, tests
who trained first grade
mothers in
question-asking
skills
B. Henry 1974 Syracuse Fathers read to boys  All boys in a N.Y. reading positive
6 mos. prior to state kindergarten readiness
kindergarten test

LI
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J. A. McKinney V.atm

S.F. Uhl

T.E. lzzo

Utah State

University,
Exceptional
Child Center

1974

—

1975

1976

1976

Mesa,
Arizona

vl

Chicago

Long Islénd

Parents received

twice weekly instruc-

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

.- Weékrin..k-iﬁa—é-ru-s-‘ﬂe-n I e s

classroom.

Teaching parents
tutoring skills two
hrs. a wk. for 15
weeks

Taped PET, 9
weekly 2-hr.
sessions

Programmed home
reading instruction;

scychotherapy group
‘discussion Home VS

' psychotherapy VS

control group design

Self-contained in-
structional packages,
not.fully imple-
mented
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~
40 children from™
14 kindergarten
classrooms in five

_schools; 40 co;‘itrol

/
!

!

!

50 parents (black,
white, & Spanish)
50 control chjldren.

i
!

14 experimet'\tal,
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-
Durrell
Reading
Readiness
Analysis

Test. . .

achievement

parental
attitudes
toward
school

reading, math,
self-esteem

reading
achievement

maternal
attitudes

parent teaching
pactagein
language and
math

positive

positive

positive

positive

NSD

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

Investigator Date Place Program Participants Measurés Results -
J.E. Kinard -~ 1974  Hillsborough Parent Education, 170 sibling MAT positive
"~ County, Follow Through pairs in grades
Florida 2-5 and parents Parent Involve- positive
ment question-
naire
M. J. Gross 1974 Washington, Comprehensive inner-city student positive
and others D.C. development pro- elementary achievement
' gram for staff, school “
parents, and community positive
community participation
B. McConnell 1976 Wachington . Bilingual, multi- 169 Wide Range positive
State cultural, intra- Achievement
and interstate, Test,
extensive involve- math & reading
ment of migrant
parents and com- Peabody Picture positive
munity members Vocabulary Test
local measures  positive
J. Ruberts 1974 8 communitiecs  Comparison of 308 third ego positive
parent education, graders - development
behavior analysis,
direct instruction, .
) Bank Street . 7 PE>others
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Table 3. Effects of Models, Follow Through National
Evaluation Reanalysis*

’ Abt** Basic Reading,
- Skills and  Math,
Number Total Total . Cognitive Spelling,
Model of Sites Reading . Math  Conceptual Language
Parent Education 8 1 5 * 3 4
Direct Instruction 11 2 1 1 1
Bank Street 6 3 13 8 6
Behayicral Analysis 7 4 3 7 L I
" SEDL ‘ 5 4. 5 4 4 5
Mathemagenic 3 7 2 2 2
Responsive Education 9 6 8 [ 7

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

*¢R. B. Anderson and others. Education as Experimentation: A Plannrd Varia-
tion Model. Vols. IV—A-D. Cambridge, Mass.: Abt Associates, Inc., 1977.

Adapted from E. R. House and others. No Siruple Answer: Critique of the
"Follow Through' Evaluation. Urbana: University of lllinois, Center for Instructional
Research and Curriculum. Tables s and 7.

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

Percentage of Families Involved

Variable Minimum Median Maximum
Parent participation in classroom 28 55 4
Engagement in classroom instructional

activities ' 19 36 75
Attendance at PAC meetings 13 kK] 53
Home Visitations, at least 5/6 of

those planned S5 . 89 98
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Families as BEducators
of Their Own Children

Dorothy Rich. James Van Dien, Beverly Mattox

Based on their years of experience at the iIgme and School
Institute, Dorothy Rich and her colleagues list practical
ways to involve parents directly in the educatxon of
their own children.

-— P - mm——e - —-

“One parent is worth a thousand teachers.”

This ancient Chinese proverb illustrates .vhat 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 assumgption 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;™~

Iy 1978, the Home and School Institute (HSI) conducted a'survey of
. schoolland family/community practices for the Maryland State Depart-
ment of 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 invoivement in education. The survey

! Home and School! Institute. Survey of Home/Schoal/Community Programs and
Practices in the State of Maryland. Report submitted to the Maryland Stat: Depnrt-
ment of Education, October 1978. .

Copyright © 1979 by the Home and School Institute. This chapter was pre-
pared especially for ASCD.
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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

educ.mon of their children.

. A general lack of clear polncy guidelines and coordinated plan-
ning. Responsnbnlmes 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 stalf time and budget 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 a1d guidelines. Title
I and Title IV-C programs are heavily represented »mong those identi-
fied as strong and successful. While federal suprort has permitted the
opportunity for the expansion of activities an. experimentation, it raises
the question as to what extent practices wold be institutionalized and
supported at the local level if feder.l supports were withdrawn. A corol-
lary to this is the predominance of advisory councils, mandated under
fedcr.nl guidelines, as a favored mode of participation. '

. Lack of solid evaluation of family involvement programs and
pr.\(m(‘s This, of course, is directly related to the limited staffing and
budget support available. Much of the data available is the reporting of
gross numbers particips ¢ with little attention given to quality of pro-
gram, elements of succe , or impact.

7. livotal influence of the principal at the building level. What hap-
pens with regard to parent invol ement in a particular school is in large
part determined by the philosop! v and the priorities of the principal.

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

9. Difficulty.in 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.
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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 raeaningful 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 parent 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 aieas, market cities domihating 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 Matyland study
are scarcely surprising. Family involvement in education, keyed to raising
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-reasing 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.*

2Sherry Arnstein. “Light Rungs on the Ladder of Citizen Participation.” In:
Edgar Colin and Barry Passett, editors: Citizen Participation: Effecting Community
Chunge. New York: Prager, 1971, )
"3 Gee Steinberg, rp. 48-50, 54-56, in this volume,
1 5ee Gordon, p. 9, in this volume.
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Our experience suggests, however, that priority attention should pe
given to developing the mode of participation which directly involves
parents in the educaticn of their own child. This is the basic, most fun-
damentally 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 pos.tion 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 eévidence already
cited by Gordon in this volume, two studies emanating from Stanford
should be mentioned. Parent Invo vement in Compensatory Education

- Programs assessed the major models of parent inivolvement 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.ChiIdrm, the more recent Stanford study, the authors state:

As a group, the programs involving pavents as teachers consistently
produced signilicant immediate gains. in children’s 1Q 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-
pertunity for widespread involvement and sustained participation. Pro-
grams which require attendance at meetings or involvement in school
activities during the day will necessarily have limited participation. The
need 10 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
place—the 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 political constituency, where .'2ne exists,

. will be a slow and time-consuming process. Many schools have found it
difficult to identify willing candidates to serve on advisory councils and
have undergo}\e the frustration and embarrassment of poor turn out for
community council elections.

3 See Gordon, p. 6, in this volume.

8 Gtanford 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 Review of Some Contemporary Concepts and Programs. Palo Alto, Calif.:
Stanford Univeisity, 1975,
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Chain A "~ Chain B ) Chain C
Child Mativation -Child Skill Parent Self-image

Parent learns how to teach
own child

Parent gives child individual -

attention and teaches new : o
o/ skills ‘ \ | .

Child sees that parent Parent perceives own new

. perceives education as competence. Communicates

important cgr}:‘idence' and fate control to
: . Chi

\
Child learns skills better,

Child is motivated to Child feels confident he/she
succeed in school can perform

/
\ghild performs better on tests

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-* 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 asfamilies 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”:

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

§ See Gordon, pp. 6-7, in this volume,

35




FAMILIES AS EDUCATORS 31

literature is equivocal, knowledge about specific links'in the chain will have
to be developed; such knowledee is probably the only way to explain why a
given program of parent involvement may be successful while another pro-
gram, which at least superficially resembles the first, has very different impacts.
In addition, these descriptions permit us-to look for evidence from additional
-purces such as the psychological literature of child development and sm:ll
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.”

The effects of the parent as tutor model are:
I. Increased motivation of the child
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 work:
at the preschool level s ~olved the us¢ of home visitors. While this ap-
proach is demonstrably etfective, 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

?\timi Stearns and others. Parent [nvolvement in Compensatory Education Pro-
grums Menlo Park, Calit : Stantord Research Institute, August 1973, pp. 29-49, as
quoted by Daniel Satran. “Evaluating Parent Involvement,” Oakland, Calif.: Center
for Study of Parent Involvement, fanuary 1974, pp. 7, 9.

19 afran, op. ctf, 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 visu:-lized as filling in knowledge gaps. The experience to date
suggests that compensatory 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 lives in a poor community, the .impoverished person is-not able
to achieve in school and ultimatel; cannot contribute to society. Children of
the poor simply fall victim to the same conditions and sastain the cycle of
poverty. In retrospect, it now seems that social scientists were naive to expect
massive educational intervention to be 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 1970’s a more pragmatic view of com-
pensatory 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.

2. 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 be readily translated into practical support
for children agd for schools. Professionals need only to provide the ma-
t2rials and support to enable parents to become both more active and
skiiled participants in their child’s education.

5. Schouls should start with what the family has instead of worry-
ing abou: what it doesn’t have.

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

The nondeticit approach constructs a mutually reinforcing home-
school wystem. Families are assisted to:

H Karen Hhll-Scott 'and, l. Cugene Crigsby. “Some Policy Recommendations for
Compensatory Fducation.” Pl Delta Kappan 60(v) : 443-46; February 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. Parents are helped in their role as key
people in the student’s learmng 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 child’s life, the family, has respect for

and confidence in his or her ability, the child will have self-respect and
self-confidence.'? :

The parent-as-tutor model provides social reinforcement to the fam-
ily 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 children do their homework—with the television

off. This has focused attention on one strategy parents can use to assist’

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 ranging
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. Purkey. Self-Concept and School Achievement. Englewood Cliffs,
N.J.: 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 of
’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 the 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 fitle I program for first graders.
A cost etfectiveness study indicated that gains per pupil were achieved
for $3.83 per child, compared with “’pull out”” special class instructional
costs of $563 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 successfullv to help families, most of whom are black or
Hispanic, to teach their children at home using the recipe approaca."

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 safetv, 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 welf-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
accompanv a nondefivit approach to the parent-as-tutor model. Beyond
those 1dentified by Stearns, the following effects can also be expected:

17 Dorothy Rich, " The Relationship of the Ho' e Learning Lab Technique to First
Grade Student Achievement.” Doctoral dissertation, Catholic University of America,
Washington, D C, 1vTe,

W(ladvs T Burks “An Analvsis of the C. .. fectiveness of Title [ Pull-Out In-
struction in the Benton Harbor Area Schools.” o snton Harbor, Michigan, Sthools,
May tars.

1 Bernard [Maskett AHF AD E. port, Los Angeles: Southern Christian Leadership
Conference VWest, September 1978,

U Home and School Institute. Fumilies Learning Together. Washington, D.C.:
HSI, tors.mo,
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Increased motivational skills of parents to work with their child
Increased parenting skills and understandipfof 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 choose among a variety of activities
to fit the needs and interests of a particular child or group of children
without extensive teacher involvement in the design of the materiais, The
approach is self-teaching and perpetuating in that it is relatively easy,
once the basic techmigue 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 le\vel 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. g

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 student and the family beyond the
cassroom walls. ‘ :

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

This is not casy. But, beginning steps need to and can be taken. To
hel; edacators more clearly define and assume this commitment, we
have identified the general elements or characteristics of successful
school-familv prozrams.

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

1. Parent participation is most widespread and sustained when par-
ents view their participation as directly linked to the achievement of
their children. Developing and maintairing 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. Pacent/community involvement programs need to include the
opportunity for families to supplement and reinforce the development of
academic skills with work in the home. Home involvement also offers
the poscibility of participation to people who cannot attend in-school
meetings, :

3. Involvement programs should provide for various modes of par-
ticipation. There i a particular need to reach cut to parents with alter-
native participatory modes, in addition to oxisting advisory councils and

" Bar ara Ingram Whitahk«r. “Citizen Participation in Educational Decision Mak-
fng in an Urban School District as Perceived by Parents and Administrators.” Duoc-
toral dissertation, Georgia State niversity, 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 :esearchcand school-community program development thus far
have centered on the early childhood years, continuing support and rein-
forcement are needed as the child moves through ‘school.. A particular
need for programs exists in the middle and-junior high adolescent years.

5. The impetus for parent/community involvement so far appeats
to emerge from federally funded and other special programs of a com-
pensatory nature. Opportunities and resoutces for -these target popula-
tions are often greater than those available to parents of the community
in general. Strategies that involve the whole community'(éfi!\ure broader

. support forAn integr.tion of these special programs into the total school
procedure

6. I S&nt/community involvement programs are mbre éffective if -
active support and cooperation is gained from school boards, community
agencies, and profcssnonal organizations.

7. Parent-community involvement needs to be viewed as a legm-
mate activity of the schools and as an integral part of its delivery of

services, .ot an add-on. Reaching the family is as important as reaching
the child.'®

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 bv 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 varent and community support and resources. Here are
some ways: j '

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

Help school districts delineate goals and commit resources of time,
money, and people to implement’ and evaluate home/school programs in
a systematic ind meaningful way.

¢ Identify and support school-family involvement as an integral
part of instructional services. v

Encourage local educational agencies to develop a clearly defmed

3 Home and School Institute, Swrvey of Hrme/School/Community Programs,
ap it
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philosephy of the home/school educational partnership which can serve
as the basis for the development of specific policies, guidelines, and prac-
tices. :

o Advise LEA's about program operation encompassing research,
development, dissemination, and technical assistance. .

Highlight programs and practices for statewide attention. Provide
raechanisms for sharing home/school partnership programs at statewide
and regional me-tings.

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

Establish an information bank of resources, promising program prac-
tices and approaches as a resource for local eduicational 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 that community agencies
offer a broad network of services to families which are not yet being
utilized by the schools. '

What Can.Local School Boards and School Superintendents Do?

* Build awareness of and provide training to board members and
personnel, as needed, for school-family invclvement: provide leadership
techniques and strategies for dcvelopingl materials, 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 LFA "

. Asslbt school personnel in accepting and using all and any addi-
tional home and community rcsourccs to supplement the school’s role.

Help to maintain close workm;, relations between citizens and school
officials in the development of school policies, goals, priorities, and pro-
grams. :
‘Institute selection processes for advnsory councils to assure wider
commuaity participation.

Establish a hierarchy of Citizens’ Advisory Councils beginning at
the local school level and proceeding to the district level with clearly
defined tasks and responsibilities.

Develop and encourage additional modés of family/community par-
ticipation bevond the advisory council.
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Utilize advisory councils through demonstration and training to pro-,
mote the involvement of parents in the education of their own children. -

Wh:u Can Principals Do?

Raise consciousness about the home and community as the key to
student achievement: publi.ize 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 oldet 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 realjstic picture of what schools can accomplish.

W hat Can Teachers Do?

Recognize that all parents are a significant force in their child’s edu-
‘cation. Search for ways to involve parents as educational partners.

Use the resources of the home for materials, ideas, and as resources
for different subject areas. .

Teach parents how they can help their chiidren-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 concerns 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.

Fncourage parents to visit the school, to confer on a' regular basis, .
and to use the school as a source for help and feferral to community
Agencies.

Leadership /for Change

Working on a parttnership basis with the home is more difficult to-
day than it might have been a few years ago. Existing pa*terns of neigh-
borhood schools have changed. Reaching out to parents is not always a
down-the-block contact. It's often a mattpe-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 know "the right way” to teach, parents may
need to have their confidenge restored. Schools have to convince parents
.to trust themselvas and g@nce again regard thems:lves as their child’s
primary and ongoing teackers. " _

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
schgols’ work easier, not harder. It's not doubling the burden of the
schapl’s job; it's lessening it by sharing accountak’lity with the people
identified by research as those able to make signiticant -educational im-
pact. The healthy skepticism and caring now shown by a growing num-
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 leadership—with 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 werk effectively with adults which
may require new skills. Teachers need to know and be able to impart to
parents an overview of the research that supports the parent-as-teacher
approach. Teachers need skills as leaders and as problem solvers. More
specificallv, 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 focus is not just on the child but on the family
as new “home-style’” teachers 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 1es become problems. The emphasis must be on children’s abilities,
before they become disabilitics. The emphasis must be on what can be
done with what is available now! ‘

’rograms can begin with one parent, one teacher, one school, one
community. The goal is clearly defined. The strategies can be directly
charted. Let us begin. Let us continue.
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Title I Parents
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Phyllis J. 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 Invelvement Program and lists five esséntials for
parental involvement.

3

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 Program 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 adjustmer:.. A study I conducted
revealed that Title I students gemonstrated 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 of student outcomes, including achievement and classroom behavior. . . .
It seems likely that family support is the most potent out-of-school contribu-
tion to students’ perforinance and to the extent to which the Title I Program
can effect a positive increase in this variable, the child should benefit.?

4

) ! Phyllis J. Hobson. Structured Parental Involvement: An Analysis of a Title |
Summer Parent Guided AT-HOME Project. Doctoral dis. 2rtation, George Washing-
ton University, 1976. pp. 80-81,
2 IBEX, Incorporated, and Roy Littlejohn Associates, Inc, “Evaluation of EGEA
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 Function

1. Parent Advisory Councils Decision making

2. Parent-Partner Volunteer Corps  Classroom support

3. Parent Awareness Conference Program dissemination

4. Parent Education Traineeship Structured staff development
5. TOPPS Chorus \ Creative expression

6. Home Activities "~ Skill reinforcement

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

Advisors/Decision Makers

The Parent Advisory Council (PAC) is the official parent organiza-
tion of the Title I Program. The PAC is involved in review and re. ‘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.

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

The District Council is composed of 196 delegates and alternates
from 98 schools. It meets monthly to serve as the final LEA review body
for Title 1.

Volunteers ‘

Federal guidelines encourage the participation of parent volunteers
in Title | projects. Volunteers, whom we ¢all “Parent-Partners,” are
involved in the educational programs of their children by assisting
teachers in both public and private elementary and secondary schools.
Parent-Partners 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; showing 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.

A

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 (i) development of a PAC manual. Resource persons in- .

clude both parents and professional staff.

Preservice/ inservice . Training for Parent-Partners. The preservxce
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 major inservice strategy. Orientation for Parent-
Partners is also conducted in' September, prior to their assignment to
schools in October.

The focus of inse. 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 ttaining cycle
with 20 experienced parents who meet the critena 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 materials, and awird recogni-

-tion. The major purpose of the conference is to foster greater awareness

oy 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 programs and practices. It provides an opportunity to review
and share educational experiences which parents have found effective i in
meeting the needs of Tite I children.

| hope that swhat [ have described will be seen as suggeshons rather
than prescriptions. Schocl systems seeking to encourage and expand
parent involvemeat in Title I or other compensatory education programs
will nced to try out, modify, and pass along those ideas that are helpful
for their own special purposes. Procedures and practices, however, are
not the chief concern. The urgent message is that parents are important
to a child’s success in school.

Five Essentials of Parent Involvement

Fxperience has shown that there are five factors that contribute to

success of parent involvement in Title I and other compensatory
- programs,

"o First, explore with parents what they want schools to accomplish.
You are likely to discover that parents and school people make natural
partners” because they share a common goal: providing quality educa-
tional opportunities for chiluren. 1 have never met a parent who did not
want the best tor his or her children. _

o Second, devise opportunities for parents to get involved that they
see s practical and meaningful. Successful experiences have great holding
power.

e Third, keep reaching out to parents with warmth and sensitivity.
Be careful ot vocabulary; for example, avoid use of terms such as “dis-
advantaged,” “low income;” and ““culturally deprived.” Seek to eliminate
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barriers of race, religion, or economic condition and stereotyped precon-
ceptions are likely to disappear. N

We educators sometimes magnify what we perceive as hostility and
mistrust fromx parents. | 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.

o Flfth 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 . others, or to make decisions for others. _

Morec 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 ‘educationa! 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

A

Lois 8. 8teinberg

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 Steinberg discusses several
new forms of participation and considers evidence of their
potential effectiveness.

Since 1974 the Insmute for Responswe Educahon 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 a variety of sources: reviews of pub-
lished evaiuations; 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 advisory councils

Parent/citizen councils mandated by state or local school officials
Child advocacy organizations ‘

Citizen advisory councils mandated by court-ordered dese;regation
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 beards.

- 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 inter~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 onlv two cities, New York and Detroit. In other cities, com-
munity demands tor 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, for example,
central board and administrative control over decisions related to budget,
curriculum, and personnel was left virtually intact.! 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.

Peterson® speculated 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 ¢entral board was, in general,
insulated from community groups. However, the limitations of the pow-"
ers granted to the boards activated some districts (o pursue change efforts
through city-level groups and the court.” For example, the employment

of minority personnel resulted from a court action undertaken by the
NAACD! '

PManlva Gattell and others. Sehool Boards amd School Policy: An Evaluation of
Decentrulization in New York City’ New York: Praeger, 1973, .

2lMaul . Peterson. “Atterword: The Politics of School Decentralization.” Educa-
tronmard Urban Socrety 70 404279, August 1975,

P Michael AL Rebell “New York's School Decentralization Law: Two and a Half
Year . bater " Jowrnal of Law ad Education 20 1-39; January 1973,

Gattell and others, op 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 majority—around 900,000—are 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 War on Poverty:

1. To make the services 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 “clear 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 research on the CADPs®: :

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

There were no provisions 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-

3 Don Davies and others. Sharing the Power? Boston: Institute for Responsive

Education, 1977, . .

8 Lo S, Steinberg. Social Science Theory and Research on Participation and Vol-
untary Associations: A Bibliographie Essay. Boston: Institute for Responsive Educa-
tion, 1977, p. 10J.
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tions, purposes, and styles of participation.” There are also variations in
the monitgﬂh’g and enforcement of program requirements.’

In some districts, parents;and school administrators have been able
to use the councils to develop effective relationships, but this has not

been the case in most Title | programs. According to the data analyzed
by IRE: -t

. while Title I participatory mechanisms . . . have the potential for
high leveis of impact—both in the shaping of policy and in the delivery of
secvices to the schools—only rarely do they achieve this potential. This is due,
in large measure, to the combination of an unclear mandate and a lack of
resnunm.” ‘

The Title I PACs are relatively “closed systems” which focus parent
and staff exclusively on Title [ 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 majority—to
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.

Etforts 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 school PACs at the district, regional,
and national levels and to provide information and technical assistance
to parents at the local level. 7 '

The Coalition of Titfe [ Parents, with the support of other groups,
persuaded congress to mandate district and school site parent councils.
This group was stacted in, 1973 and sponsors national conferences for
- Title | PAC members. The endorsement of these conferences by the chief

7 Don Davies. “federal Impact.” In: Don Davies and others. Federal and State
Impact on Citizen. Partvripation v the Schools. Boston: Institute for Responsive
Edudation, 1978, p 3, -

» ”’id., P p
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Title | administraior in the Oftice of Educat.on enables local PAC mem-
bers to use Title | funds to attend the conferences. The coalition has
developed an organizational structure which includes “10 regions cojin-
ciding with the HIMW regions.” [t d sseminates information ‘and provides
technical assistance to local PACs.'" The Federal Education Project “both
monitors and provides in‘ormation tor the administration of Title I in
the Office ot Education and in the HEW 1egional 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 assisiance program in 30 school
districts 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” mandated by state or local school initiatives. Here, too,
there has been little impact. ‘

-« hool counuls are not now, by and large, effective vehicles for citizens
to atfect edocational policies and dedisions. But they are an unrealized potential
to bevome mechanisme for producing power sharing and partnership between -
 ihzens and educators,' \

Policymakers whe intended that the councils provide a means to
develop participatory democracy at the grassroots level were reported to
be disappointed with the results. Parents and citizens who served on the
coundils “were even more frustrated.”™ |

Most of these councils operate at the school building rather than the
districtwide level, but no statistics have been collected on membership.
The councils tend to be dominated by educational professionals—mainly
principals- who are “generallv concerned-about minimizing participation
in areas Araditionally considered subject to management prerogatives.”’!®
A tajgt portion of the members’ time is spent on organizational rather
thagr School related issues and they lack the resources (effective leader-
ship, traininy; workst. »s, independent sources of information) that might
enable them to assume more responsibility in Tocal school and district
decisione. Frustration leads to high turnover in membership, so the coun-
dils arg not stabilé bodies,

In peneral, school boards do not appear to see cous cils as very high

Wikl p 1o,

Wihd, pp. 10220

VEDavies and others, S the Power?, op. ctt, p. 6.
Hhed, p. s
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‘priorities. The initiative for setting them up has been taken by the pro-

fessional educators. School boads seldom relate directly with council
members, thus most of their information or council activities is obtained
from administrators.” School board members frequently expressed fears
that the councils would encroach on board responsibilities or be used by
citizens to develop a base for future school board candidacy.

Chuld advocacy groups. 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 groups were
initiated to promote children’s rights in several institutions (tne juvenile
justice system, health ca: ), including their educational rights. Others
are established organization. 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

to~ndividuals —such as direct intervention on behalf of the child in prob-

lems related to a local institution, counseling, referrals to other agencies,
and [ pal assistance. Class advocacy “seeks remedies to the inadequacies
of the «oc al and education system for groups of children.”” ™

B “wween the late 19607, and the present a number of public interest
law tirms, as wei' as advocacy jroups, have been instrumental in achiev-
ing mgjor vourt decririons and fedéral legislation affecting the rights of
students and the delivery of educational services at the local school dis- -
trict level."

Bevides school inteyranion,”™ in the field of education, advocacy
groups have been responsible for decisions which have required local
school districts to enforce existing statutes atfecting student rights and
to provide services to mentally retarded children and special programs
fornon-English speaking children and others.

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

Virhol, pp se a5,
VDo Davies and others Shoston Patterns of Participation. Boston: Institute for

IR(";pnn e Pducation, 1978 Chapter 4. (Unpublished draft.)

ERIC

Aruitoxt provided by Eic:

1 rhyd

Ushn ¢ Hogan “aw, Society, and the Schooly,” In: €. W. Gordon, editor.
Wiesop vocoloey ot Bducation National Society for the Study ot Tducation Year-
book  Clocage Daveraty o Chicago Fress, 1974, See, also: Michael W. Kirst.
“The Geowth of Federal Intluence in Tducation,” in C. W, Gordon,

M Brown e Board ot Fdacation, 340 ULS, 483 (1954, Serrano o Priest, § Cal, ad
SA4, 9o Call Bpte o0t 487 Pad 1240 (1970 Mills » Board of Fducation of the
District ot Columbng, Wr L Supp. 8o, 808 (D.D.C, 1072),
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cases, fml,ure to provide any services at all. This documentation also
established the nived to 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 Center (MAC), and Advocates for Children of New York
(AFC) !

CDF, 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 Jocal institutions (health care, juvenile justice, foster care, day
care,. The Fund’s strategy is to identify and document local problems
and Jeal with them at the Washington, 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 strategies used in the Hunger, USA inquiry.®® The
MAC strategy involves four elements®’

1. Puk o problem that has «pecific remedies. Document the extent of the
problem. Create a task torce that includes professionals who will have to
respond to the iscues, Promote public awareness of thc problem through public
heartngs and Creative use of media.

2. Litgation. A Laweuit or threat of a lawsuit will often get administra-

tors to change. However, this tactic should be used with, caution since the
rosults may not always serve the dient’s interest.

3 Lesslation, Tax exempt advocacy Broups cannot lobby but they can
Conduct rewearch for lepislatures and pmvndv ‘technical assist ¢ to other
advocacy proups that are free to lobby,” *' They also comment on pending
lepintation.

4. Administrative negotiation. Advocates sit down with bureaucrats re-
sponaible for promulyating regulations to carry out federal and state laws and

thowe responable for implement ag them lacally, They have distovered that

burvaucracwes 1re not moenolithic and many changes can be brought about by
working with the insiders. This process requires mastering & good deal of
technival knowledge and perseverance.

In the early part of the civil rights movement, advocates. worked
oaly tor policy change. Thev learned that there is often a large gap be-
tiween the policymakers antent and the programs implemented at the local
level. Proygram wuidelines are often unclear or inappropriate to local

2UDon Davies amd others, Shatte Patterns of Participation, op. cit.

2 Larry Brown “Hunger £ 5A L The Pablic Pishes Congress,” Journal of Health
ared Social Belaeor 11 113000 June 1970,

B Peter Cdelman, CThe Massachasetts Task Foree Rtpurts Advocacy for Chil-
dren " Harvacod Edwcatonal Foeeoae 430 030252, Novenber 197
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needs. From the knowledge gained through working with individual
cases, advocates are able to identify problems and make recommenda-
tions for prograrn modifications.

AFC is an example of a locality-based group. providing advocacy
services to parents and their children who attend public schools in New
Yok 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-
vocaey, 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-mak 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 currently,
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 I'TA, or where there is no parent organization,

One example of the eftort to broaden the member-hip base 5 the
1978 teryer of the National Colored Congress of Parents and Teachers
and the National PTA.*" This move has been followed by <i.ailar mergers
in many states and local school districts.

B Paul . Peterson. “The Politi . of American Education.” In: F. N. Kerlinger and
1. B Carroll, editors, Review of Reearch in Education. Vol. 2. Itasca, 1ll.: F, E. Pea-
cock, 1974 p 253

# Institute tor the Development of Educational Activities, Inc. “Toward More
Fifective Involvement of the Community in the Schools.” Meibourne, Fla.: /1/D/E/A/,
1973,

3 Nationaf PTA, Tetter from Sandra E. Fink, Dircector of Public Information,
August 30, 1978,
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In 1972, the national PTA board dropped the non-intervention pol-
icy and announced that the group would promote an active role for par-
ents. A handbook 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 incJude most areas of educational policy and practice,’”*® it re-
states the new position on parent involvement in policy. Parents are
advised 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.*® 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 an Advocate for Children,”
and cites the group’s activities in relation to collective bargaining; TV
violence, handicapped children, urban problems, tuition tax credits, test-
ing, and school finance. During the 1978-79 school year, the PTA planned
to sponsor a series‘,of public hearings on urban school problems.

Are the new participatory structures adequate? The available data
on the effects of the new participatory structures have indicated that they
have not created, in most instances, adequate opportunities for parents to
have access to decision making at either the local district or federal and
state levels. '

At a time vhen more and more of the decisions affecting the re-
sources and educational programs provided at the local level are being
made by tederal and state authorities, the new participatory structures
tend to channel parent participation at the local school level. Federally-
funded programs direct parer ts’ atiention to specific programs rather
than systemwide issues—as do the programe which reflect special needs.

Bv mandating parent participation in the design and implementation
“of foderallv-funded programs, the decision makers ought to ensure that
the provroms were responsive to the students’ needs. Efforts to bring
about these policy changes were undertaken by independent groups with

MNatonal PTAL Elre [ ode of Collective Bargaming in Public Education, Chicago:
UTA, toes

SNatonal PTA Why ' aetewd of PIO? Chicago: PTA, n.d.

MNatioaal PTAD e Natronal PUA What 1t 1s, What It Doees. Chicago: PTA,
nd
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little parental invclvement. Implementation was turned over ‘to local
school boards and edministrators—the very groups who had neglected
the students’ educational needs i the first place. Program guidelines are
ambiguous ; the role of parents has not been clarified.

Few resources have been allocated to assist 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 CAPDs: fragmented participa-
tion. The fragmentation associated with government programs has been
compounded in some districts where parents severed relationships with
the 'TA and set up new organizations. ' :

Some of the CAP studies suggest that the prog. 1ms worked best in
twp 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 organize on a
neighborhood basis, this led to the creation of narrow—rather 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-
ment sponsored), their influence is limited compared to the organized

forces proteting the interests of school boards and professional edu-
catory. ™

U Richard L Cole, Crtrzen Participation and the Urban Policy Process. Lexington,
Mass.: 1Y (O, teath, (974, .

¥ Charles Brecher, The Impuact of Federal Anti-Poverty DPolitics. New York: -
I'raeger, 1073,

Mraal Foleterson. “Torme of Representation: Participation of the Poor in the
~Community Action Program.” Amerccan Political Scionce Review 64: 491-507; 1970;
Douglas Cates. Neveliborhood Democracy: The Politics and Impacts of Decentraliza-
tion Texington, Maas.: D) C. Heath, 1973,

Hlois Y, Stemberg, op, it
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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 efforts 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 orten 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-
tzin their vestéd interests it threatened by parent participation. (The
National PTA maintains a satellite office in Washington, D.C., which
serves to interpret the PTA’s interest in leglslatxon pertammg to edu-

‘cation and child welfare to congress.) S N

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 defmed by educators and endorsed by most school
boards.” - .

There were no formal procedures for parents to play a constructive
role in the forinulation 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, a}l 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 st v efforts which
were labeled by researchers as ““disruptive forces.” Although local school
board elections offered the meuns to redirect a district’s educ.monal 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
restrict the. professional’s ability to define the parents’ role. However,

nlementation of the new policies has usually been given to profes-
sionals enabling them to continue to define the parents’ role. In addition,
mandated councils, like school decentralization, created another layer
between parents and'the dedision centers.

3 Gtephen M. David and Paul B, Peterson. Urban Politics and Pulb-lic Delicy. New
Yourk: Praeger, 1970,
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]

A 'major 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 implementation or monitoring.

Child advocacy groups, on the other hand\bave 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 ix}?lementation and
monitoring. Where local administrators are resistant to parent participa-

. tion, parents can turn to independent advotacy 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 district policies. However, implementation of this policy is up to
local parent initiative and resources.

Despite the limi tions of the changes we have reviewed, it is clear
that the rules governing parent participation are in the process of change.

All of these 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.
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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.
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Pareni, of publu school chnldren do not always approVe of the curricu~
luin taught at their child’s school. They might object to their chiid’s
exposure to certain subjects, or to language found in téxtbooks, or they
might 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 curnculum
' 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 explore the legal basis for parental action to re-
e

ove a child from certain portions of the regular school curriculum. The
gality 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 specitic 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 pers...al 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 widely held belief that the “policy of our law has ever been
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to recognize the right of a parent to determme to what extent his child is
to be eduu\ted "UTwo presumptions supported this policy. The first was
that parents had at least as much knowledgc of the child’s “physical and
mental abilities and'future prospects” as the child’s teacher. The second
presumption’ was that parents have a perinanent affection for their
children and are, therefore, more likely to act m 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 period required that the removal of the child be rea-
sonable and that it not interfere vith the education of other students.
Given the courts’ presumption that a parent is the best judge of the
child’s need-, it was not djfficult to convince the court that the with-
drawal was reasonable. For example, a parent was allowed to have a
child excused from geography so that more time could be spent with
arithmetic’; a patent was allowed to remove a child from a required
course in domestic science because the child would have insufficient time
to “tudy music with a private instructor unless the course were dropped*;
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
was in school’; and one court permitted a parent to withdraw a child
from music class even though the parent refused to justify the request.®
It is clear that the courts of this period did not think that it would be
disruptive or detrimental to the education of other studénts to allow
some students to be excused from certain instruction.’

ITrustees of Schools v People, 87 111, 303, 308 (1877).

< Sherbley v Schoul District Na. 1, 31 Neb. 552, 550, 48 N.W. 393, 195 (1891).

I Morrow © Wood, 35 Wis, 59 (1874),

+ Kelley v Ferguson, 95 Neb. o3, 144 N.W. 1039 (1914),

% Sheibley o School District No. 1, 31 Neb. 552, 556, 48 N.W. 393, 395 (1891),

5 Gchool Board District No 18 © Thompson, 24 Okla, 1, 103 P, 578 (1909).

7 At this time, tew states had compulsory education laws. In defending their posi-
tion that cnuldren not be released from portions of the school’s program, school
ofticialy generally argued that although the children could not be forced to attend
school at all, vnee 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 power to school
ofticials to develop the currniculum. These statutes might have been interpreted as
giving school officials the authority to adopt rules and regulations with which par-
ents 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 certain subjects, Although it seems as if the courts could have held that since
the children could not be forced to attend school at all, they could not be forced to
attend any particular class, the courts generally decided the issue on a more posi-
tive parental right tu determine the extent of their child’s education. For a thorough
discusston ot thes topie, trom which much ot the information for this portion of this
chapter was gathered, see Carents and Public School Curriculm, 50 Southern Cali-
tornia Law Review 871 (1977).
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60 PARTNERS: PARENTS AND SCHOOLS .

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 entireiy clear. 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 1975, a Vermont court held that a seventh grade girl
must attend required physical education 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 charactefized 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 decided 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 discovered in which a court denied a parental
request to withdraw a child because of the disruption it might cause in a
well-ordered school system. However, in a Mew Jersey case,'® the state
school board was clearly conceined with the problem. In response to a

8 Quimette v Babbie, 405 F.Supp. 525 (D.Ver. 1975),

YSapp v Renfroe, 372 F.Supp. 1193 (N.D. Ga, 1974).

" Valent r+ New Jersey State Board of Education, 114 N.J. Super. 63, 274 A.2d
832 (197}).
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parent’s request that his child be removed from a course called “Human
Sexuality”” the school board stategd that “[ilt 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-
dentcould 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,

Health and Sex Education Classes

There are three constitutional arguments taken from the first amend-
ment which are frequently asserted to support parental requests to with-
draw their children from portions of the regular school curriculum. Par-
ents may argue that the course establishes ‘an official religion; that the
course keeps the parents {rom the free exercise of their religion'; or that
the course.in 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
religious 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 have

' Valent ¢ New Jersey State Board of Fducation, 114 N.J, Super. 63, 69, 274 A.2d
832, 835 (1971).

12Congress shall make no law respecting an establishment of religion, or pro-
hibiting the tree exercise thereof”; U.S. Constitution, Amend. 1.

' The right to privacy is not specifically recognized in the Constitution, but it
_ has been interred from the Bill of Rights, See Griswold v Connecticut 381 U.S. 479, 85
5. 187 (1965).

I 5ee, for example: Citizens for Parental Rights v San Mateo County Board of
Education, 51 C,A3rd 1, 124 Cal, Rptr, 8 (1975); Cornwell » State Board of Educa-
Hon, 314 FSupp. 340 (DM, 1909). Health and sex education courses are often char.
acterized by the courts as public health measures, As such, it becomes more difficult
tor parents to remove their children from courses because of a 1944 Supreme Court
opinion which held that rights ot parenthood and religion must yield when it is in
the public interest. Prince v Massachusetts, 321 115, 158 (1944). Although the
Supreme Court specitically limited this holding to the circumstance present in this
case (child selling religious tracts in violation of child labor laws) this case is often
cited as authonty for compelling attendance at health and sex education courses
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 religious viewpoints are presented unfav-
orably. To avoid the charge that the course promotes a “secular” religion,
students are often.encouraged to turn to their religious’ 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-
wented, 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 2 course violates thé

establishmeént clause of the first amendment. Once a course is found to
violate the establishment clause, it must be abolished, whether or not
attendanze is mandatory. Excusing 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 found not to be
in violation of the constitution (as in the health education programs de-
scribed earlier), the parent requesting that a child be excused from the

dourse is“in the same legal pusition as the parent who has no religious
basis for a request."

Religious 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-
cise of religious belief.'” One of the leading cases in this vein is from
Vvisconsin, decided by the United States Suprenie Court in 1972.'* Amish

Vaughn v Reed, 313 T Supp. 431 {W.D.Va. 1970).

“‘lur a complete dissission of the issues invalved in cstabhshmcnt of religion
see: Gerald Guuther. Caves and Materials on Constitutional Law. Foundation Press,
1975, pp. 14521504, .

W Parents, as guardians of their children, have an immediate and direct interest
in their children’s sparitual and religious development. Schempp v School District of
Abington Township, 177 F Supp. 398 (I.1). Pa. 1959).

M Wiscoasin v Yoder, 400 U.S, 205, 92 5.Ct. 1526 (1972).
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par'ents 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 ¢! :l-
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. ! their children to high school would violate
the parents’ right of free exercise of religion. However, the state may
override ¢ven a constitutionally protected right in the process of fulfilling
“Acompelling” state interest. Because of the particular characteristics of
Amish society (agricultural, sel{-celiant, and law abiding) the court could
not sav that-education beyond the eighth grade was a necessity, as it
might be 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 prade.

[n 4 more recent case, however, the court determined that the state’s
interest in educating ite vouth overrode the parents’ claims based on free
exercise of religion.” New Hampshire pe ents requested permission to
Rave their children removed from the classroom whenever audiovisual
equipment was used. To permit children to be exposed to the equipment
was in violstion 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 roor 'y time the equipment was used’ would
be to deny them an effective e cion. The court stated that parents may
not make religious martyrs out of 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 ripht of privacy is not wpecifically mentioned in the constitution.
However, the Supreme Court has often recognized that certain areas of
privacy are puaranteed by the constitution, Activities relating to mar-

»

B Daves 0 Page, 385 1 Supp, 303 (D N H. 1004).

' For a complete discussion ot the sues involved in free exercise of religion see:
Gerald 77 nther Cuses wnd Maternils on Constrtutional Luw. Foundation Press, 1975,
pp. 1505150,
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riage, procreation, 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
constitutional zone of privacy ioes not 1ean that there can be no regula-
tion whatever of the activity. It simply means that any regulation may
not be unnecessarilgf broad.*!

In a California case, which is fairly iypical of cases of this type,
parents alleged 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 invasion of privacy. In addition, the court found that
students’ privacy rights were not invaded since they were not forced to
reveal their innermost-thoughts.** .

Voluntary Courses

In anticiparion 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'stigmatized by the re-
1naining students, wvith 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
carlier, 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
sees it as being written solelv 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 mav take a course in order to avoid being stig-
matized as a non-conformist.”*

State courts are split in their interpretations of the free exercise

2 Roe » Wade, 419 U S, 113, 93 5.Ct. 705 (1973). For a complete discussion of the
wsues involved 1nrights\of privacy see: Gerald Gunther. Cases and Mateérials on
Constrtitronal Taw. Foundation Press, 1975, pp. o16-5¢.

2 tizens tor Parental Right. v San Mateo County Bourd of Education, 51
C.AMid 0, 124 C-l.Rplr. 68 (1973),

1 Gep also: Medeiros v Kiyosaki, 478 I'.2d 314 (Ha. 1970), where parents charped
that show ng a famiy life film to htth and sixth grader- invaded their privacy. Since
viewing the him was coatingent upon parental consent, the court held that no
invasion ot privacy had occurred. ‘

1 Abington School District » Schempp, 374 U.S, 203 (1963).
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clause. Courts in Hawaii and Michigar ‘iive 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 pert upon the fact that students could be B
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, thereby decreasing the amount of peer
pressure which they might have been subjected to had they been per-
mitted to leave the room orily during objectionable portions of the course.

State court d=cisions ruay 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

_resulted when school administrators experimented with excusing the
children.®™ The excused children teased the othuis and called them sin-
: ner.. This often upset the remaining .uildren, 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
classroom to teach about religion vmlatcdl the establishment clause, a
Virginia ccurt noted as well that the voluntary program was divisive
ar 1 disruptive.” The court felt that the pressure resulting from separat- -
ing some children might have influenced some parents to permit their
child to participate, even though they mn;_,ht\not otherwise have done so.

\

i

School-initiated Excusal Systems \

The cunstitutionality of school-initiated excusal systems is not, a
settled question. The outcome of a controversy involving a school-
imtiated excusai system must depend to a grea‘\ extent on the view of
the free evercise clause taken by the particular court. Other factors to be
" considered include the age of the students and !\he degree of pressure

\

~

“
\

| 2 \h-du" « v Kiyosakt, 478 1.2d 314 (Ha. 1970}); Hobolt}\ v Greenway, 218 N.W.
©o2d 28 (Mich ep. 19749,
M Citizens tor Parental Rights v San Mateo County Bbm’ of Lducation, 5t
CAMA L, 124 CalRptr, 08 (1975), :
T Dhavis v Page, 385 F Supp. 305 (D.N.H. 1974), “
2 Vaughn v Reed, 313 | Supp. 431 (W.D.Va. 1970). \
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a student might be subjected to'when exercising his or her right to skip
certain portions of the curriculum.

The right oRparents to remove their children, however, appears to
be more «lear-cut.\Qourts usually do not permit parents to remove their
children when they Mhject to exposing their children to certain material
for reasons othes=thaf religious freedom or privacy. There no longer
appears to be any presumption that a parent is the best judge ot a child’s
abiliiies and needs. In addition, as indicated by somie courts’ decisions
on school-initiated excusal systems, there is soretimes a feeling that to
- excuse some students from certain portions of the curriculum would be
divisive and disruptive of a well-ordered scnool system.

If a parent were successiui in showirg that a school’s program
violated the establishment clause of the first amendment, the need to
remove the child would be obviated. Opv a course has been shown to
violate the establishment clause, it must be disceniinued.

If, however, parents are able to «hove tiust a school program in-
fringes on the parents’ right to bring up their child according to the
tenets of their chesen religion, as guaranteed by the frec exercise clause
of the first amendment, the child may be excused from the objectionable
portions of the curriculum unless to do so would deny the child an edu-
cation altogether. These claims generally challeng,e some educational
practice that seems to be religiously neutral, but that impacts upon cer-
tain individuals by denying them the ability to practice their religion.

The claimed right to teach one’s child about matters such as con-
traceptior,, marriage, and divorce without interierence from public
schools seems closely related to the right %o take part in these activities
without state interference. The Supreme Court has upheld the latter,
finding them to be within a constitutionally protected zone of privacy. As
of this time, 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. [t such an extension were to be made, it is likely that the course
would have to be abolished, for like courses that violate the establish-
ment Jause ot the first amendment, a course that invaded one paren.’s
ripht of privacy, would mvade all parents” rights of privacy. No number
of excused students would change the offensive nature of theecourse.
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Parerts SN Other @mZ@ns
in Curriculurm Development”

, Delmo Della:Dora |
—— e ——
j .
Delmo Dellu-Dora says it's a mistake to speak of “the role of
parents” because each parent is different and has a different
contribution to make. He shows how parents can participate at

cach step of the curviculum planning process.

I‘.\rents and other community pcoplc can be offeLhw: and active partici-
pants in planning curriculum, carrying it out, and evaluating its effective-
ness. In short, parents are capable of beilg 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-—and time—nceded to cope wel with all
aspects of curricalum planning. However, that disclaimer is also true for -

individual teachers and administrators, and also for individual curriculum
~specialists and curriculum generalists.

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

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

Parents as Helpers. 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 11 which parents provide un-
skilled or semi-skilled labor for the school, under school direction. This
is the oldest form of parent pacticjpation in schools and probably is the
most widespread today,
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Purents us Resource People. After World War II, many school peo-

.ple recognized that some parents had knowledge or skills which could

contribute to curriculum development or to classroom instruction, Such
parents might have a hobby to share with students in co-curriculum
activities {stamp collecting, spotts, bird-watching, hiking, or knowledge
of a particular job field torshare during a talk in connection with a unit
of study, or, perhaps, a specialiced, area pf skill/knowledge which a
parent couid furnish as informdtion f ‘ucriculum study group). Three
examples from experience illustrate thTs function: a bus driver who loved
to show his slides of China (taken during his time as a U.S. Marine) to
elementary school children; a free-lance writer who welcomed opportu-
nities to talk to middle school students about his hobby of studying
“black hole” phenomgna; the black physician who wanted to meet with

minority high school students to encourage them to try to enter the
tield of medidine. '

~

Purents s Consudtants. Some parents have specialized knowledge
and “or skills which individual teachew omycurriculum study groups can
utilize on a long-term baws. Three examples illustrate this: a landscape
pardener who worked with o 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 schovl sodial studies curriculum group to develop a labor
relations unit; a parent trained as a health educator advising an ele-
mentary school Curriculum committee on content and methods for incor-
perating health education into parts of the elementary school curriculum,

Parents as Partners. Some parents have the interest, time, and skiils
needed to be tull-tledged, equal participants with educators either in par-
ticular aspects ot school operation or in general curriculu\y development,
Elsewhere in this publication, Dorothy Rich and her colldagues argue in
tavor of parents as partners in teaching .and have persuasive data to
bolster their viewpoint, In California, the legislature has heavily sanc-
tioned parent involvement by laws passed in recent years concerning
school improvement program activities for local schoc! districts and 1n
teacher preparation programs under provisions of the Ryan Act. School
districts in Calitornia thay want to receive state funds for school program
improvenent (curticulum' development and/or staff development) miust
have an elected School Site Coundil and this group must have parents
(elementary schools)y or parents and students (secondary schools) who
comprise cuictly ome half of the membership of the Council. In teacher
preparation programe, every college and university offering a teaching
credential program must describe how it will invelve parents (and other

P~
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community people) in planring for, carrying out, and evaluating thesé
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. [t is certainly a normal consequence,
after years of training and experience, for members of any trade or pro-
fession to develop a proprictary 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 and knowledge needed to become more effective. In its
negative aspects, this sense of ownership fails to allow for recognition
of the fundamental principle of 4 democratic society, namely, that people
affected by decisions have a right to participate in making them—that
schools: “belong” to evervone affected by their operation, including
teachers, administrators, 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 community people simply do not know enough
to be partners with educators in school matters. They perceive such
attempts to involve parents us representing either conces.ions to popular
political pressures or the ill-conceived thinking of fuzzy-minded idealistic
liberals—-or both.

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

"'For a more extended treatment of . is subject, see Delmo Della-Dora. “Democ-
racy and bducation: Who Qwns the Curricalum?” Educational Leadership 34(1):
-51-59, October 1976,
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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] educational issues?”

In brief, to remove one major impediment to successful involve-
ment of parents in school activities, we must stop thinkirg of parents
collectively. We have to initiate, or improve, ways of discovering what
individual parents are capable of and interested in contributing this year
in this school or this district for these specific educational purposes.

Parents as Partners in Curriculum Development

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

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

In deciding on educational purposes, parents certainly must be equal
partners. No persen is an expert on what someone else’s philosoohy,
values, and priorities should be. Public institutions must derive their
central purposes from the public. However, in order for wise decisions
to be made the people deciding educational purpuses should know what
the alternatives are and what the consequences of each alternative would
be. Won't parents, particularly in these times, be more cost conscious and
conservative in their orientation than most educators? Most evxdencc
available is to the contrary.

Diverse groups composed of parents, teachers, administrators, and
parents usually end up making decisions which provide for more scope
and flexibility than most of the individuals 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 respect for minority viewpoints. This fact first came home to me
forcibly in 1050 when [ was principal of twelve small country schools.
A highly conservative rural community, which hal previously opposed
school taxes subsequently voted overwhelmingly to build new schools.

Ralph W Tyvler, Baae Drineples of Curricuduen and Instruction, Chicago: Uni-
versity ot Chicago Urews, 1970, (First publisked in 1949.)
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The turning poiat? 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 sciools. 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 schools?’ 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 other major goals of schooling.

Once educational purposes aze agreed upon, plais 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 people in identifying experiences which-can-be-carried-out—within—— -

the school building and school grounds. However, parents are able to
provide ideas about activities, other parcnts 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 vasious 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 communit 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 clementary school age children.

Orgunizing school experiences (daily schedule, scope and sequence
issues, articulation, 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 ergani-
zation, and in arriving at sound conclusions concerning appropriate ways
of organizing educational experiences to achieve stated purposas for the
curriculum of their own schools.

Evaluating wchiv .« . of purposes is usually so poorly done in
our schools that the participation of parents is bound to make it more
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effective. Use of group standardized test scores has the well known dis-
advantages of narrow focus on | mited goals, built-in bias toward racial
and 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 indicators
of achievement of purposes rather than valid measures of actual achieve-
ment of major educational goals.

Muany parents can help in developing and carrying out the more
varied 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 is going on. Parents can assist in helping determine
the kinds of data that might be lelpful in redesigning curriculum and
can also help gather it.

An example is in a middic _:hool in which a planning group con-
cerned about discipline decided 1o 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 .deal 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, though—-not 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 paces is simply a rearrangement of subject-matter con-
tent, perbuaps with the addition of new material based on new laws or
new board policies. Increasingly “curriculum development” means draw-
iny; up new lists of competencies or performance standards to be achieved
at various s;rade levels. The bottom line is that parents can be partners
in currivulum development only if the situation allows teachers and
administrators to do so also.

; Getting Parents Involved

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

ERIC 1




>

PARENTS AND OTHER CITIZENS IN CURRICULUM DEVELOPMENT 73

or most, parents don’t care about improved education? That's highly
unlikely. Parent involvement is always high under the fullowing 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 pringipal 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. Openness honesty. People working with each other on curricu-
lum Jevelopme .t have the same need to know what the real agenda is
as de pecole vorking together on any issue. At times, some educatots
heve Tudder ves for calling parents in or set up unnecessary bar-
riers because they e wary of what might be recommended. Som =t rs
particular parents _nd certain community people have personal or pr liti-
cal axes to grind a5 they meet with educators. The air needs to be =!' 1-ed
early in the process so that ali ugendas are out in the open if eftective
curriculum development is desired. '

5. Skills or ¢roup decision making. As has alrealy been noted, it
is a vital ingredient in the success of cooperative educator-parent deci-
sion making. Skille of shared leadership can be learned by all parties

involved. The need to learn them should be made explicit by whoever
recognizes the need first.

Concluding Comments

Parents have been, and are, engaged in curriculum development in
many locations. 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-

)

78




74 PARTNIRS: PARENTS AND SCHOOLS

ject matter, although those attributes are helpful. Success is determined
in major part by the extent to which educators accept the¥ 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 desizncd by a committee” say the cynics. The
criticism will be justified if the requisite decision-making skills, knowl-
edge, and attitudes are absent o.ad 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. [t 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 s hool district 'who can be not only helpers of teachers but also
resource people, consultants, and partners. Educators can reach dyt to
welcome their help or parents can volunteer. Educators and other com-
munity. people need each other: their combined energies can result in
drastically 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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T Some Things Changs —
- Some Do Not!
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Ned 8. 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 mvolved
in school affairs.

‘m 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 1 will
no longer be public school parents. And, as far as we know, we'll never
go‘back to that status!

\ In short, we are one y:ar away from joining the great majority of
adults 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 percent 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
conducted the first poll ir, 79¢7.

Public School Private/Parochial No Children
Parents A School Parents in School
1969 44% 7% 50% P4
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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one out of evkry 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 kad a major effect on schools, especially in
the decrease of public confidence in public’schools.

Our firm has 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’ attitudes toward public schools in the decade of
the 70’s. True, this composite study is in no way a national sampling of
such attitudes. It is a barometer, at best, of trends®n citizen attitudes
toward local school districts. After eight years of the study, with 74 polls
in the data, some 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 such confidence when compared to our findings in the early 70’s.

This may have been fueled by a growing information gap between
the schools and the public. While the majority (54%) of public scheol
parents feel well informed abtout the schools in their community, only

the entire K¢i2 school population. That means, continues the Bureau,
pop

\one out of every iour citizens with no school-age children shares this

opiion. Four out of every ten of 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 Public School No School-
. Respondents Parents Age Children _
Feel well informed 42% 54% 25%
Somewhat informed 29 31 30
Nat too informed 25 : 14 . 40
Can't say 4 1 5

Public SrHool parents teel better informed largely due to the experi-
ence of and reports given them by their children. We've sought the
public s sources of intormation about their public schools.

Public school parents list these major. sources of information as of
our cipht vear composite study:

Their children

Newspapers

Feachers, other school employees
What other people say

School district publications
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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 newspapers are giving more coverage to the public schools in
their ‘community. School district publications are often few and far
between (or discontinued as school boards make hard budget- -Cutting
choices). -

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

e Newspapers

‘What other people say
Children

School district publications

e Teachers, gther school employees

What do citizens want to know about the public schools in tteir
community? Our polling showed this is the type of information re-
quested (curriculum spcgmhst‘,,‘ take note):

What's being taueht? In short, curriculum information, especially
in the basic «killi. Citizens are also interested in student test results.
While elementary parents feel fairly knowledgeable about the curriculum
at those grade levels, secoridary school parents do not share that feeling.

What teaching methods are being used by teachers? Parents and
non-parents alike want to know more about reading instruction, and
teachifny methods in other basic sl ill areas.

How are school funds spent? Many citizens complain that “the
only timy we hear much about the budget is when the schools need more
money.” Adults want more information on budget priorities, possible
cuts or increases in some areas. And they would like such information
in simple, evervday lanyuzge.

How are distrect policies formed? Many citizens are not familiar
with the role, procedires, and deliberations of their local school board.

[t's been waid that “school is people”’—teachers, support staff,
administrators, and school Foard membe:s. We've polled to see how the
public rates the petforinance of major groups of school employees and
otticials, As result, eight vears into the 10-year trends study: the public
gives syrniticantly higher ratings to employees at the local school level
than to central district management and the school board. ‘

With tour choices trom which to ‘select—excellent, good, “fair, or

-
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poor, our composite polls show these groups rated “good,” or better—
and in this order:

¢ School custodians, maintenance personnel
e School bus drivers

¢ Classroom teachers

¢ Principals

¢ School secretarial personnel

e Food service personnel

¢ Central district administrators /
¢ School board

In short, the mo' » involvement in the education of children and
operation of the loca. school, the hiy'.2r the performance 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 money. The plurality think public schools ‘

have enough to piovide a quality education for students,

Cne-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 cumuiative 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 shat way. Further, one out of every five citizens now gives the local
public schools a “poor” rating on how school funds are <pent.)

Anather finding from our study should 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 Foundadon shows high school students sharing that opinion.

Our local district polling in the past three yeais reveals both public
_school parents and those with no school-age children support raising
high s hoo! graduation requirements. Both parents and non-parents are
st-ongly opposed to automatic promotion from grade to grade without
the student first passing some form of competency examination.,

In addition, our stud; reveals’a growing feeling that is held by
ditizens (espedially public school parents) that more citizens should be
involved in how schools operate. The majority of adults polled in local
districts in the past three years favor the use of citizen volunteers in
schools serving as classroom aides, tutors, kbrary aides, and assisting in
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lunchrooms and on playgrounds. Thus fas in the study of dlstncts polled
since 1976, two out of every ten public school parents said thqy would
like to help out as a local school volunteer. One out of every 10 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 narents feel
a local school advisory council, which includes parents, is a good idea.

A splid 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 classes, instruction in up-
grading job skills, senior citizen activities. As the adult populatlon of
the nation has  nged, perhaps the public schools need to extend serv-
ices to adults. Or, as one district’s annual report proclaimed, “Your
schools no longer serve K-12, but K-65."

According to an old saving, "Good deeds should speak for them-
selves.” Yet in todav’s marketplace of public opinion, two out of every
three adalts have no contact, personally, with the public schools. All most
citizens get as a source of curriculum information is via word of mouth
ar newspaper headlines. The “bread ‘n butter” curriculum story is not’
“hard” newws to reporters,

Interpreting the curriculum is part of that “good job.” Polls show
the public is genuinely interested in knowing more about the content
and techniques sovelved in today’s curriculum. Perhaps it’s time to make
more of an ettort to tell that curricuiam story, even-the bread ‘n butter
details. More than cever, schools need to prove to citizens tha schools /o
teach children how to read, to understand math, and to express them-
selves in wniting. Too many citizens do not share that belief.

It the schools don’t take the initiative to publicize the curriculum
story, who w 17
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[s 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 sidelires as
miembers of advisory councils.

+

We lLioe it a society that depends upon many kinds of volunteers — some
who give time, some who give money, some wha give freely of their special
shills wrd tulents fu” time or part-time, It we look closely we will sce that
almont w.rurlung that matters to us, almost anything that embvodies our
commitment to the way humaa lives "ouH he lived and cared for, depends
upon some form ——-and most often many Do, — of volunteerism,

Margaret Mead

Covernment camnot and showdd not dictute to citizens the forms their par-
topaation shadl take. [oshoudd attempt mstead to put the resources for effective
particpation in the hads of citizens Hemselves.

: Senator Edward Kennedy

“¢ stizen partiapation” and “‘parent involvement” are oft-used
phrases these days. Whit do they mean? The ansver depends on where
you look. '

Two thirds of the people surveyed in a national census of volunteers
dassified their partiipation as givers of direct service,' But direct service
is ottert ignored by social scientists who analyze trends in government,
To them, citizen participation it interpreted narrowly to mean service
on advisory beards and involvement in decision making. )

For example, a publication called Citizen Participation® issued by the

U American Volunteer"” Washington, D.C.o ACTION, Febroary 1975,

2 Citizen Parttopation, Washington, DLC Coramunity Seevices Adminiciration,
January 1978
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federal Community Services Administration lists actions which citizens
are encouraged o 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 grants are made to non-profit
community organizations to develop volunteer service opportunities in
the community for persons over age 60, yet citizen participation is not
defined as the volunteer work they perforns.

Title [ ot the l,lenu-nm.ry and Secondary Education Act of 1974
foften called compensatory education) is described in the document as a
tormula yeant program to extend and improve comprehensive educa-
tional programs tor children who are economically disadvantaged. But
the citizen participation mentioned is of on', ¢ne typea serving on parent
.uf\'mmr\; oy ll*;._ )

A recent book by Stuart Langton” similarly limits citizen participa-
tion. Lanygton wdentifies {our categories: ctizen action, citizen involve-
ment, electoral participation, and obligatory pafticipation. No mention is
made ot direct service such as that given by L\-(huol volunteers. Langton
makes o pasaing reterence to volunteer programs in a table entitled
“Cateyones of Citizen Carticipation.”” But the reader would never suspoct
that millions ot Gtizens have erved tor decades in schools and hospitals,
neeeuns and wocial programs. and have made a meaningful impact ;o,n
the lives of fellow human beings. . §

A noted by Steinborg in Chapter 8, one of the forces behind in-
creased parent smvolvement e the past 15 vears has been mandated
porticpatior ot atizens in tederallysupported education programs. A
study by the Inatitute for Respoasive Education® rt;oncludcd that the
dearest and mont corastent federal policy on citizeri participation is to
emphaeize the rdviory tunction of parents, The Head Start program is
one of w fesw notable exceptions 1 do not discount the importance of
citteene adue s ve tedenal education peseearms, but Tdec the linuted
terpred ton -t chzen partiiopation to o ingle function, and T maivel
that the fugbilv v b eiterts of sohool volunteers and school volunteer
provraneoacron the oy have gone largely unnoticed by the federal

yovetrnmmert
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YPon Dhavies and others Dactoon s b oot Partiegratton ine Fducatioal De-
croemt Masars Vol U Oroenene Boston Institite for Responsive Fducation, 1978,
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e
I suggest that the dominant activity of citizens who participate in
education is not as it is defined in Citizer: Purticipation or by Langton
but rather service. service in the schools which helps to enrich the edu-
cational opportunities of children. Data from the 1974 census show that
during the survev week (Apnl 7-14, 1974), volunteers in education rep-
resented 135 percent of the total number of volunteers in the United States
— YSout 2,271,000 persons - -who worked an average of six hours per
week. Fifty-seven percent spent hey(vecn one and eight hours 12 percent

spent eight or more hours as involvzd ditizens,
The evidence shows that pcoplc would rather be active participants
than advisors. A few years ago more than 600 persons, representing 27
school districts, were interviewed in Chicago about problems in education
and how they might be improved through citizen involvement.” They
were asked, “Would you say that parents are too involved, not involved
enough, or involved in just the right amount ot 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 decisions should be
made by professionals. Nearly 59 percent of the parents who responded
believed that “more parent control” was needed. However, respondents
construed “more parent control” as direct involvement, not helping to
make decisions on educational programs. Sixty-eight percent said that
parents need to understand and know more about their children’s educa-
tion, and that parent-child-teacher relationships should be improved.

They listed:
e Increased parent understanding of their children (22.7 per-
vent)
o Moré knowledye ef their children’s education (17.3 percent)
o Improvement or enhancement of parent-child-teacher rela-
tionships (27.4 percent)

Rewponses supgesting involvement in the governance of education
seored much lower:
e arent involvement and teacher accountability (S.N{ccnt)
s Parent involvement in decision-making process (8.4 percent)

o Complete community contiol of schools (1.3 percent)

Theee data, not widelv dirculated, suggest that public policy has mis-
interpreted (or misdirected) the interests and energies of parents and

Vo foseard Greater Citizen Participation in Public Education.” Chicago: Com-
mittee tor Citizen Involvement in Public Pducation, December 1975.

.
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vol ‘nteers. Clearly, (itizens in Chicago and elsewhere prefer to contrib-
ute ~ubstantively to children’s learning rather than to become involved
with tinandial and educational accountability through service on advisory
counu ils.

Langton credits an increasing. interest in citizen participation to:
1. the dedlire of the influence of “mediating institutions” such as the
farul,, 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 sernment,
school, or church). He traces substantial increases in citizen participation
to widespread citizen distrust of admuuistrative agencies which may
exceed or abuse their discretionary powers.

By contrast, school voli. iteer programs focus not on distrust but on
the goals of education. Volunteers believe they can effect positive
changes through their personal participation in the education and lives
of children. Rather than sitting on the sidelines, they prefer io tutor in
readiny or math or serve as classroom gides. In the process, they learn
about the needs of our institutions, and they become unng, sensitive
advocates for better schools:

Fow to Start Your Volunteer Program

Experienced coordinators of school volunteer programs ag.ee that
thess steps, taken before recruiting the first +olunteer, help to structure
a successtul program:

. Examine vour needs. How can school volunteers help with prob-
lems?

2. Drvestiqute the climate. Do teachers want volunteers? Are they
willing to plan so that the volunteers’ time is well used? You may need to
educate teachers and administrators about what school volunteers are
doing in other communities.

A Talh it representatives of all the groups you will want to
involee i yowr wcitool veliotteer program. First discuss your ideas with
the superintendent and with <chool board members and teachers. Don't
miss the teachers” organizations, roiacipals, the PTA and other parent
proups, senior citizens’ organizations, the Chamber of Commerce and
other local seevice (lubs and women’s groups, nearby colleges and
universities,

4. Vseas vour resorrces, What support exists in the community to
help vou plan the program? '
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5. Set up an advizory committee. Involve all groups whose support
you will seek as you begin to plan and set policy for your scheol volun-
teer program.

6. Select goals which have specific, measurable objectives, If your
goals are to raise student achievement in reading and math, reduce
absenteeism ir 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. Estublish a sustem for recording =olunteer hours and types of
contributions. Record the hours cf 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 orgarnizational pattern. me up a job description

-for the position of districtwide school volunteer coordinater and for any

other paid statt 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 adgacher or other staff member receive the teachers’
requests for volunteer assistance? A good building coordinator who has
been trained in the job’s responsibilities and technigues can make the
difference between mediocre and excellent.use of volunteer services. The
building-level coordinator of volunteers should have some experience as
a.schoel volunteer and be willing to give five to ten hours a week to
the program for at least one semester.

9. Write 1ob descriptions for all the tusks for which volunteers will
be soueht. Teachers will list what kinds of help they want at which hours
of which davs; the job descriptions will be useful in the screening inter-
view to help prospective volunteers think about where they would like
to serve.

10. Geterittemschool bourd support for-your school volunteer pro-
gram. Such proof of support gives your program added,prestige in the
community and will be helpful in talking with some teachers and prin-
cipals. The school board may set up an advisory committee and ask it
to draw up guidehnes for utilization of volunteers in the schools. The
volunteer coordinator shoul! make periodic reports to the school board.

UL Learn the health requiremeats for school volunteers. Mast states
require tuberculin okin tests or chest x-rays of all who work with chil-
dren. Perhaps you can arrange to have volunteers take the test at qcveral
schools or arrange for transportation to the health clinic.

12. Check on other state or Incal policy muatters relating to volun-
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teers. Sume states have instrance policies which cover volunteers as well
as teachers and other employees. Check on rules for workers’ compen-
sation, and on policy dedisions 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 schojol. Can senior
citizens be giver free lunches at school en days they are on duty?

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

14, Piart recruiting strategics. Find out where other community
agencies get volunteers and how and where other schoolj volunteer pro-
grams recruit. | _

Ls. Plare a systent por 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 teacher’s thank-you or a hand-written note

from a student to tormal recognition ceremonies and certificates, Many
courdinators believe that sendi 7 a volunteer to a workshop or promoting
the volunteer to more challenging assighments are effective ways to
honor vutstanding seryice. .

To. Plun for « continuing voaluation of the program. Meny of the
results ot 4 good school volunteer program canrot be measured — the
change inca child's atsitade toward learning, improvement in a student’s
selt imaye, the warmth of the volunteer-child relationship. But all par-
ticipasts in the program should be asked to evaluate the program from
their own point of view. Evaluation should tind out if the program’s
specitie goals ard objectives are being reached.

17. Ustelhdr a communications svstent. Communications should
indude (a1 persoral and phone vontact with ¢2ondinators and other pro-
gram statt members, {hj meetings tor volunteers <o that they can discuss
their cervice and learn about the program and other opportunities; (¢) a
school volunteer newsilstter published regularly and sent to all volunteers
and proyiram particpanss; and (d) an annual report which shows the
school board, admibustration, and the community that the program
“makes a ditterence.” '

e = Addapted from School Volinteer Drogram, 1978, $3.00 from National School
Volunterr Program, Tne 300 N WasJungton St Alexandria, Virginia 22314, '
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