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ABSTRACT
Qualitative, case study research was utilized to determine “What barriers are

present within the home and elementary school environments that may prevent the
formation of productive relationships?”
This information was gathered from families who have elementary-age children
participating

in the Transition Project currently under research at Virginia

Polytechnic University.

This data will assist schools as they research current

parental involvement programs that target positive, relationship-building between
the home and the school.
Information was collected, coded and analyzed from the following five interactive
sources:

(1) family interviews, (2) school interviews, (3) home and school

conferences, (4) home visits, and (5) informal interactions.

Contacts were documented utilizing aggregated field notes that were
subsequently analyzed to build thematic structures of the barriers present.
case analysis yielded three classifications of home and school barriers.

Cross-

A conceptual

framework is presented which focuses on positive contacts between the home and
school and targets the home environment as an untapped resource for parental
involvement.
The suggestions presented do not require allocation of funds, but rather
comprehensive, hands-on research into identifying and eradicating the barriers that
may be present in the home or school environment.
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CHAPTER I

Introduction
A recent report published by the U.S. Department of Education (1994) noted that
“Research from the past thirty years shows that greater family involvement in children’s
education is a critical link to achieving high-quality education and a safe, disciplined
learning environment for every student.”

The premise that parent mvolvement is

beneficial for schools as well as families is well documented (Benson, Buckley & Medrich,
1980; Becher, 1984; Banks,

1992.)

1990; Baker, 1986; Epstein, 1987; Clark, 1990; Comer,

Becher (1984) found that “children with high achievement scores have parents

who have high expectations for them, who respond to and interact with them frequently,
and who see themselves as ‘teachers’ of their children.”

Additionally, Clark (1983) cited

that “in high achievers’ homes, regardless of whether the family had one or two parents,
certam patterns appeared time and again.

These families were characterized by frequent

dialogues between parents and children, strong parental encouragement of academic

pursuits, clear and consistent limits for children, warm and nurturing mteractions and
consistent monitoring of how time is used.”
Garcia (1981) also reported that parental mvolvement m schoolmg can lead to

“Improvement in academic achievement, acceleration m children’s motivation to learn,
better school attendance and study habits, fewer disciplme problems, growth mm self-

concept of both children and parents and a more stable environment for the child.”

Parents of high-achievers have a relationship with their children’s schools and visit the
schools or participate in home and school activities often. Decker (1994) writes that the
“basic reason for seeking community involvement is that people tend to feel committed to
any decision or action to the extent that they participated in making or choosing it. The
reverse is also true. People tend to feel uncommitted to a decision to the extent that they

feel others made it for them or imposed it on them.”
The evidence is convincing.
can benefit all participants.

A productive relationship between the home and school

Why then do cohesive relationships between the schools and

parents not exist m every school?

Statement of the Problem
Gallop polls of 1978 and 1982 reported that eighty percent of parents with children in
schools and nimety percent of teachers, regardless of the grade taught, believed that a

greater emphasis on communication between the home and school was important.

The

need, as well as the desire, to mteract more effectively is present.

Nardime & Morris (1991) reported that half of the states responded that they provide
workshops and training on various topics for school personnel and/or parents.
Approximately two-thirds of schools dissemmate material to staff regarding parental
involvement and half of the schools mclude parents on advisory councils.

Ottinger and

Root (1993) cited im a study of the Council of the Great City Schools (GCS)

that

parental involvement was the number one concem of the nation in this 1992 educational

survey.

Involvement of families was the second greatest concern for the responding

superintendents, school board members and school administrators after violence and gang
related activity.

However, approximately fifty percent of the states responded that they

neither conduct nor plan to conduct state evaluations of local parental activities. Nadine

and Morris found that laws use the phrase “encourage” regarding parental involvement.
In the area of parental involvement, there is a glass that is half full. The resources for
filling that glass vary at the state, school and classroom levels.

The mood of the country

calls for involving families but “how” to do so is in the formative stage.

The traditional

definition of family involvement may not fit contemporary profiles of schools today .

Discovermg “why“ productive communication processes between the home and school
may not exist is a missing piece.
Six years of experience in two different elementary settings led me to question the
differences I observed regarding parental nvolvement and the relationships that were

present between the home and school. In one school, parental involvement was abundant
while m the second school, in the same general location, parental teraction was minimal.
Why was there such a variability among these families m the relationships they developed

with the schools? Both schools seemed to value the home and school relationships and
cited the need for continued emphasis m parental mvolvement in their School Operating
Plans.

What were the barriers that prevented optimal family nvolvement?

Literature reveals key ingredients that exist m successful home and school programs.
For example, Bagin, Ferguson and Marx (1988) state that an effective home and school
program includes the following components:
e

“Ts planned and continuous

e

Isa systematic two-way process of communication

e

Involves listening, respondimg, and interpreting public attitudes

e

Encourages community involvement to earn public understanding

e

Is open and honest

e

Is recognized as essential by management

e

Stresses personal communication

e

Employs user-friendly language and avoids jargon, and

e

Stimulates understanding of roles, objectives and accomplishments.”

These characteristics provide meaningful suggestions and are relevant for schools
whose communication channels are open and who have a conduit for reaching and

mvolving families. However, there remains a need for further exploration mto families of
today’s changing society who are unable or unwilling to participate.

principles need to be expanded.
characteristics such as:

The above-stated

Schools should consider mcluding additional

e

is knowledgeable about family restrictions that may limit traditional participation
practices; and

e

understands the educational environment of the home.

The demographics of today’s families have changed.

Hodgkinson (1992)

acknowledges that “currently 82 percent of all children have employed mothers.

Business

and the government must respond to the rapidly increasing demand for child care.

Sixty

percent of all children will spend some time with a single parent before reaching age 18,
making the single parent family the new, typical American family.”

A component of

parental mvolvement should include schools learning about the typical family within their
settmg.

Schools need to become reservoirs of student information as well as providers of

academic information.

This method of data collection includes information gleaned

directly from families. The vital statistics gathered from the home could assist in the
development of a home and school communication program that is astutely tailored to
meet the needs of its school community.

Successful home and school involvement

programs are abundant; however, merely duplicatmg these programs may not prove

adequate. A study of the barriers that mhibit families from mteracting with schools is an
essential first step. This vital dynamic, “barriers,” is the basis for my research.

Statement of the Need
Why do some families elect not to attend conferences, return notes, assist with
homework, attend school activities or come to visit the classroom?

Is there a lack of

concern/care or are there other reasons?
studies.

These are the questions I will explore in my case

Research into barriers that may currently exist in the development of cohesive

home and school relationships would add to the literature heading:

Parental Involvement .

Chavkin (1989) reported that perspectives of contemporary families regarding parental
involvement have been critically ignored.

It is imperative that outreach programs be

adapted to meet the needs of the modern-day population if schools are goimg to be
successful in building meaningful relationships.

A study by Leitch and Tangri (1988) surveyed families and teachers of impoverished
children.

Conclusions showed that barriers the families and teachers thought would be

demonstrated were, m fact, listed behind the knowledge needed by both parties on how to

effectively collaborate.
Literature discussing successful home and school programs is abundant.

However, little is written about the reasons existing programs failed or were not as
successful as expected.

Instituting programs that have proven successful will not

guarantee success. Questioning what has not worked is equally important. “It is
apparent that more research on the family system is needed.” (Leik and Chalkey,

1990).
Joyce Epstein (1991) acknowledged that there are gaps m our understanding of

parental involvement that should be filled by research and evaluation of school and
family connections.

She further stated that there is a necessity for both formal

studies and clear documentation of existing practices.

My research will address this need to formally study existing practices of home
and school contacts.

While many educators acknowledge that barriers do exist

when home and school relationships are formed, little information is written that
defines these barriers and/or identifies the source of these mhibitors.

Researchers such as D’Angelo and Adler (1991) acknowledge this shortfall.
“Whenever human beings try to communicate with one another, natural barriers exist, and
a school trying to communicate with parents is no exception.

But these barriers must be

broken down if schools are to mvolve parents meaningfully m their children’s education.”
Further stressed by the Ohio Department of Education (1986) is the premise that “A
parent involvement program can be effective only if it addresses the needs of the
community which it serves.

Program planners can ascertain these needs by learning about

the parents’ backgrounds, concems, and interests. Understanding these factors will help
ensure that the program provides relevant services, responds to widespread interests, and
makes use of the valuable resources parents can bring to the program.”

Looking at

families who do not participate at school as well as those who are active participants is

necessary in order to fully explore the school’s parental nvolvement paradigm.

Purpose of the Study
The purpose of my study is to research: What

a Cohesive Home and School Relationship?

Barriers Exist in the Development of

Through comprehensive analysis of

families with children in elementary school, I will identify obstacles present that mhibit
cohesive home and school relationships. The major focus of this research will be to

observe and record interactions between the home and school.

that exist in these contacts will be analyzed.
(1) family interviews,

In addition, the subtleties

The five sources of these interactions will be

(2) school interviews, (3) home and school conferences, (4) home

visits, and (5) informal home and school contacts.

Significance of the Study
Data gathered from this study will assist schools in labeling the barriers which prevent
families from interacting with their children’s school.

“Today, most schools embrace the

concept of partnership, but some have not translated their beliefs ito plans or their plans

into practice. Oftentimes, educators feel that it is impossible to jump the hurdles, remove
the barriers and solve the real problems that prevent them from viewing families as
resources for promoting children’s learning.” (Epstem,

1991)

Removing the barriers perceived by families and schools as inhibiting their
home/school relationship is imperative prior to the execution of a meaningful parental

mvolvement program.
extensive research.

student learning.

School personnel adopt academic programs that are founded on

They understand, through historical perspectives, the deterrents to

Schools may not have this historical perspective on parent mteractions

with the moder families m schools today.

However, this information can and should be

collected through mvestigation of the family systems at individual schools.
This research could assist university personnel who study the dynamics of interactions
between the home and school.

Examining different strategies, motives, techniques and

tools for better home and school communication could be valuable in the field of public
relations, curriculum and instruction, school/community relations, educational

administration, human resource management, and supervision.
The major benefactors of this study, however, are the children.
understanding of both home and school perspectives regardmg

Developing a better

parental mvolvement

could lead to the development of a successful parental involvement program where these
parties collaboratively and effectively focus on the education of the child.

Developing

strategies for moving families “up” the continuum from nonexistent family interaction

toward becoming partners with the school could prove advantageous for all.

Limitations of the Study
This study is based on data from case studies of four families with students in
elementary school.

The research is specific to the case studies of the families who

participated in this study.

While this research should yield informative results, the families

may not fit an exact profile of families in other elementary schools.

The results that

emerge, while informative in relation to the participants under study, may not be

comparable to other elementary school families.
Definition of Terms

Barriers: mhibitors or obstacles in the formation of relationships.

Contemporary Family:

family organizations that may include dual-wage earners, single

parent mothers (fathers), step families, dysfunctional families, impoverished families
and homeless families.
Communication:

“channels that connect schools, families, students, and the community.”

(Epstein, 1995)
Continuum:

the measurement of levels of participation from nonexistent family

_ involvement through maximum parental commitment.
Community:

“the neighborhoods where students’ homes and schools are located, as well

as any neighborhood that mfluences their learnmg and development.

A community

also mcludes people who are interested in and affected by the quality of education, not
just those with children m the schools.” (Epstem, 1995)

Decision making:

“a process of partnership, of shared views and actions toward shared

goals, not just a power struggle between conflicting ideas.” (Epstein, 1995)

Educational environment of the home: the processes and activities that occur at home
related to educational pursuits.

Homework:

“to mean not only work done mdependently, but also mteractive activities

shared with others at home or in the community, Imking schoolwork to real life.”

(Epstein, 1995)
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Home and School Relationships:
following:

interactions that may include any of the

student/student, student/teacher,

student/family,

family/teacher,

family/school, and/or the family/community.
Interaction:

the exchange of ideas, emotions, thoughts, presence, feelmgs through

verbal, non-verbal or written communication.
Mobility:

the rate at which students m the school either enter or withdraw from

the school within the year.
Parental Involvement:
families and schools.

reciprocal developmental processes that occur between
“‘A process of actualizing the potential of parents and of

helping parents discover their strengths, potentialities, and talents (Morrison,
1978).” Tangri and Moles (1987) defined three types of parental involvement:
service in schools (e.g., volunteering, governance, etc.); home-school
relationships (e.g., written and verbal communication, home visits,
conferences, trammmg, etc.); and support of learning at home (e.g., helping with
homework or projects, enriching learnmg, etc.)

Volunteer:

“anyone who supports school goals and children’s learning or development in

any way, at any place, and at any time--not just durmg the school day and at the school

building.” (Epstein, 1995)
Workshop:

“workshops provide mformation to all families, not just those who need it and

not just to those who can attend the meetings.

11

Making information about a topic

available in a variety of forms that can be viewed, heard, or read anywhere, any time,
in varied forms.” (Epstein, 1995)

Summary
This chapter has presented the rationale for research ito the barriers that exist m
families as they interact with schools.

and school programs.

Literature is prevalent regarding successful home

Minimal mformation is available, however, that clearly identifies

tangible evidence describmg why some families of elementary children have not developed
positive relationships with the school their children attend.

Organization of the Study
Chapter I consists of the Statement of the Problem, the Statement of Need, the

Purpose, the Significance and the Limitations of the Study. Definitions of key terms are
also included.
Chapter II presents a review of relevant and salient literature as it relates to:

e

historical perspective of parental involvement,

e

contemporary families, and

e

parental mvolvement models that address today’s family structures.
Chapter III details case study procedures, methodology, descriptions of case study

families, and a summary of the interactive processes utilized in the study.

Chapter IV contains descriptive narratives of the case studies,

summaries of

interviews and observations, an analysis of results, and a comparison across case studies.
Chapter V describes categories of barriers and provides recommendations for
developing a parental involvement program that focuses on positive communication
between the home and school.

13

CHAPTER

II

Review of the Literature
Introduction
The purpose of this literature review is threefold.

First, the historical perspective of

parental involvement has been explored to assist in understanding how events of the past
have influenced the present.

The second component of this literature analysis mvestigates

the diverse structures that exist in contemporary families.

This includes a study of single-

parent families, dual-wage eamers, step families, and minority populations within schools.
Lastly, current parental mvolvement models are presented.
Historical Perspectives of Parental Involvement
The history of education reveals that the mtensity of parental involvement has been
and continues to be distributed across a vast continuum.

Relationships between families

and schools have vacillated throughout the history of education. Research provides
evidence that barriers have existed whenever these two mstitutions interact.
The family was the dommant force of the colonial times.

to a foreign country left little time for education.
they began to educate their children.

Initially, hardships orienting

As families developed their settlements,

“The educational role that the ancestral English

family jomtly shared with other imstitutions now became the sole responsibility of the
colonial family.” (Cremm, 1970).

The home was the center for educational pursuits.

Children were taught religion, reading, writmg, mathematics, and languages by their
parents.

Family values, academics and life-long skills were taught through repetition and

14

recitation at home.

Lessons were developed from sources readily available to colonial

families (e.g., family libraries, the Bible, and family folklore, etc.) Schoolwork was not
taught in isolation of other family responsibilities but rather through integration of leaming
and life experiences.
Families organized into groups for religious reasons.
preached and practiced widely within the community.

The mmisters of these groups

Their roles were of teacher as well

as preacher as they educated parishioners in religious beliefs.

Schooling was important to

the colonists and soon settlements began to maintain schools within their communities.
Every attempt was not successful because payment for mstructors and school maintenance
was not always available.
the colonies.

Community schools soon emerged and expanded throughout

Schooling ranged from “dame schools” taught by women in their homes and

kitchens, to aristocratic grammar schools that were taught by university graduates.
By the eighteenth century, the purpose of the school system was becoming

mstitutionalized as procedures and policies became clearly established and more uniform.
As Cremin (1957) noted:
“The master and scholars are enjoined to attend every moming from six to eleven
and every afternoon from one to five m summer and from one to four m winter.

The

master is instructed to begin each day with a short prayer and then to seat his pupils in the

schoolroom ‘according to their degrees of leammg.’

He is also asked to examine them

every Monday on the preceding day’s sermon and to catechize them every Saturday from
one to three in the afternoon.

Finally, he is told to preserve appropriate decorum and

civility at all time through admonition, correction, and everything else failing, expulsion.”
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Families, churches, work places, community organizations and other institutions
continued to play important educational roles in the budding commonwealth.

“But this

was also the period during which the school was emerging as the principal agent of
cognitive and moral teaching and as an important instrument of public policy.” (Kaestle,
1983).

“The ideas that schooling ought to be generally available for the advancement of

piety, civility, and learning was accepted throughout the colonies.” (Cremin, 1987).
“Common schools” of the eighteenth century were meant to educate all the children in
the community.

Schoolhouses were often wooden

center of the community as possible.

buildings located as close to the

Sarah Hale noted that, “the vision of the little red

schoolhouse, so clearly fixed m our minds did not exist in reality in the rural communities
of the early settlements.”

Sarah Hale in her book, Sketches of American Character-1829,

details the selection of a district school site:

“The only requisite was, to fix precisely on the centre of the district; and
after measuring in every direction, the centre had been discovered exactly

in the centre of a frog-pond. As near the pond as safety would permit,
stood the schoolhouse.”

Children attended school more regularly m the winter months when the farming
responsibilities were completed. When the family chores were finished, students of all
ages filled the school. The school was situated so that it was easily accessible to many;
however, accessibility to all children was difficult, especially in the very rural areas of the
Southern states.

Hence, children of the more-populated areas of the North attended

school more regularly than those of the South.

16

Mothers and fathers equally participated

in the maintenance of the home and the education of children.

These responsibilities are

not unlike those that dual-family wage earners of today assume--educating and parenting;
however, the focus for colonial families was on interactive home responsibilities.

In

contrast, today’s family focus on activities, such as employment and education, which are
not interactive with other family members and occur outside the home.
Parental and community involvement existed im the early years of the American
school.

The popular maxim, “It takes a whole village to raise a child” was

establishment of community schools.

evident in the

“The companies, the legislatures, the county and

village courts, and the town were involved m education.” (Crenin, 1957).

The teacher

was an integral member of the community, was invited to dinner, participated at church
services and lived within the community.
While males were originally the teachers mm the early years of education, the transition
from a male-dommated profession into a predominately female occupation arose over the

need to have men tend to their crops on the farm and later their search for employment in
the world beyond their immediate localities. Lightfoot (1978) noted that the number of

women who trained to become teachers magnified with the population expansion.

‘The

acceptance of low wages by women teachers at this time did nothing to elevate the status
of either women or the profession.” (Lightfoot, 1987).
The transition of elementary schools to include primary grades allowed for this gradual
movement of females into the teaching profession.

The populace perceived that very

young students required teachers who could be nurturing; hence, the females teachers
were well accepted as substitute mother/teachers.

17

These children needed a gradual

transition from the home.

Maternal support, therefore, was one of the primary

responsibilities of the teacher.

In

1841, the Board of Education in Boston recorded:

‘That females are incomparably better teachers for young children than
males, cannot admit of a doubt. Their manners are more mild and gentle,
and, hence, more in consonance with the tendemess of childhood. They
are endowed by nature with stronger parental impulses, and thus make the
society of children delightful and turn duty into pleasure.”

This new person replaced the mother for many hours each day.

The school-aged

child’s environment shifted toward adults outside the family. The home and schools
spheres coexisted. Interactions between home and school may have been strained as the
child’s loyalty was temporarily placed with someone other than the mother.

The mother’s

status may have changed as her child transferred attention to another woman.

Mothers

feared the teachers would judge maternal capabilities. The teacher was now entrusted
with the responsibility of cognitive growth as well as emotional and social development.

Self-confidence of both mothers and teachers was threatened as each member in these
relationships attempted to fulfill the responsibilities expected of them by society.
“The imteraction between mother and teacher may have been strenuous as one

perceives how mothers reacted to the mflux of young single females mto the teaching
profession. Mothers, experienced m child raismg and deeply attached to their children,
were surrendering their young to primarily single women who had no experience in

motherhood and minimal formal trammg.” (Lightfoot, 1978). The role of the mothers
was becoming ambiguous, as was the definition of teachers. Each was trying to carve her
way into societal norms.

The image of mothers as depicted by Sarah Lightfoot,

18

envisioned one who was devoted to family members and whose identify was reflective and
dependent on those to whom she was devoted.

Lightfoot (1978) states that, “Children

become the major focus and source of identification and reward for mothers and through

children the mother established relationships with the outside world.” The images of both
the teacher and the mother often was indistinct. The natural tensions demonstrated in this
interactive triad of the past, the mother, teacher and child, are often present today.
Barriers have existed since the early years of schooling.

Likewise, inherent anxieties

mar open and productive relationships m present-day schools.

The societal definitions of

teachers and mothers vacillates today as they did two hundred years ago.
Schooling encompassed three distinct structures as Margaret Mead (1942) defined the

image of American “olden day schools.” First, was the community school led by a
nurturing teacher who imteracted, albeit tenuously with mothers.

Next, was the academy

schools where boys became young men, were imparted with global knowledge and who

often were away from their families during schooling years; hence, there was minimal
parental interaction.

Lastly, the city schools, composed of immigrant families struggling in

the new America who rarely were able to communicate with schools.

These structures,

complete with their diverse continuum of parental commitment, moved us ito present-day
educational norms.
An intense feeling of community loyalty existed m America prior to the 1950s.
Neighborhoods, places of worship, and schools were imtegral components of communities

which provided the cohesiveness that tact, as well as dysfunctional, families needed.
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Community leaders were regarded as trusted authorities empowered with wisdom and
truth.

Comer (1989) noted, “If you asked one, you might as well have asked them all

because they all said the same thing. That gave these authority figures a great deal of
power and ability to fluence children. Under those circumstances, the school was really
a natural part of the community.

There was almost an automatic transferal of authority

from the parents to school people; school people were thought of as parent surrogates.
Because of this interaction between one’s parents and school people, one could only act
up so much in school and one had to achieve.”
Achievement during these times often meant the ability to find employment and

provide for one’s family.

A forma] education was not required for employment because

the job market was able to assimilate those who were uneducated and provide them with
productive job opportunities.
pursuits were not expected.

Advanced educational degrees and extended educational
The amount of school required for children lasted

approximately twelve years and the demands of parents regularly involved tasks that were

considered a natural requirement of good parenting (e.g., PTA bake sales, booster club
participation, carpoolmg, etc.)

The Saturday night school football game was not only a

family affair but also a major community event.
“After World War II education became the ticket of admission to good jobs, and
television and rapid transportation fragmented the sense of community that once gave
support and direction to families.” Comer (1987).

The term, motherhood,

became

redefined in the 1940s and 1950s which created ambiguity between mothers at home and

mothers who were employed.

When mothers took the place of World War II soldiers in
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the work force, they were occupying positions undefined by the public.

The teachers, who

were also mothers, were looked upon critically by communities (Lightfoot, 1978).

The

perceptions between mothers who stayed at home and employed mothers who taught their
children, possibly built barriers to the home and school relationships.

“Relationships

between these mothers and teachers could not have been very productive for either side,
and one wonders about the effects on the children who must have experienced the subtle
(and not so subtle) warfare.” (Lightfoot, 1978).
A re-emphasis has emerged which encourages schools to involve parents in their

children’s education.

Programs and research have surfaced that address the impact of

positive and pro-active home and school communication on student achievement.
This emphasis has become a national focus.

Secretary of Education, William Bennett

noted m a report on elementary education m America (1994), that “The single best way to
improve elementary education is to strengthen the parents’ role in it, both by remforcing

their relationship with the school and by helping and encouraging them m their own critical
job of teaching the young.”

Benson and Meddrich (1984) noted that “elementary

schoolchildren, whose parents spend time with them m educational activities, or are
involved in school activities, achieve more in school, regardless of socioeconomic status

(SES).”
In studies conducted by Walberg (1984) on the effects of parent collaboration with

educators, he found that “curriculum of the home” was twice as predictive of successful
academic achievement as was socioeconomic status.

21

The concept that achievement is

linked to parental attitudes about education is prolific in the literature (Coleman, 1966;
Dave, 1963; Epstein, 1987; Laosa, 1979; Soto, 1986; Wolf, 1964; Walberg, 1984.)
The changing characteristics of our society throughout history have had an impact on
the relationships between the home and school.

Research into the families present in

today’s schools is an important component of the parent involvement paradigm.
Contemporary Families

The definition of “the family” is more difficult to understand than in years past.
Present-day families encompass a wide range of family types. Davies (1991) reports that
terms used today to define parental involvement are more comprehensive than in the past.

He states that the term “parent” now encompasses the family, significant others, and the
communities, agencies and imstitutions that serve and interact with the children withm the
family settmg.

The meaning of parental mvolvement in the present-day context includes

parents participatmg in their children’s education at school and at home, with support,
guidance, and collaboration from the schools.

Involvement, Davies further notes, means

reaching difficult, as well as, easily accessible families and includes moving beyond
superficial participation to a meaningful relationship.
According to the 1984 Bureau of the Census, approximately two-thirds of the married
women with children were m the work force and more than half of the married women
with children under six were employed.

The Education USA (1985) reported that “the

number of single-parent families mcreased by more than 50% between 1970 and 1981.”
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The responsibility of raising children is divided among one or more of the following:
parents, child care providers, step families, extended family members/neighbors, children
themselves, or the school.
Non-participation by families at school events may be misunderstood by schools.

The

assumption may be that they do not care when, in fact, many barriers may exist that

prevent their participation. Berlmer (1987) found that homes of high-and low-achieving
children differed. Conversations were more frequent and of greater quality in highachieving families whether it mvolved homework, television viewing, or reading.

His

study also found that the school contacts made by parents of low-achieving students

versus high-achieving students usually concerned behavior or academic problems as
compared to enhancing home/school relationships. Haynes, Comer & Hamilton-Lee
(1989) concluded from their study that “parental involvement in schools, even those m

the poorest neighborhoods m our imner cities is possible, desirable, and beneficial. The
climate of schools is considerably enhanced when parents are included in the planning and
organizing of school activities and contribute to important decisions about significant
events in the school.”
Dual-family Wage Earners
Dual-family wage earners have increased over the past 50 years.

nine percent of all women with children worked outside the home.

“In 1940, fewer than

This figure had

reached approximately one-third of American mothers by the 1960s, and 70 percent by the
1980s, with 52 percent of women with mfants under one year employed.” (Trudel &
Fisher,

1992). While the reasons affecting these mcreases are important to study, what is

significant for this research is the impact that these societal phenomena have had on the
education of children in our schools.

‘The extent to which the decision to work outside

the home can lead to a woman’s personal satisfaction and enhanced parenting is related to
the degree to which husbands share in household and child care responsibilities, the

amount of satisfaction derived on the job, comfort with substitute child care arrangement,
and perception of the effects of employment on children’s development” (Baruch &
Barnett, 1987; Hock, DeMeis, & McBride, 1988; Lamb, Owen & Chase-Lansdale, 1980.)
Single-Parent Families
The single-parent family has emerged as a dominant family genre.

A single-parent

family is one i which “someone raises his or her children alone without presence of a

second parent or parent substitute.” (Weiss, 1979). Different types of single-parent
families can be found (e.g., single-parent family lrvmg in the home of a relative, etc.)
However, the majority of the smgle-parent families are those in which a parent and the
children reside in an autonomous household.
Historically, widowhood was the major cause of one-parent families.

However, in

recent years, divorce and births without marriage have come to be the primary causes of

one-parent homes.

“Recent statistics mdicate that 85 percent of single-parent homes are

the consequence of separation or divorce, 24 percent the result of children born to nevermarried mothers, and only 7.6 percent a result of death.” (Garfinkel & McLanaham,

1986).

Step Families
The divorce rate remains at approximately 50 percent, thus, the emergence of another
contemporary family structure.

“Stepfamilies are understood best as an evolving family

system in which each member reciprocally affects and is affected by other family
members.” (Berger, 1992).

This family structure reorganizes as members remarry and

assimilate new families into existing systems.
Immigrant Families
_ The debate between the “Melting Pot” and the “Salad Bowl!” concepts of immigration
has existed since 1908.

The play, The Melting Pot, which was written by Israel Zanwill

opened that year m New York.

The premise of this play was that a nation would be

created “in which all ethnic groups would mix and from which a new person, superior to
all, would emerge.”

This movement recognized the assimilation of the beliefs of many

cultural groups into the American culture.
Disapproval of these ideas was purported by those (Kallen, Bourne, Drachsler) who
believed m the notion of the “Salad Bowl” premise.

They supported the rights of the

immigrants and maintained that each ethnic group would play a unique role m American

society but would also contribute to the total society. They argued that cultures would
enrich American civilization. This position was labeled cultural pluralism (Banks, 1988).
In his definition of social class and ethnicity, Havighurst writes that, “within a complex
society, social classes and ethnic groups are the two major ecological structures that
produce diversity in human life style and development.

Each social class system consists

of groups of people who each have a set of behaviors and attitudes that define it and
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separate it from the other social classes.

Similarly, the system of ethnic groups consists of

groups of people who each have a common history and generally share a language, a

religion, or a racial identify. Each ethnic group forms a subculture with its own attitudes
and behaviors.” (Havighurst, 1976).

Immigrants from European countries decreased during the 1970s while immigrants
from Asia and Latin-American countries (e.g., Philippines, Korea, China, Mexico and
Cuba) increased.

By 1985 more than one million Vietnamese,

the United States (Gardner, Robey, Smith, 1985).

and Laotians were living mn

Approximately 30 percent of all

students in US public schools toda: are ethnic mimorities.

Understanding the structure of today’s school families is paramount to targeting areas
for improvement.
their system.

Schools need to develop a paradigm for contemporary families within

Understanding the families’ culture and history leads to understanding how

family members interact with and within the school.

Using differences as “opportunities

for learning” (Davies, 1987) may assist in building positive, welcoming relationships.
Hispanic Families
The Hispanic family is one of the largest growing minority populations m America.

Hispanic is a cultural term used to define over 19 million Americans who “share a rich
cultural heritage, who have a common language, Spanish, as part of that heritage, and who
are residing in the United States.” (Thompson, 1994).

Mexicans, Puerto Ricans, Cubans,

and other Latin Americans constitute the Hispanic population in the United States.

Statistics regarding the Hispanic population as compiled by the Hispanic Policy
Development Project in 1988:
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e

“The Hispanic population in the U.S. is the youngest group in the nation with a median
age of 25 years, compared to 32 years for the general population.

e

The U.S. Hispanic population is expected to double within 30 years and to triple

within 60.
e

Mexican Americans constitute 63 percent of the Hispanic population, Puerto Ricans
12 percent, Central and South Americans 11 percent, Cubans five percent and other
Hispanics eight percent.

e

An annual net immigration to the United States from Spanish-speaking countries is
expected to remain at 250,000.”

About 76 percent of the Hispanic populace lives in five states: California (33%), Texas
(21%), New York (11%), Florida (6%), and Ilmois (5%).
Research indicates that targeting low-achieving Hispanic youths im schools is doubly
rewarding.

Through identification of potential at-risk youths, parents become part of the

prescription, and parenting and education skills are improved in an effort to enhance the
family environment of the young.

The Hispanic Policy Development Project (1988) found

that early academic achievement of children leads to the knowledge and achievement of
their mothers; concentratmg on mothers often produces a two-fold benefit.

Further, they

noted that this training of the whole family augments parenting skills by providing
information on child development, nutrition and preventive medicme.

The Hispanic Policy

Development Project stated that drawing the mothers into partnership with the schools
their children attend can greatly advance the next generation’s chances for success and

upward mobility.
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African-American Families
The Strengths of Black Families by Robert Hill (1972) cites five strengths of the black
family:

e

Strong kinship bonds
“Responsibility for raising and/or caring for young within a family is extended to aunts,
uncles, and grandparents.

Children raised by any of these extended family members

receive the affection and attention needed. A deep sense of family or kinship
- characterizes African-American’s social reality.”
e

Adaptability of family roles
African-American families share responsibilities and exchange roles when required for
family strength and survival.

“Cooperative work and collective responsibility” (Hill,

1972) are strongly perceived by black family members.
e

Strong work orientation
Male and female children are encouraged to find job responsibilities early. Boys may
have newspaper routes, lawn-care jobs or other part-time employment, while girls
baby sit and care for younger siblings.

e

Strong educational achievement orientation
Success through education is a strong belief. Maternal encouragement is especially

recognized as a driving force for success.
e

Strong religious orientation

28

The church is a central focus.

The social, spiritual and emotional benefits received

from this attachment to a religious mstitution guide many parents.

The opportunity for

acceptance, leadership and responsibility are provided for all family members.
The following information (Griffin, thomas, & Curry, 1991) describes statistics of
Black males from infancy to adulthood:
e

‘Jnfant mortality:

Black newbom males are twice as likely to die before they are a

year old than white newbom males.

e

Poverty rate: 43 percent of all black males under age six live at or below the federal
poverty level.

e

High school dropouts: More than half of black males fail to complete high school.

e

Attending college: One-fifth of all black men ages 18-34 are currently in college.
Asian Families
The family unit traditionally is perceived as a strong bond within families

and between generations.
younger relatives.

The elders mn families are revered and respected by

Kennedy (1991) stated that, “Chinese family members are

bound by a strong tradition of loyalty, obedience, and respect, as reflected by one
of the lowest divorce rates in the world.” Members are generally reserved and
respectful of others.

Obedience to parents is a normative Asian value.

of individuals reflect positively or negatively on the whole family.

The actions

Bringing shame

to the family “Joss of face” or public embarrassment are avoided. A study by
Chaplain, Nathan, Coy, Whittler, (edited by Henderson and Brava, 1992)
regarding Vietnamese, Laotian, and Chinese-Vietnamese children who emigrated
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to the United States in the late 1970s and early 1980s found that “academic
success can be traced to strong family values about the importance of education
and a home environment that supports learning.” The following indicators
developed from a study by Chaplain, Nathan, Coy and Whittler were found to be
consistent among the Southeastern-Asian culture:

°

“Almost half the parents read aloud to their children, either m English or
their native language; students from those families earned higher grades.

e

Homework dominates weeknight activities. Parents encouraged their
children’s studies by assuming responsibility for chores.

Older children

help younger ones, perhaps accounting for the higher achievement among
larger families, a finding unique to Asian-Americans.
°

Relative equality between the sexes, both among parents and children, was
one of the strongest predictors of high grade poimt averages.

In

households where fathers and boys helped with family chores, grades were
significantly higher.
e

“Love of learning” was rated most often by both parents and students as

the factor accounting for academic success.
e

The families believed strongly m their potential to master their own destiny,

not that luck or fate determimes success.
e

Other values involved an aptitude for integrating the past, present and
future.
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e

The families also emphasized education as the key to social acceptance:
Hale and Benson (1982) suggested that dominant abilities differed among the three

minority groups in their study:
e

“African-American:

verbal ability, reasoning, space conceptualization, number

ability
e

Chinese:

space conceptualization, number ability, reasoning, verbal

e

Puerto Rican:

space conceptualization, number ability, reasoning, and verbal.”

Harold Hodgkmson, a demographer at the Institute for Educational Leadership, noted

the following statistics:
Births rates of Caucasians are decreasmg as the rates of the world populations are
increasing.

The Caucasian race is in the minority based on world-wide numbers.

One-half

of the world population is Asian, one out of every eight people on the globe is African and
400 million people are Latin American.

Jessie Jackson’s “Common Ground” speech to the 1988 Democratic Convention in
Atlanta states:
The person of tomorrow--the individual, the teacher, the business
executive, the leader of the twenty-first century--the cutting-edge people of
the world society will be those people who possess a high degree of

multiculturalism.

That is, they will have the ability to move freely in and

out of diverse cultures, not only nationally but also mternationally.

It will

be the monolmgual, monocultural, ethnocentric mdividuals who will be the
dinosaurs of the twenty-first century.

As the world becomes more internationally integrated, society needs to unite its efforts in

educating the young in understanding and embracing world cultures. These students will
be the primary members of our global society and we need to prepare them.
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Present and Future Goals
Present reports emphasize a national concern for increased parental involvement of all

families within a school system. Achieving this goal can be more difficult than in years
past due to the myriad of concerns schools encounter daily. Building relationships is vital

for the success of the school community and the families they serve.
This national effort has been reinforced by the U.S. Department of Education’s Goals
2000 Act.

It places a high priority on mcreasing parent and community involvement in

education.

Goal # 5

states:

“While schools have been given an important responsibility for helping
communities and parents to educate children, we have learned that schools

cannot do it alone. Students simply achieve more when there is meaningful
parental and community involvement in their children’s education.

Parents

and families are often our secret weapon to improve student learning.

The

American family is the rock on which a solid education can and must be
built.”
The responsibility for the education of a child rests with both the family and school as
they learn how to collaborate to enhance the education of the child.

The collaborative

efforts of these two significant partners is encouraged m The National Education Goals
Report of 1994.

This document defines the eight goals of the Goals 2000 Act.

report states that by the year 2000:

“Goal 1- all children in America will start school ready to learn.
Goal 2- the high school graduation rate will mcrease to at least 90 percent.
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The

Goal 3-all students will leave grades 4, 8, and 12 having demonstrated competency
over challenging subject matter.
Goal 4-the Nation’s teaching force will have access to programs for the continued
improvement of their professional skills.

Goal 5-United States students will be first in the world in mathematics and science
achievement.
Goal 6-every adult American will be literate and will possess the knowledge and skills
necessary to compete in a global economy.
Goal 7-every school in the United States will be free of drugs, violence, and the

unauthorized presence of firearms and alcohol and will offer a disciplined environment
conducive to learning.
Goal 8-every school will promote partnerships that will increase parental involvement

and the participation in promoting the social, emotional, and academic growth of
children.”

This document encourages the building of strong family/school partnerships. Not all
families know how to become involved in parental activities and not all schools seek the

involvement of families. There is no easy answer to solving the problems of designing,
implementing, and evaluating successful parental mvolvement programs.

Epsteim (1987 )

acknowledged that schools need to open their doors for parental and community
collaboration in the design and implementation of mvolvement efforts as families

simultaneously define their responsibilities in this process.
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Other federal initiattves address the importance of home and school collaboration.
The Chapter | program, Project FIRST (Fund for the Improvement and Reform of
Schools and Teaching), Head Start and Even Start are innovative, successful examples of
federal initiatives that address the importance of home and school collaboration.

National

organizations and state agencies are encouraging their members to become involved in
partnerships and home and school programs. Epstein (1991) reports that the Education
Commission of the States issued a report, Drawing in the Family:

What States Can Don

an attempt to bring parental involvement to the forefront for educational leaders.

Comprehensive examination of the home and school working together and analysis of
their interactive processes can be a key to unlocking the nature of the mhibitors that

prevent cohesive relationship formation. Hess & Holloway (1985) noted that although
both educators and researchers agree that families influence cognitive abilities and
academic motivation, we are only now beginning to understand the processes through
which the family affects children’s school performance and adjustment.

An understanding of the historical perspectives of parental involvement and the
definitions of the contemporary families can assist schools as they develop individualized
programs.

However, a vital component of developing successful programs is reviewing

current parental involvement models.

Understanding the ingredients of successful models

is an important first step toward the development of a program tailored for the school.
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Parent Involvement Models
Numerous parental involvement models and definitions have been developed in the
past decades.

Included in this literature review are notable parental nvolvement models

that focus on a collaborative effort between the home and the school.

Concepts provided by Grolnick & Ryan (1989) volved three parental resources
that promote motivation and achievement in children: (1) parental involvement, (2)
autonomy support, and (3) structure.
°

They further define these as:

“Parental involvement can be seen broadly as the parents’ active interest in the
child, knowledge about the child, and dedication of time and resources to the
child-rearing process.

°

Autonomy support is the degree to which parents value and use techniques that

encourage independent problem-solving, choice, and participation in decisions.
The opposing concept involves motivating achievement through punitive
disciplinary techniques, pressure, or controlling rewards.
e

Structure is the extent to which parents provide clear and consistent guidelines,

expectations and rules for behavior, without respect to the style in which they are
enforced or encouraged.”
Further definitions of parenting styles were developed by Dormbusch, Sanford,
Ritter, Leiderman, Roberts and Fraleigh (1987).
questionnaires distributed to 7,836 students.

They defined parenting styles based on

Three parenting styles were identified:
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e

Authoritarian:

Parents tell children not to argue with or question adults, punish

children for poor grades, and respond to good grades with imstruction to do even
better.

e

Permissive: Parents seem indifferent to grades, whether poor or good, do not
stress working hard, establish no rules about watching television, and are not
involved in education, either at home or at school.

e

Authoritative: Parents tell children to look at both sides of an issue and admit that
children sometimes know more; they talk about family politics and encourage all
family members to participate in decisions; they respond to good grades with

praise, to bad grades with some restrictions and offers of help and encouragement.
In this study, the data indicated that “authoritarian parenting was associated with the
lowest grades, permissive parenting with the next lowest, and authoritative with the
highest grades.”

Ira Gordon explored longitudinal parental mvolvement as he developed this concept
into three models:
e

Parent Impact Model:

the influence of parents and the home on a child’s learning

patterns

e

School Impact Model:

Direct parental involvement in the school from

volunteering to serving on governance councils

e

Community Impact Models: Parental mvolvement m

all possible roles, from

teacher at home to active member of the local community.
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Gordon further notes that parents play six critical roles regarding the education of their
children:

‘“(1) classroom volunteer, (2) paraprofessional, (3) teacher at home, (4) adult

educator, (5) adult learner, and (6) decision maker.” He states that crucial to the success
of parental involvement is the adaptation of all roles at various times.
Other models designed to target levels of involvement have been developed to assist
educators and family members in understanding the process of parental involvement.
Kellaghan, Thomas, Sloane, Alvarez and Bloom (1993) researched this area further in
their design of support systems for parents.

They define three models for home

intervention:

e

The deficit model: Based on the assumption that many families are unable or
unwilling to provide the stimulation of resources necessary to prepare their children
for school,

e

The difference model:

Recognizing the strengths and knowledge of all parents and

helping the child adjust to a “different,” though not superior, school environment,
e

The empowerment model:

Based on the premise that, “the roles of parents and

teacher are equal and complementary, sharmg the same purpose and characterized by
mutual respect, information sharing, and decision making.”
Comer (1991) in his School Development Program in New Haven, Connecticut,
discusses three levels of parental mvolvement.

The first stage encourages participation of

parents for general activities, such as school performances.

The next level mcludes

parents in classroom activities, field trips etc. The highest level encourages parents to
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represent peers on School Planning and Management Teams where they assist in the
coordination, planning and implementation of school initiatives.
Examples that explore how families affect student achievement were conducted by
Snow, Barnes, Chandler, Goodman and Hemphill (1991).

They studied three interactive

processes of the family:
e

“Family as Educator” examines the parent’s role m helping the literacy environment at
home and parental expectation for the child’s educational achievement.

e

“Resilient Family” describes a supportive home environment in which children develop
self-conveyance and a positive self-image, have positive expectations about their
relations with teacher and other adults, have experienced success after persistence at
difficult tasks, and can set goals and regulate their own behavior.

e

‘Parent-School Partnership” examines formal parent-school involvement (PTA
participation, attending school activities and serving as volunteer), contacts with
teachers, homework help, parent-child mteraction about education, and school
attendance.
The models developed by Swap (1993) designed four home-school relationship

paradigms that parallel the studies of Joyce Epstein in their level of mtensity and their
place on a contmuum:

e

“The Protective Model:

This model is designed to reduce conflict between parents

and educators, primarily by separating them. It assumes that parents delegate to the
school the responsibility for educating their children; parents hold staff accountable for
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the results, and educators accept this responsibility.

Collaborative problem-solving

and routine exchange of information are seen as mappropriate.
e

The School-to Home Transmission Model:

The goal of this model is to enlist parents

in supporting the objectives of the school. If children’s achievement is improved when
home and school share common expectations and values, then the school should
identify the values and practices that contribute to success, and parents should provide
these conditions at home.
e

The Curriculum Enrichment Model:

This model is designed to expand the school’s

curriculum by incorporating contributions of families.

Because continuity between

home and school encourages children’s learning, the curriculum should reflect the

children’s cultural background.

Parents and educators work together to enrich the

curriculum and to take advantage of the parents’ expertise.
e

The Partnership Model:

In this model, parents and educators work together to

accomplish the common mission of helping all children in the school achieve success.
Accomplishing this mission requires re-thinking the entire school environment, as well
as collaboration among parents/community members and educators.

It differs from the

other models im that it emphasizes two-way communication, parents’ strengths, and
jomt problem-solving; it also permeates the entire school, rather than beimg restricted
to certain aspects of the curriculum.”
The following continuum developed by Joyce Epstem (1987) details levels of familyschool interactions:
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Type 1: The basic obligations of parents refers to the responsibilities of
families to ensure their children’s health and safety; to use parenting and child-

rearing skills needed to prepare children for school; to continue to supervise,
discipline, and guide children at each age level; and to build positive home
conditions that support school learning and behavior appropriate for each
grade level.

The role that schools can play is to encourage participation at this

level to provide resources to parents in need (e.g., child care services, medical
and/or social services, parenting skills instruction, etc.) Expertise in child
rearing varies and the schools often need to support the efforts of parents by
providing guidance, outside service recommendations,

breakfast and lunch

programs, in-school child care, and child-rearing pamphlets/instructions so that
the children at the school site have their basic needs mamtained.
Type 2: The basic obligations of schools refers to the communication from

school to home about school programs and children’s progress. Annual
documents from the school detailing school procedures and regulations need to

be distributed.

Open lines of communication between home and school need to

be consistent/regular and easily accessible.

In a survey completed by Joyce

Epstein with the Center for Research on Elementary and Middle Schools at the
Johns Hopkins University (1987), “a third of the parents indicated they had not
had a conference with their child’s teacher during the school year and that they

felt they had never had a meaningful, extensive conference with their child’s
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teacher.

Remarkably, 95 percent of the teachers that were surveyed reported

that they communicate regularly with parents.”

Type 3: Parental involvement at school refers to parent volunteers who assist
teachers, administrators and children in classrooms or in other areas of the
school.

It also refers to parents who come to school to support student

performances, sports or other events, or to attend workshops or other
programs for their own education or traming.

Opportunities need to be

available for parents to work within classrooms or with other parents to assist
in their children’s education.

Research indicates that while parents view

mvolvement as very important, relatively few are able to actually participate at
the school site due, m part, to their employment and family demands.
Type 4: Parental mvolvement im learning activities at home refers to parentmitiated activities or child-initiated requests for help, and ideas or instructions
from teachers for parents to monitor or assist their children at home on

learning activities that are coordinated with the children’s classwork.
Guidance and mstruction from school for parents need to accompany requests
for parental assistance on home leaming projects.

A variety of opportunities

needs to be provided so that interaction between parents and their students can
occur often.

Type 5: Parental nvolvement in governance and advocacy refers to parents
taking decision-making roles in PTA (PTO), advisory councils, or other
communities or groups at the school, district, or state level. It also refers to
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parent and community activists in advocacy groups that monitor the schools
and work for school improvement.
The models presented provide a framework of relevant, current practices bemg
researched.

These models have been selected for review because their focus is on the

collaborative involvement of the home and the schools.
Epstein and Becker (1982) researched teachers’ reactions to the idea that the
responsibility for facilitation of parent involvement rested with them.

Reactions to this

issue were mixed.
First, many noted the obstacles to teachers’ work in this area. Teachers
often felt that they did not have the time, in addition to their other

responsibilities, to prepare workshops or directions for parents. Further,

many were concerned that parents have limited time and that parents’
involvement may actually result in greater stress on children in some
families.

Lindle (1990) noted that staff members are often hesitant to invite parents to
participate in their children’s education.

The gulf that exists between these two

institutions may be vast and bridging it can be difficult.
In a survey of 3,698 teachers conducted by Becker (1982) approximately threequarters of the teachers agreed that parental involvement was a good idea but about half
of the teachers doubted that efforts to mvolve parents in learmmg activities at home could

succeed.

Teachers responded that they do not know how to initiate mvolvement of

parents at home.
Studies by Lindle (1989) indicated that parents m this survey said the professional,
business-like model of holding parent conferences and open house events does not lend
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itself to an open and trusting conversation about family life and family values.

Assembly-

line conferences, parents felt, did not provide adequate time to discuss student progress in
a meaningful format.
The Governor’s Commission on Champion Schools (Virginia, 1994) acknowledges the

importance of effective parental nvolvement and states that the collaborative effort rests
with both the families and the schools.

This study reports that schools must be seen as

inviting places and parents need to fulfill their responsibility for their children’s education
by becoming involved and informed.

This committee will continue in its pursuit of

bringing meanmg to home and school relationships by exploring:
e

“A number of potential changes to the Standards of Quality and the standard of
Accreditation to bring about the goal of better school/parent communications for
meaningful parental involvement and effective relations between the school and the
home.

e

A Parental Rights Amendment designed to increase the ability of parents to become
involved in their children’s education.

e

The need for a pre-service requirement for training m effective parent/teacher
communications.

e

The establishment of a committee to advise the Board of Education and local school
divisions on methods for establishing and maintaming effective parental mvolvement
programs.

e

The possibility of compiling a resource guide listing exemplary parent and community
involvement programs
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e

The need for a clearly defined method of addressing parental complaints.
The models and reports presented are examples of research that currently addresses

proactive and collaborative relationship building between the home and the school.
Summary

Included in this chapter have been descriptions of the history of parental nvolvement,
definitions and portraits of the contemporary families and presentations of parent
involvement models.

The focus of this review has been on the families, their

characteristics, values and cultures. This examination reviewed the parent mvolvement
paradigm from the historical perspective through present and future prototypes.

The

modern concept moves beyond the volunteer role of parents into a comprehensive
definition of collaboration required by both the home and the school in the year 2000.
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CHAPTER II
Methodology and Design
The purpose of this chapter is to describe the design of this study which includes the
followmg components:

e

Topic for research

e@

Research methods

e@

Research questions

e@

Subjects and sample size

e

Data collection procedures

e

Data collection matrixes

Topic for Research

The hypothesis of my study is: There exist barriers which may inhibit the
development of a cohesive relationship between the home and school.
Research focused on the following five interactive processes:
1. analysis of the family system through comprehensive interviews
2. analysis of the school system in which the student imteracts

3. observation of conferences between the classroom teacher and the parent
4. observation of home visits between school personnel and the family

5. observation of any general interactive processes that involve the parent (family)
and the school system.
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Research Methodology
Qualitative, case-study analysis of four families was utilized.

Data collection

occurred through five interactive sources: (1) family mterviews, (2) school interviews, (3)
parent and teacher conferences, (4) parent and school personnel home visits, and (5)

general home/school mteractions.
follows (Camey, 1990):

Organization of the research was sequenced as

(Table 2)

Creating text through the five (5) interactive processes
°

Coding and sorting the text (field notes) from aggregated data based on the five (5)
interactive processes

e

Completing single-case analysis to identify patterns within each source

e

Completing cross-case analysis and definmg emerging themes across the cases

e

Extracting deep structure

After the research was completed, data were synthesized to determine:
“What barriers exist which may prevent the development of cohesive home and
school relationships?
The following five questions were investigated:
1.

What structures exist in the families under study?
The purpose of the design was to extensively investigate separate family systems.

documentary of individual participants was developed.

A

This replication process of

collecting data yielded categorical and characteristic information about the subjects under
study. Procedures included:
e

an orientation process between the interviewer and mterviewee,

46

e

data collection of family demographics

e

acomprehensive interview of family members.

Case studies were completed

sequentially, however, studies overlapped, therefore, parallel interviews occurred but
did not impact the results.

Information was collected and summarized on data

retrieval charts.
The subjects for the case study were four families who are part of the Transition

Project currently in place in the Fairfax County Public Schools and under study by the
Virginia Polytechnic University.

During this time, detailed questioning of families

occurred based on predetermined interview questions.

The following topics were

addressed during the interview: “family structure, life cycles, roles, interpersonal
relationships, communication, decorum and discipline, health and hygiene, food, holidays
and celebrations, dress and personal appearance, values, education, history and traditions,
work, and expectations.”

Saville-Troike (1978).

2. What structures exist in the classroom or school of the students under study?
It is important to understand the setting where these students exist on a daily basis.

This question was answered through observations and interviews with classroom teachers
who are part of the ‘interactive unit’ under study.
3. What is the description of the communication processes that transpires between
the family and elementary school teacher during a conference?
A critical contact between home and school is the parent-teacher conference.

do the parent and the teacher mteract during this school conference? What
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events

How

occurred that enhanced or inhibited the conference sequence?

Barriers that emerged

during these contacts were summarized into categories and analyzed across cases.
4. What communicative events are observed during a home visit made by a school
member into a family’s home?
Observation of the dynamics between the home and school during home visits was

the fourth source of data.

Interactions that occurred within the home environment were

different and distinct from those at school.

Observation of these visits yielded valuable

information about the family system.
5. What other interactive occasions occur between the family and school that could
render noteworthy data?
Often, unexpected events provide significant information.

General school or home

contacts were observed and evaluated to determine relevant or related material that
would proved useful for constructing frameworks.

Subjects
Subjects included families with children in elementary schools.

These children were

participants in the Transition Project under study at Virginia Polytechnic University.

This

program researches Head Start students’ progress through kindergarten, first and second
grades.

The other principal participants of this research were the teachers of each

student.

Embedded im this study are ideas, thoughts and opinions as perceived by the

teacher.
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Collection of the Data

The following processes (Miles & Huberman, 1994) were completed after each
interaction:

1. Individual Case Synopses: The information unique to each event was summarized.
Verbal and non-verbal communication were observed and recorded.
Illustrated narrative: The relevant information was compiled across cases, crossreferenced to individual contacts and coded with developing,

pivotal themes.

New

information was added pursuant to each contact to construct and build general
categories and themes.

General Condensation:
formal format.

This running record summarized information m a quasi-

The data assisted in identifying gaps or areas needing further

exploration.

General Structure:

Case study portfolios were created for each family to summarize

data within cases. Information was also analyzed across cases to develop global
patterns and themes.
Conclusions

The research methods, participant descriptions, sequence of data collections and
summary techniques have been presented. Additionally, the format for display and
organization of the findings have been supplied. Field research was gathered and
systematized into case study portfolios that are valuable components of the total research

presentation.
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CHAPTER IV
Data Collection and Analysis
Introduction:
This study investigates the barriers that exist m families which prevent the

development of cohesive, productive interactions between home and school. Families
from four ethnic groups (African-American, Asian, Caucasian, and Hispanic) present in
the nearby school sector were chosen.
The four families included in this study are a part of a larger project at Virginia
Polytechnic University titled the Transition Program.

Each family under study has a child

who attended Head Start and who is currently a participant in the Transition Project. This
program researches children and their families as the students pass from Head Start mto
kindergarten, first and second grades.

All names of participants in these case studies are

pseudonyms.
Information was gathered through personal family interviews, home visits, teacher
mterviews and observations.

Additionally, school data was collected and analyzed.

Archival data amassed within the Transition Project provided supplementary resources for
these studies.
Each case study has four components:
1. summary of the family background,
2. summary of observations/contacts of the family,

3. description of the barriers each family experiences, and
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4. a comprehensive summary.
The comprehensive summary is an independent synopsis that can be utilized to provide a
condensed version of the case study.

The chapter concludes with a cross-case

examination of similarities and barriers that emerged across the four families.
Portfolios for each case study which describe the five imteractive units are available in
the list of tables.

CASE STUDY #1
Family Background:
Family Number One has five members: a mother, father and three children.

The

children’s paternal great-grandmother also lives in the household and shares in the
parenting duties.

The children are eleven (female), seven (female) and four (male) years

old. The seven-year old daughter is part of the Transition project and the son is currently
enrolled in the Head Start program.

The husband’s mother lives approximately 25 miles

away in a metropolitan area and commutes by bus to visit the family at least once a week.
The Diaz family lives m a culturally-diverse neighborhood within walking distance
from the school. The single-family, three bedroom, one-story home is near a main
thoroughfare.

The area is densely populated with apartment houses, shopping areas, fast

food restaurants and commercial buildings.
Mrs. Diaz came to this country from Nicaragua when she married at the age of

nineteen. Her family was considered part of the upper middle class in Nicaragua. Her
father owned a grocery warehouse which distributed food to smaller markets. Mrs. Diaz
discussed the domestic help her family employed to iron her clothes and clean the house.
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As a child, Mrs. Diaz attended a private Catholic elementary school.

She said that

education was very important to her mother and father as they expected their children to
achieve well and behave in school.

She said if the teacher sent home a note to her parents,

“she was in a lot of trouble and would get a spanking for any misbehavior.” Reports

about good deeds were not sent home, only reports about a problem.

Mrs. Diaz indicated

that handwriting was an important subject and that “the children in school today do not
try very hard with handwriting.”

She said that “handwriting assignments help one

remember things and that they are an important way to study.” She has her children
practice handwriting in their subjects.
for two years.

She finished high school and attended the university

She has eight brothers and sisters.

and one is a lawyer.

One brother is a doctor in Nicaragua

Her sister was a school teacher in her country.

The whole family

assisted with expenses to send Mrs. Diaz to the private high school and the university.
She met her husband and married m Nicaragua.
she had complications.

During the pregnancy of her first child,

Due to the conditions in the country and the difficulty receiving

good medical assistance, she lost the child during her pregnancy.

She said the situation

in Nicaragua became politically dangerous, therefore, she and her husband immigrated to
the United States to live with her husband’s mother.

Once in the United States, she

eventually had to find employment because of financial concerns. Her mother-in-law
discouraged her from seeking employment because she “was a lady who did not know
how to work.”

She, however, felt they needed the money and soon began working with

her mother-in-law as a housekeeper.

Mrs. Diaz said it was important for her not to

receive welfare or ask for assistance from others.
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She shared her first Christmas

experience in this country.
American family.

She was hired to served Christmas dinner at a reception for an

The situation made her cry all Christmas day.

She had always had

“such wonderful family Christmases” and this year it was very different.

She indicated

that she was very sad to be “working as a housekeeper on Christmas day.” Her sister, a
school teacher, came to the United States and joined Mrs. Diaz as a domestic worker.
During this employment, Mrs. Diaz listened carefully to the English spoken and taught
herselfto speak English.

This knowledge, she indicated, greatly assisted her in working

with the schools her children attended.
Mr. Diaz is currently unemployed.

He completed a course in car maintenance at an

adult education center and would like to open an auto repair shop with a friend. Mrs.
Diaz said it is difficult to earn a living as an owner of a car repair service but this is his
goal for the future.
Mrs. Diaz applied and was hired for a position as a cashier in a grocery store in the
metropolitan area where she lived. Eventually, two daughters were born.

Mr. Diaz’s

mother lent them money for a down payment on a home and they subsequently moved.
In speaking with Mrs. Diaz’s mother-in-law, she indicated to me how important she
thought education was for her grandchildren.

She added that she wants them to go to

summer school as well as regular school so they will be able to keep learning all summer.
She said that she is appreciative of the number of school personnel who come to visit and
help them.

She thanked me many times for my mterest.

She came to the family home on

an hour bus ride from the city to baby-sit the children while Mrs. Diaz took the great-

grandmother to the doctor for an appointment.

She said she comes every Tuesday on her

day off to be with the grandchildren and to help her daughter-m-law.

Mrs. Diaz acquired

part-time employment at a major food chain as a cashier near her new home. Her salary

per month was approximately $400-$600.
school nearby.

The oldest daughter began kindergarten at the

Mrs. Diaz said she or her husband would take their daughter to her

classroom each day.
Mrs. Diaz speaks primarily Spanish to her children and to the children’s greatgrandmother who lives with the family.
speak fluent English.
neighborhood.

Mrs. Diaz said her husband has not learned to

Their home is positioned among other homes in a busy

Several automobiles that Mr. Diaz was repairing were parked in the

driveway.

The home contamed photographs of family members on the walls and the

tabletops.

Mrs. Diaz talked briefly about each of the pictures.

On the Child Instrument (Civitan International Research Center) given during the
kindergarten year, the child, who currently participates in the Transition Project, indicated

she liked school a lot, and also indicated that school was important to her. She said it was
very important to her parents that she do well and that she got along great with her
teacher and the other children.
compared to other students.

She ranked slightly lower how well she does her work
According to a teacher questionnaire (Civitan International

Research Center) the daughter is well liked by her peers and her teacher.

She performed

in the highest 20 percent of her class in academics, classroom behavior, parental
encouragement and overall motivation.
is organized.

She is m excellent health, makes friends easily and

In a parental supplemental interview, Mrs. Diaz stated that her daughter

liked Head Start and completed a considerable amount of schoolwork in preparation for
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school during her Head Start program.
Head Start program.

Mrs. Diaz was very involved with her daughter’s

Mrs. Diaz initially did not meet often with the family service

worker, however, during her daughter's second year in Head Start, she met with the family
service worker more than five times.

daughter.

During this time they discussed goals for her

The social worker also assisted Mrs. Diaz in finding a dentist.

She met with

the teacher during the year approximately three to five times and the teacher visited her
home on two occasions to show her things to do with her daughter and to discuss her
progress.

Mrs. Diaz was also able to spend time in the Head Start class.

In a family

interview (Civitan International Research Center), Mrs. Diaz said she discussed her child’s
school day with her daughter daily and that she participated in school activities or
volunteered m school every week.

She kept in touch with her child’s teacher

approximately one to two times a week.

In her capacity as a parent liaison, she is present

in the school approximately 15-20 hours a week and has many occasions to see her
children and their teachers.

She felt that teachers in the school praise students and help

students to be friendly and kind to each other.

She indicated that parents are not afraid to

come to school for meetings and programs.

Mrs. Diaz suggested that the following items were critical i regard to her child’s
development: (Social Skills Ratmg System:

Gresham,. & Elliott, 1990):

Keeps room

clean and neat without beg reminded; responds appropriately when hit or pushed by
other children; politely refuses unreasonable requests from others; helps with household

tasks without being asked; controls temper when arguing with other children; requests
permission before leaving the house; cooperates with family members without being asked
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to do so and reports accidents to appropriate persons.

On the Parenting Dimensions

Inventory (Slater & Powers, 1987), Mrs. Diaz felt the following items were highly
descriptive of her:

I encourage my child to talk about her troubles; I do not allow my

child to get angry with me; My child can often talk me into letting her off easier than I had
intended; My child and I have warm intimate moments together; I encourage my child to
be curious to explore, and to question things; I encourage my child to express her

opinions; I make sure my child knows that I appreciate what she tries to accomplish; I let
my child know how ashamed and disappointed I am when she misbehaves; I have little or
no difficulty sticking with my rules for my child even when close relatives are there; I
respect my child’s opmion and encourage her to express it and I believe that once a family
rule has been made it should be strictly enforced.

The neighborhood Scales (Furstenberg,

Cook, Eccles, Eider, Sameroff, 1990) indicated that Mrs. Diaz disagreed that the
neighbors have similar views about how to raise children but agreed that her neighborhood
is close-knit, that there are a lot of adults that the children can look up to and that she can

count on the people in the neighborhood to let her know about opportunities for the
children.

She is happy with the school and believes that health and social services are

available for her children in the area. She is confident that someone would assist if
someone was breaking into a home, trying to sell drugs, fighting in the neighborhood, or if

children were getting into trouble, or showmg disrespect to an adult. She feels that it is
likely that students from the neighborhood will graduate from high school and find a stable

well-paying job. She believes that her neighborhood is safer than most neighborhoods and
that parents are as equally involved in school as m other neighborhoods.
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The school the children attend has approximately 500 students.
includes African-American, Caucasian, Hispanic and Asian children.

The ethnic population
The number of

students who qualify and participate in the free/reduced lunch program is 43 percent of the
total number of students in the school.
the average of the county school system.

The academic testing scores generally fall below
Because of the school’s free/reduced lunch

percentages, the low test scores and diversity of the ethnic population, the school
maintains a Special Needs designation and receives additional allocations which include
Chapter I remedial services for reading/math and grant money utilized for after-school
student tutoring as well as for programs initiated by the school to meet the students’
diverse needs.

On a survey the principal of this school completed, she indicated that there are a large
majority of single-parent families with students who attend this school, that she does not
have a large number of parent volunteers, that many families at this school speak a
language other than English, and that students generally do not score above the 50th

percentiles on national tests. She noted that parents need to be encouraged to serve on
the PTA and that there are more than four programs offered at the school which target

remedial/special populations (Head Start, Chapter 1, English-as-a-Second Language,
summer school, tutoring, etc.)

Family Observations:
Contacts with the Diaz family included observations of : family interviews, Parent
Liaison activities, home visits, school visits, school/district meetings, a Hispanic

community meeting, and teacher mterviews.
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Mrs. Diaz discussed her relationship with the school.

She noted that initially she knew

little about the American school system and was “afraid to go to school and never talked
with the teacher or had a conference.” When her daughter was smaller and she lived in the
city, she paid for her to go to a private preschool.

Start at that time.

She said she did not know about Head

She thought the only way for her daughter to have care and go to

school while she worked was to go to day care. She was not happy with the child care
options where she lived and hoped to move to a suburban area when they could. Once the
family moved to their new location, Mrs. Diaz walked her daughter to the classroom and
tried to learn everything she could about the school.

watched her go mside.

She took her daughter to school and

She did not talk with the teacher at first because she did not feel

confident about her English.

Her daughter was enrolled in the English As a Second

Language (ESL) program and recetved instruction in English as well as Spanish.
Diaz noted that it was very difficult for her initially.

She described her relationship with

the school as separate from the other parents and the teacher.

was her daughter.

Mrs.

Her only link to the school

She said that while she did not speak the language as well as she liked,

she felt that a smile was a universal sign and people could have smiled at her and perhaps

she would have felt more comfortable and confident to do more than watch from the
outside. I discussed a story I had heard im a class about a teacher who noticed a mother
outside the school cafeteria window looking m at her daughter who was im the school
program.

The teacher asked the mother to watch from mside.

declined because she felt she was not dressed appropriately.

The woman politely
The teacher said that the

mother thought it was more important to buy her daughter, rather than herself, a new
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dress to wear at the program.

Mrs. Diaz told me that wearing new party and holiday

dresses for the daughters are very important to her and to many Hispanic mothers.
Mrs. Diaz enrolled in an English class at a local community college.

Eventually, she

became more comfortable with the school and the ESL program and began to come to the

school more often.

She said she would always do what the teacher asked her to do. The

teacher told her to practice counting 1-20 with her daughter so they practiced every night.
She considered this the teacher’s job but she wanted to do what she was asked to do.

Originally she and her husband would not attend any of the meetings at the school
because they could not understand them.

However, she noted that if her daughter was in

a program or had some part in the event they would attend to support their daughter.

Mrs. Diaz mentioned that it is difficult to help her older daughter with her schoolwork.
To assist, she bought and read the same book her sixth-grade daughter was reading and
then asked her daughter questions about the book to check for reading comprehension.

She indicated that the older daughter has not done as well as the youngest in school
because she did not go to Head Start and it took her a few years to catch up m reading.
She said her older daughter recently began reading on grade level but that her younger
daughter is reading well.

She said that her son (4 years old) doesn’t speak Spanish often,

that she and the great-grandmother speak to him in Spanish, but that he answers them m
English.

She said “he doesn’t like to speak Spanish that much, that he prefers English.”

Mrs. Diaz stated that she wanted him to keep his ability to speak both Spanish and English

but felt he was loosing his Spanish.
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Eventually Mrs. Diaz met other Hispanic parents associated with the school.
time, her second daughter was four years old.

At this

Through the school system, she learned of

the Head Start program and completed the application process for enrollment of her child.
Through this program she became more involved in the school.

She said she always

wanted to know what her children were domg in school and wanted them to do well. She
began helping in the classroom once a week with art projects and sharmg songs and crafts
from her country.

She indicated that she was always happy to contribute food or customs

from Nicaragua and liked to be asked to participate in this way.

She said her daughter

would help her with these projects at home.

Eventually, Mrs. Diaz accepted the part-time Parent Liaison position at the school.
One of the reasons she was interested in becoming a Parent Liaison was to assist other
parents like herself who did not know how the American school system worked or how to

help their children. In this position, her duties included interacting with families associated
with the school.

These contacts were either imitiated by the school or by the family.

Many

of the families she assisted were Hispanic families, but were not limited to Hispanic

families. Her bilingual abilities benefited the school as well as the families with whom she
made contact.

Mrs. Diaz maintained a close relationship with the school, always keeping one eye on
her main concern--the education of her children--and the other on the well-being of all the
children at the school.

An example of this commitment was on the first day of summer

school. Mrs. Diaz brought her three children to the school and waited in the back of the
cafeteria as the principal called out the teachers and the students for each class. Mrs. Diaz
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knew all the teachers and was happy with her children’s summer school placements.

As

soon as her children left with their teachers, she assisted the principal with two students

who were displaced.

She walked them to their classrooms which she easily located. It

was apparent that Mrs. Diaz had become an integral part of this schoo] community and
easily moved within the school structure.

As part of her position as the school’s Parent Liaison, Mrs. Diaz made home visits. I
accompanied Mrs. Diaz on a home visit to a Hispanic family household.

This family

wanted to have their three children continue to attend the school even though they had
moved to another apartment and were considered outside of the school boundaries.
family we visited lived in a large apartment complex.

know many people.
many friends.
of the children.

The

The mother stated that they did not

She liked her old apartment complex better because the children had

There were family photos displayed throughout the living room, particularly
The rooms were sparsely furnished.

The woman welcomed us openly.

Two children were in attendance, a small daughter and a friend’s son.

This was the

second home visit Mrs. Diaz made with this family. In the previous contact, she was the
translator between the parent and the teacher at a conference/home visit. The new school
did not have an English as a Second Language (ESL)

program.

Consequently, the

family’s children would have to go to different schools and the mother did not want the
children to be separated.

Mrs. Diaz talked with her about the opportunity to have her

children continue placement in the original school if she had child care m a home near the
school.

She brought student placement paper work to the mother, read it to her mn

Spanish and walked her through the application process. Mrs. Diaz completed three
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separate application forms--one for each child.
care.

The only concern was the lack of child

Currently, the husband was driving the children to the school and picking them up

after school. Mrs. Diaz offered to have her grandmother watch the children in her home
after school, thereby assuring the continued placement of the children at the school.
mother was appreciative.

The

They would not continue to stay in their current apartment

when the lease expired and she did not want her children to go to another school for the
six months left in the lease.

Through the personal effort made by Mrs. Diaz, it appeared

the problem had a solution. Next, the woman talked with Mrs. Diaz about her telephone
bill. Mrs. Diaz told me that this family was in a situation that she had found many new

families that move from South America encounter. Family members place long distance
phone calls to their native country and do not realize the costs they incur.
monthly telephone bill was $1000.
company.

This woman’s

She and her husband had discussed it with the phone

They would be allowed to pay $100 a month for the next ten months.

Mrs.

Diaz talked with the woman about each line item, where the telephone call was placed,
when it was made, the number of minutes and the total cost of each phone call. She

appeared to understand the problem and was grateful for the explanation. Mrs. Diaz
explained that most families leave members behind and come to a country that is very
different.

Therefore, communication with their native country is mportant.

Mrs. Diaz maintained an important position within the school.

her capacity as Parent Liaison at school.
every child and adult she encountered.

I accompanied her m

She was greeted with a smile and a hello by
Each teacher she spoke with thanked her for her

attention to a matter and discussed further situations.
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She spent the majority of her day in

the library where the librarian had a list of students whose books were overdue and needed

to be returned before the close of school for the summer.

Mrs. Diaz easily recognized all

the Hispanic family names and said she would personally call the 15 families to let them
know of the overdue books.
or cannot read them.

She told me that many families do not read the library notes

She said that sometimes when she translates the notes into Spanish

they are not read by the parents because they are not literate in their own language.

She

indicated that schools are making progress by translating notes home, but they do not
realize that some Spanish people are illiterate in their own language, just as in America,
and are not capable of reading the correspondence.
the telephone and making personal contact.

results.

Mrs. Diaz found success by calling on

With this method, she almost always yields

She indicated that most families are unaware of the school’s concern about an

overdue book.

She said she has called about overdue books in the past and almost all the

books are found or the money is sent to replace the lost books.

The librarian expressed

her appreciation for Mrs. Diaz’s efforts and successful results in this area. Mrs. Diaz said
that when she followed through for teachers on any matters, whether by telephone or
through a home visit, she gets results.

She said that personal follow through, however, is

needed. Without this personal contact, many families remain unaware of school concerns.
She has found when she calls about pot luck dinners, school parties etc. contributions are

always given willingly.

She met with a teacher to discuss the food and clothes needs for a

family displaced because of a house fire. The assistant principal and office staff easily
recognize Mrs. Diaz when she comes to the school. They know her well and speak highly
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of her.

She has a mail box in the office which she checks daily for messages and

problems/concerms expressed by the staff or by families.
Mrs. Diaz not only helps other families but is very competent and knowledgeable

about the local school system.

She met with the transition/Head Start counselor to inquire

about enrolling her youngest child, her son, in the Head Start program.

The Head Start

counselor came to the house to bring an application. The counselor said their office was
expecting the application and a summer school position would be available for her son.
She brought the form to me and I faxed it to the Head Start office and the child was
admitted into the program that day.

Her expertise in contacting the correct personnel and

confidence in interacting professionally regarding her issues helped expedite the process
for her child.
Mrs. Diaz represented the school at a conference for parents and teachers involved in

the Transition Project.

She spoke to several hundred participants about her involvement

with her children’s school and the benefits and satisfaction she has received because of this
involvement.
accomplish.

The process was an evolution that took two years for Mrs. Diaz to
The ultimate motives for her assertiveness were the education of her children

and improvement of her ability to work within the system that educates her children.

After meeting with Mrs. Diaz in her capacity as a Parent Liaison, I attended a
community meeting in another neighborhood where Hispanic families meet regularly to
discus family concerns and to become informed about relevant issues.

The previous

month’s speaker was from the police department. For this meeting, personnel from the
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local school were invited to address the group.

The following is an observation of this

meeting:

The school personnel arrived at 6:30 p.m. (starting time for the meeting). At
approximately 6:50 p.m., several families arrived. Parents brought their children and
teenagers. Refreshments were available. The Parent Liaison walked around the room and
cordially met every family and talked eagerly with each person in attendance.

spoke Spanish or English as needed.

She easily

At 7:15 p.m., the organizer of the meeting asked the

two speakers to come forward and informally share information and answer questions.
The assistant principal and the teacher present were introduced and given a warm
welcome and round of applause.
summer school programs.

After her presentation, she asked if there were any questions.

There were none from the group.
Spanish.

The assistant principal talked about the school and

The teacher addressed the audience next and spoke in

It was evident that she had tried to practice her Spanish before the presentation.

The Parent Liaison assisted with words as she addressed the parents.

She received a

warm applause and there were smiles on all faces because she conversed m their native
language.

When asked if there were any questions for the teacher, no parents raised their

hands. Next, two Spanish-speaking school personnel spoke to the families (one from the
Transition office and one from Head Start.) Before long, parents began asking questions

and a lively dialogue was exchanged.

It appeared the families felt comfortable interacting

with the Spanish-speaking personnel.

During the mitial presentation, the parents were

information gatherers; however, when the Hispanic personnel gave their presentations, the
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audience became actively involved in the dialogue and meaningfully participated mn the
conversations to acquire information and to have their questions answered.
The importance of providing an emergency contact person and number with the school
was stressed by the Parent Liaison.

The Parent Liaison explained to me “that some

parents are afraid to ask if they can leave the home number where they work as a contact
for the school.” This she said was also true of people who had just found employment.
The parents feel uncomfortable receiving personal calls on the job because they feel it
projects a negative message to their employer.

In a Parent Outreach Town Meeting

conducted by the Fairfax County School Board, the Spanish speaking discussion group
listed as a top obstacle to parent involvement the work schedules, often of both parents.
Respondents explamed that when an hourly wage is received, missed hours represent

missed compensations; therefore, it is difficult to leave a job or be interrupted during work
hours.

The school personnel, however, restated the importance of having a name of a

contact person, which could be themselves or another person, who could be located in the
case of an emergency involving their child.
Also discussed at the community meeting was the issue of insurance. Parents were
encouraged by the Parent Liaison to buy school msurance im the event their children were
injured at school.

In this way, their children would have insurance coverage for the

medical expenses.

The Parent Liaison indicated that “some parents work in positions

where they are not offered insurance programs.”
buy school insurance for their children.
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Therefore, she encourages parents to

The parents inquired about kindergarten registration forms.

This was the first school

experience for some and they were not clear about the registration and the immunization
requirements.

They were told to go to the registration building where all the registration

requirements could be completed centrally and where Spanish speaking personnel would
be available to assist them.

The families were told their children would be given

immunizations, hearing screenings and school evaluations at this time. The families
appeared more comfortable after recerving this information.

Another issue discussed was the need for Parent Liaisons at the schools.

The group

was disappointed when told that a Parent Liaison position was not guaranteed for the
following years.

The parents inquired if they could write letters requesting the

continuation of this position.

The Head Start representative indicated that one letter from

each family was enough but “to write from the heart”. The Parent Liaison would like to
have a full time job at the school.

It was clear after watching her positive interactions with

both the families and the school personnel that she was a vital link between the school and

the families. When participants asked questions, they glanced at the Parent Liaison for
support and assistance.
for them.

They often asked her the questions m Spanish and she interpreted

The parents appeared comfortable with this way of asking questions aloud.

She said the families “call her at home all the time and that she knows every Hispanic
family at the school.”

She helped one young mother with a question and afterward

commented to me, “She is new, we need to help her with everything we can.”
The meeting lasted approximately two hours.
came to the meeting.

An equal number of men and women

The women asked the questions aloud.
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The setting was informal.

People stayed to visit after the formal portion was complete and talked for an additional
half hour.
I discussed the Hispanic community meeting with Mrs. Diaz and she indicated an
interest in learning about this process.

She hoped to attend a meeting of this nature to

learn of ways to start such meetings in her neighborhood.

The Parent Liaisons within the

school district meet regularly to discuss current issues and ideas.
Barriers:
Language:

The inability to communicate in the English language presented itself as

the first and foremost barrier.

Initially, the parents relied on their children for school

communication; therefore, messages were retold through the children’s understanding of

the system.

Translated school notes provided adequate written information but at first

Mrs. Diaz was not able to communicate verbally with most school personnel.

Mrs. Diaz

could not verbally interact with the teacher of her children; however, she was able to
communicate with a small segment of the school system, the Spanish speaking school

personnel. Without this initial form of communication with people who spoke the same
language, Mrs. Diaz would have been limited in her ability to progress further in the

development of a relationship between home and school. Mrs. Diaz appreciated the
written messages in Spanish that were posted around the school.

signs assisted her in locating the office and various rooms.

She indicated that these

Hence, the school’s efforts to

communicate verbally and in writing in the language of the parents proved effective in

allowing Mrs. Diaz to become more imvolved and eventually to develop a positive
relationship with the classroom teacher and the school im general.
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While Mrs. Diaz appreciated the school’s efforts at written and verbal communication,
she felt that initially the school’s nonverbal communication process had a negative impact
on her confidence.

Often, people would not acknowledge her.

might have discontinued efforts to interact with the school.

A less assertive parent

The nonverbal school contacts

(e.g., smiles, waves, nods, greetings, etc.) are often the first form of communication
parents encounter.

A reliance on this type of contact is magnified when there is not an

understanding of the language. Unintentional, negative, nonverbal communication from
the school can set back the progress of even the most confident parent.
Mrs. Diaz’ most important links to the school for communicating were, first, her

children and, secondly, Spanish-speaking school personnel.
As Mrs. Diaz overcame the first hurdle of understanding the English language, her

confidence increased and she was able to move past her outside observer status to that of
an informed parent.

She was able to talk with the classroom teachers about her children’s

progress because school formation was received first hand.
Knowledge of School System:

The limited knowledge of the school system was the

second barrier the Diaz family imitially experienced.

This family was required to trust the

American school system and the educational process provided for their children.

This

confidence in the system was developed early for Mrs. Diaz because her family had placed
a high value on education.

She said that “her parents always believed her teachers when

she was in school and did not like to receive notes from school.”

Initially, Mrs. Diaz was

unaware of the programs that were available to her children. As she became more
proficient in English, she learned more about the school’s programs.
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She continued to

trust the classrooms teachers but slowly became more knowledgeable about her children’s
school lives. The Head Start program and her willingness to become involved led to Mrs.
Diaz’s success in developing a relationship with, originally, the classroom and, eventually,
the school.

SUMMARY
Mrs. Diaz’s present relationship with school personnel, the teachers, staff members
and the administration is open, enthusiastic and formative.

She confidently interacts at

the school on a daily basis. She currently performs three roles within this school. First as
a parent, second as a staff member and, lastly, as an advocate for the school families,

particularly the Hispanic families.
In her role as a parent, Mrs. Diaz now interacts with assertiveness and confidence.

She is involved in every aspect of her children’s schooling. Mrs. Diaz knows all the
teachers and has a relationship with her children’s teacher that is professional yet personal.

Now she participates within the school setting, rather than as an outsider. Initially, she
was not able to develop a relationship with her children’s teachers because of a language
barrier.

Determined to learn about her children’s school life, Mrs. Diaz became proficient

in English and soon became involved in her children’s classrooms. Her involvement began
slowly but blossomed to include, not only her children’s classrooms several years later, but
also her interactions with other families within the school.

As a parent, Mrs. Diaz worked

with determination to establish a relationship with her children’s teachers and to become

knowledgeable about their schooling.
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Her second role as a Parent Liaison evolved over a two-year period during which Mrs.
Diaz attempted to learn about her children’s classroom, primarily as a volunteer in her

younger daughter’s Head Start class. As Mrs. Diaz learned to speak English, she became
confident in her abilities to work within the school setting.

She not only learned to speak

and read English, but she recognized that her bilingual abilities were an asset.

this asset, she became a link for other Hispanic families and the school.

Utilizing

She empathized

with other families who were experiencing problems similar to the ones she encountered
while recognizing the need of the school to utilize people who were able to communicate
in Spanish.

In her position as the school’s Parent Liaison, Mrs. Diaz is treated

professionally and respectfully by the school staff. The teachers rely on her to provide
solutions to problems the families encounter.

and recommendations.
asked.

The teachers respect and trust her decisions

The office staff automatically recites her telephone number when

Clearly, Mrs. Diaz is an mtegral member of the school team.

Mrs. Diaz’s success in developing a productive relationship with the school can be
attributed to: (1) the efforts of the educational system to interact with families that do

not speak English, and (2) Mrs. Diaz’s persistence and determination to learn about and
support her children’s education.

Her third role is as an advocate within the school community.
she demonstrates authority, strength and knowledge.

During these contacts,

She empathizes with families

regarding the obstacles and complications they experience.

She is a resource for others

and in this capacity positively mteracts with both school personnel and families.
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Mrs. Diaz is a sound example of a parent who transitioned through the stages that
Joyce Epstein (1987) describes as important steps for parents as they become involved in

their children’s education.
Epstein’s most fundamental phase of parent involvement is Basic Obligations of
Parents.

This involves parenting or child-rearing responsibilities which

Mrs. Diaz readily

provided for her family.

The second level is School-to-Home Communications (Informmg parents about the
school and their children.) While this process was initially difficult for Mrs. Diaz, it
became less burdensome as she became proficient in the English language.

She became

involved in the only way she was able, through communicating with her children about
school events.

The third level is Parent Involvement at the School. Initially Mrs. Diaz did not know
or understand the resources available to her. Once she enrolled her youngest child in the
Head Start program, she felt welcome to come to her child’s classroom.

She was able to

discuss her child’s progress and compare her daughter’s abilities with those of the other
students.

Through determination and persistence, she was able to become an advocate for

her children.
The fourth stage,

Parental Involvement in Learning Activities at Home, was exhibited

by Mrs. Diaz as she listened to the teacher when she volunteered in the classroom.

Then

she was able to reinforce these skills with her daughter at home.
The last stage, Parents’ Roles n Governance and Advocacy, clearly described Mrs.
Diaz’s involvement.

She felt the need to reach out to other families who were
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experiencing the same frustrations she did as a new, non-English speaking parent.

She

became a Parent Liaison and in this role was able to work and help others and soon
became informed about the larger school system and educational programs in general.
Mrs. Diaz became empowered, she hoped to empower other parents.
a familiar language provided the first lnk for many new parents.

As

A friendly voice in

The barriers Mrs. Diaz

experienced were tured into positive opportunities to provide meaningful, practical

support for new families.
Her level of involvement increased with each successive school year.

She was

reinforced by her experiences with the school and by her commitment to help her children
and other families.

Henderson, Marburger & Ooms (1986) also noted that critical levels

of parent involvement involve reaching out to other families. Mrs. Diaz was able to rise to
this level because of her commitment.
her family.

Her role indirectly touched many children outside

This phenomena simultaneously occurred while she maintained her

commitment to raismg a family, caring for an elderly family member and providing the sole
financial support of her family.

The strength of this woman, resolution to her family and

perseverance were apparent throughout my experiences with her.
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Case study #2
Family Background
Family Number Two has four members:
and four.

a father, mother, and two sons, ages eight

The mother and father were born in Saigon, Vietnam and immigrated to this

country from Cambodia.

The two sons were born in the United States.

Yan, told me of their plight in coming to the United States.

The father, Mr.

Mr. and Mrs. Yan lived in

Cambodia until 13 years ago. Before 1975, they went to school in Cambodia and were
satisfied with their education.

After 1975, they felt the school system was not desirable

and because they needed money, they left high school and found employment.

When

asked about his parents’ mvolvement in his education as a child, Mr. Yan related that

school “was the most important thing and that if the teacher sent a note home that was not
favorable you would get a spanking with a stick on the back of the legs.” Their parents
did not go to the school to talk with the teachers.

When she left school, Mrs. Yan sold ice

tea and cigarettes in the road to earn money.
Their existence became difficult in Cambodia, so they left for Thailand.

through the forest from Cambodia to their destination m Thailand.

They walked

They stayed in camps

in the forest with five other people. They finally arrived in Thailand and went to a refugee
camp.

Mr. Yan said that “the best days were when they saw the government trucks with

UNHCA on the side because that meant they would receive food and supplies.” He said
the Red Cross was also there to administer to the people who needed them.
was taken inside a building and interviewed.

One day he

He was asked by a government official, “In

what country would you like to live?” Mr. Yan said, “America!”
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Mrs. Yan and he

completed doctor’s checkups and subsequently boarded an airplane to America.

He said

that a man of his faith from Pennsylvania sponsored ten people and they were fortunate to

be selected. They moved from Pennsylvania to Washington to joi a friend who owned a
Vietnamese restaurant.

He worked in the restaurant as a cook, but eventually left the

restaurant because he did not like being a cook and chose to work in retail.

The family currently lives in a metropolitan area which is densely populated with
families from Cambodia, Vietnam and the Philippines. Mrs. Yan works on a factory
assembly line making wireless cable.

She feels her job is not secure because her manager

regularly announces that all the workers may not be needed in the future. She has been
employed at this location for several years and considers herselfa loyal, capable employee.
Mr. Yan is not currently employed, therefore, Mrs. Yan’s salary is their source of income.
He said he is, “looking for a new career.” His ambition is to take courses in camera repair
and own a camera repair shop.

He goes to garage sales and pawn shops to buy broken

cameras and fixes them for practice.
working with small parts.

He feels he is competent in this area and enjoys

Mr. Yan said they “own two cars and keep them insured and

maintained because it is important to be able to get around.”
The family lives in an apartment on the subground level.
furnished with a table, four chairs and a television.

The rooms were sparsely

When I visited, the boys played on the

floor while Mrs. and Mr. Yan and I talked at the kitchen table.

Interruptions or

misbehaviors by the two boys were reprimanded verbally by Mr. Yan. He told the boys,
“You must be good, this is the teacher.”

They had books and workbooks on the table

that the older boy worked on throughout the summer.
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Mr. Yan answered most inquiries

during our interview.

Mrs. Yan responded when I asked her a question directly.

both spoke English that was not difficult to understand.
so they could understand me.

They

However, I had to speak slowly

Mr. Yan writes English fluently and speaks five languages.

Chinese and Vietnamese are the languages most often spoken at home.
Until recently, the family sent the children to a baby-sitter before and after school.
Because of this arrangement, the older son went to a school near the baby-sitter’s home

instead of near their apartment.

The parents were happy with the school and attended

school functions such as open houses and school programs.

Recently, this family changed

daycare providers and their son transferred to a school in another county.

This family was

part of the Transition Project for seven of the nine months of the previous school year and
had been in the program since its inception.

The parents did not realize that their child

would be removed from the program once he moved out of the county. Their awareness
of the school structure and its programs is minimal.

The family changed childcare

arrangements because Mr. Yan, who is not employed, was able to care for his younger son
at home.

Because of this change, they were no longer able to receive an exemption for

student placement at their current school and were required to transfer their son to the

school nearest their residence.
Their son generally recerved Gs (Good) in language arts and math but the teachers and
parents agreed that he needed to lear to control his behavior.

On “Your Child’s

Adjustment to School” rating scale (Civitan International Research Center), Mr. Yan rated
“remind verbally” as the most effective method for parents to help their child do well in
school

and “discuss the value of education” as the second best method.
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The third most

effective procedure Mr. Yan felt was to “provide a learning environment.”

Mr. Yan

mentioned to me that, “His son does not get along well with other children.” He

disclosed that at first his son could not speak English and did not know how to gain the
attention of other children so he would hit them.

In a class of 18 students, Mr. Yan said

that 17 would not play with his son. He said his son would ask other children if they
would be his friend and they would say “No.”

In a discussion with his current teacher, I

learned that she felt their son was learning to cooperate with other children. He had just
joined a team sport and his teacher felt this proved helpful for him.

She was disappointed

that the family relocated because he had made considerable progress during the year.

Mr.

Yan felt that his son could learn anything and said he “picked up things very easily.”
On the “Parenting Dimensions Inventory (Slater, Power, 1987), Mr. Yan indicated
that it is “Quite descriptive of him” to not allow his child to get angry with him.

He also

felt strongly that his child should be encouraged to do things better than other children.
He stated as “Quite Descriptive of Me” that he let his child know how ashamed and
disappointed he 1s when he misbehaves and that he expects his son to be grateful to his

parents and appreciative of the advantages he has. He also indicated that it was highly
descriptive of him to follow through on discipline for his child. On the Social Skills Rating
System (Gresham & Elliott, 1990), Mr. Yan noted that while it is important to him, his

son never keeps his room clean and neat without bemg reminded. He remarked that his
son never controls his temper when arguing with other children or ends disagreements

calmly even though it is critical to Mr. Yan that he do so. He said that his son never
responds appropriately to teasmg from friends or relatives.
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Mr. and Mrs. Yan were concerned about the education of their younger boy.
that he needed to begin school to get help with his English.
enrolling him in a Head Start program.

They felt

We discussed the option of

Throughout our conversation about daycare

and/or preschool options, Mr. Yan asked, “Do we have to pay?”

They were eager to

learn about any services that were available to them including summer programs, but
finances were also a consideration.

The school the child attended has a population of approximately 715

students.

The

ethnic diversity is as follows: Asian 26 percent, Hispanic 41 percent, Black 6 percent, and
White 24 percent.

This school emphasizes the arts and sciences and has a large English as

a Second Language program.

Forty-five percent of the students are on the free and

reduced lunch program.
Family Observations:
Contacts with the Yan family included:

family interviews, home visits, school/county

office visits, teacher mterviews, and telephone discussions.

Mr. Yan and I discussed the possibility of enrolling his younger son in a Head Start
program.

He did not realize his younger son was now eligible to attend Head Start. He

was eager to learn how to complete the procedures required to make this a reality. I
accompanied Mr. Yan

to the district school offices to enroll his son m this program.

arrived at his apartment where Mr. Yan and the two boys were waiting for me.

I

When we

arrived at the county office, we also inquired about employment opportunities for Mr.
Yan.

He would like to work in the schools.

He was given an application to complete and

was told that his ability to speak and write in five different languages would be an asset to
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a school.

He would like to find a job with the county government because of the benefits.

We spoke with a Head Start counselor and discovered that Mr. Yan’s apartment borders

two counties and that we needed to enroll in another office. We found the office and
again completed the application forms.

Mr. Yan brought his son’s birth certificate and

immunization records which expedited the process. We again requested job application
forms.

The Head Start office said that Mr. Yan’s son would be placed on the waiting list

for admission into the program and that his chances of acceptance soon were favorable.
This younger son does not speak English and Mr. Yan felt that he needs to begin his
education soon so that he “will do well in kindergarten.” He said he would be happy to

come to his son’s classroom and help the teacher. When we left the building after many
_ hours of persistent effort , Mr. Yan told me, “This must be my luckies day because I found
you to help me.”

This declaration demonstrated to me that he has the desire to participate

in the education of his children, but that he finds the myriad of procedures overwhelming.
Having someone within the system who is knowledgeable and persistent assisted this
family in reaching a goal.

Mr. Yan did not understand the resources that were available to

him.
During an interview I conducted with his older son’s teacher,

she acknowledged that

she was disappointed to see this student move to another school so close to the end of the
year.

She felt that he had made considerable progress this year and was performing well

academically.

On an Academic Competence survey, the teacher completed (Civitan

International Research Center), she rated his overall academic performance as in the
highest 10 percent of the class and rated his overall classroom behavior as in the Middle
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40 percent. Ranked in the Highest 20 percent were his overall motivation, parental
encouragement and intellectual functioning.

In a survey he completed (Reid & Landesman

1988) he indicated that he likes school a lot and that he “sort of tries hard” at school.
noted that doing well in school was very important to him and to his parents.

He

He said that

he “sort of gets along with other children at school.” On the Social Skills Rating System
(Parent Form Gresham & Elliott 1990) administered this year, Mr. Yan felt that

“sometimes” his son fights with others, acts sad or depressed, appears lonely, disobeys
rules or requests, talks back to adults when corrected, 1s easily distracted and has temper
tantrums.

He noted that “very often” his son gets angry.

When asked about parental involvement during conferences, his teacher related to me
that she felt comfortable conducting home or telephone conferences when a family was
unable to attend.

The teacher said she felt the way to make school conferences more

efficient was to meet the parents prior to the conference day so the participants could

focus on a discussion of the child’s progress during the conference.

She makes telephone

contact with the parents she does not meet at open houses or school orientations..

She

believed that many parents are mtimidated by the school atmosphere and because of this
fact, she always begins her conferences with positive comments about the student.

In her

opinion, parents feel the comments given by the teacher reflect on them personally,

therefore, to build a good relationship the conference must begin positively.
In the Parent Survey (Parent Outreach Town Meeting, Fairfax County School Board),

items listed as barriers to parental involvement were “feelings of mtimidation, don’t feel
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welcomed/appreciated, dread walking into the school, and the school tends to
communicate only bad news/behaviors.”

The teacher also indicated that while sending home weekly folders with student work
is one form of parental communication she utilizes, she recognizes that not all families are
able to read or understand all the correspondence.
parents learn to read English with their children.

She mentioned that some of her
She encourages parents to come to the

classroom to watch and leam about their child im the classroom.

She indicated that not

many parents utilize this option.
Barriers:
Knowledge of available resources:
limited knowledge of available resources.

The most dominant barrier for this family was
Many successful programs are being offered

throughout the schools; however, the conduit for reaching some families can be laden with
roadblocks.

Language was not a dominant barrier for this family, but lack of knowledge

was. Without knowledge of the available resources, they did not know how to access
assistance for behavioral,

medical, or early academic assistance.

School-to-Home Communication:

The school personnel who visited Mr. Yan’s

home were perceived by Mr. Yan as “teachers” who were there to talk about his son’s
progress.

My conversations with this family generally mcluded questions asked by me

followed by responses with polite nods of the head. Mr. and Mrs. Yan were gracious and
respectful to me. They were appreciative that I came to their home. This family’s
relationship with the school was not mteractive. The relationship between the teacher and
Mr. Yan was one of parent versus authority figure. Mr. Yan said he had a great deal of
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respect for his son’s teachers.
two-way dialogue.

Conferences, Mr. Yan told me, generally did not include

The dialogue was teacher generated; information was shared with the

parent. The teacher was not a recipient of information im these situations because Mr. Yan
preferred to listen to the information provided for him about his son’s progress.
purpose for Mr. Yan’s contacts with the school was to learn about his son.

The

This family’s

involvement was directly related to their child and his school experiences. Mr. Yan
indicated that it was important for him to hear what the teacher(s) told him.

He said

when he and his wife attended conferences, it was important for them to know the skills
needed to practice with their son for him to improve.

This was an opportunity for

information gathering by the parents. If there was a problem, they wanted to know how
to help solve it.

Communication rarely was initiated from the home.

Mr. Yan said he did

not write notes to the teacher but that he did read the information his son brought home
from school.

Mr. Yan appeared to trust the teachers and the school personnel with whom

his son worked.
son.

He returned my phone calls and was eager to meet with me to discuss his

I did not feel that he always understood me but he rarely said, “What” or “Pardon

me.”

He would try to concentrate on what I was saying.

Only at one point, did he ask

me to speak slowly so he could better understand me.
Because this family decided to remove their son from the child care provider they
utilized, their son was not eligible for continued placement m the Transition Project, was
not able to attend summer school and had to quit his team sports.

What appeared to be a

minor change in child care provisions, caused a major transition for the older son.
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Commuting:

Another barrier was long distance commuting to school.

The family

did not live near the school and relied on the daycare provider (who did not speak English)
or their son to provide information about programs and events.

Because of the long

distance they lived from the school, returning to the school for evening events was more
difficult.

Their involvement was limited to a passive role of audience or observer at school

events in which their son participated.
Support System:

This family chose to limit their contacts within the school to

interactions with the teachers of their son.

The family attended parent conferences and

open houses, but, they were outside observers and not directly involved within the school
system.

Mr. Yan did not appear interested in social opportunities offered at the school.

Distance may not be confined to just the miles traveled but also to the limited contact
made by parents with children who attend school outside of their residential location.
Mr. Yan did not seek a support system and appeared to function independently of school

resources.
In a Fairfax County Parent Outreach Town Meeting (1995) I attended, parents of
children in the schools stated that the most productive components of the town meeting
were “hearing the concerms of other parents, hearing a diversity of viewpoints, sharing
ideas, listening to the perspectives of parents from other cultures, and expressing your

ideas to someone who could make a difference.” These comments present the potential
benefits families can receive from brainstorming, bonding and developing relationships
with other school families.

The Yan family did not mteract with other school families;

hence, they often were isolated from school information.

The grandparents to these boys remained in the their native country, therefore, the
parents, daycare provider, and the teachers were the significant adults for these boys.

No

extended family members live in this country, hence, a narrowly defined support system
exists for the children as well as the family.
Limited Material Resources:
available for their sons.
from school.

This family had limited home educational materials

The resources were generally restricted to those materials brought

The older son checked books out at the school library.

Stimulation for

educational pursuits appeared to include the television and resources brought from school.
The family saved many of the assignments and work papers the son had completed in

school. The son used an mcomplete journal from the previous year for writing practice.
The parents appeared to highly value school work brought from the classroom and utilized
it for future lessons and home practice.

The resources

such as adult attention, personal

interest, intense mvolvement, persistence, continuity over time, and intimacy were visible
in this family.

These are components that Coleman (1987) believes can be achieved

without entering the school but rather through the home base.

These attributes should be

enhanced, however, through support provided to them by other families, school programs
and school personnel.

The Yan family did not access these resources.

This family’s

knowledge of how to be mvolved in their children’s education was mtuitively based on
prior personal experiences.

Mr. Yan shared with me that his father was authoritarian and

placed a great importance on education.

school to acquire knowledge.
was unfamiliar for the family.

This family developed a relationship with the

To interact personally or socially within the school system

SUMMARY:
This account of a family who survived a pilgrimage through Cambodia to a refugee

camp in Thailand and finally to America is one of inspiration and determination. Mr. and
Mrs. Yan overcame existence in a war-tom country and were exhilarated to move to

America over thirteen years ago. They left family members behind in their country and
started a new life.
They appreciate the educational system in this country and feel respectful and
confident with their son’s teachers.

The teacher is held in high esteem by this family as I

noted in several discussions I had with Mr. Yan.

Mr. Yan interacted most often with the

school system because Mrs. Yan was employed during the day and watched her younger
son while Mr. Yan attended conferences.

Mr. Yan demonstrates confidence, deference

and courtesy when interacting with school personnel. During contacts with the school, his
main focus is to acquire knowledge about his son and to learn how to assist him to
improve.

This family places a high value on the education of their sons.

Mr. and Mrs.

Yan disclosed that they would like their boys to be lawyers, doctors or engineers.

They

indicated that it is important to them that the boys work hard and do well m school.
Mr. Yan is the disciplinarian in the family and appears to be firm in his verbal reprimands.
He indicated that his parents used the switch when necessary but that he preferred to
discipline his boys verbally.

On teacher surveys and in personal interviews, teachers

mentioned that Mr. and Mrs. Yan’s son had difficulty controlling his temper and getting

along with other students. The teachers have talked with the family about his misbehavior.
Mr. and Mrs. Yan know that he has problems when he is angry and said they are working
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with him to improve.

They did not reveal what they were doing to change this behavior.

They said that the younger boy is much quieter and more passive than his older brother.
During a lengthy Head Start application process, Mr. Yan did not waver in his
conviction to enroll his younger son in the program.

Completing the forms required

considerable commitment on his part, but he persevered in his attempts.

He commented

to me that he wanted his son “to learn English like his older brother did because it helped
him in school.” It did not appear that Mr. Yan volunteered during his older son’s Head
Start experience because he was not certain what skills they learned but he did know the

program was beneficial.
Mr. and Mrs. Yan generally did not initiate contacts with school personnel.

However,

they attended meetings when asked to do so. While Mr. Yan said his contacts were
generally one-way conversations, he appeared to prefer this format because he was able to
learn about his son’s work and progress.

Mr. Yan is currently unemployed but continually seeks resources for possible
positions.

He reads the classified section of the paper and has ambitions of opening a

camera repair shop.

When I talked with school personnel in front of him about his bi-

lnngual abilities he was modest and reticent.
was the norm for him.

Speaking and writing five different languages

His ability to compute mentally m math when we were calculating

his wife’s wages was astounding.

Mr. Yan did not appear to appreciate his own skills.

Mr. Yan appears to be the head of his household.
parents he generally responded to the questions. When

During conversations with both
Mr. Yan converses with school

personnel, he allows them to dommant the interactions. During our contacts, I noticed
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that he is a listener; he receives and processes information instead of contributing to the
conversation.
This family continually aspires to improve.

As they become more knowledgeable

about the American school system, they will better be able to assist their sons.

For now,

they may not be able to provide their sons with material educational resources at home
(e.g., computers, copious reading materials, math games, etc.) but they are able to provide

them with an abundance of encouragement, support and direction that Coleman (1987)
defines as “social capital.”

They value education and the educational system.

These

attributes are being instilled in their sons and hopefully will reap enormous dividends.
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Case study #3
Family Background:
Family Number Three includes a mother, father, two sons, ages eight and ten, and a

grown daughter.

This African-American family relocated from a large Midwestem,

metropolitan area located near the husband’s family. Durimg this time, Mrs. Smith stayed
at home with the children.

Mrs. Smith did not like the neighborhood where they lived

because teen-agers intimidated others and gunshots were fired throughout the day and
night.

The parents did not allow their sons to play outside for fear of myury.

wanted to move but her husband was reluctant.

Mrs. Smith

They eventually decided to move to their

current location and now live with Mrs. Smith’s sister and her family.

Mrs. Smith indicated that five adults and seven children live in the household.

This

includes the five members of Mrs. Smith’s family and the seven people in Mrs. Smith’s
sister’s family.

Her sister’s family mcludes her husband, three sons,

and anew-bom child.

an adult daughter

They live in a single-story, three-bedroom home located between

the school and a major highway.

The highway is lined by shopping centers, apartment

complexes and restaurants and connects a metropolitan area with the suburbs. The
neighborhood has approximately 50 homes.

Mrs. Smith considers this a temporary living

situation for her family until they find housing of their own.

Mrs. Smith and her sister

have always been competitive. Mrs. Smith told me that her mother thinks she should be
working harder to live on her own.
housing as it becomes available.

She is mterested in applying for federally funded

Mrs. Smith is not happy with her situation.

Mrs. Smith is

reluctant to talk with her mother because she always inquires when she will “get on her

own.”

As a child, her parents often compared the sisters. When I asked whom she has for

support, she replied that she has a good friend with whom she works.

They do not get

together as often as she would like because they live far away and both are very busy.
Mrs. Smith found employment with the government stocking shelves and operating the
cash register at a retail facility on a military installation.

It was not difficult to be hired for

this position because she worked as a teen-ager on military imstallations.
public transportation for commuting to work.

She relies on

The bus system is adequate for her because

it is dependable and the connection is close to her home.

She said it is a 20 mmute

commute each way.

Her husband is not employed at this time; however, he has done

construction work.

Mrs. Smith indicated these jobs paid well but were temporary.

Mr. Smith noted on a family interview ( Civitan International Research Center)
conducted when his younger son was in Kindergarten, that the hopes/goals for his children
were:

“get an education, be able to take care of self, be respectful and well-respected and

to be Christian.” He felt that the special strengths and positive qualities in his family were:
“unity, understanding, supportive of each other.” He would like to see the following areas
regarding his family improved:

“financial security for ourselves and kids, to always be able

to provide for the family.” On the Family Resource Scale (Lee, Dunist, 1985) of the same
survey, Mr. Smith indicated that a good job for himself or spouse, medical care for the

family and time to be by himself were “sometimes adequate” (on a scale of Not At All
Adequate to Almost Always Adequate).

He noted that travel/vacation was “seldom

adequate” and that food, house, money to buy necessities, enough clothes, heat,
plumbing/water, money to pay months bills were “Almost Always Adequate.”
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Mrs. Smith noted on a similar survey administered the following year (Civitan
International Research Center) that her son receives “Needs Improvement” grades on his
report card, but she responded that he does like to read and draw.

She has noticed that

her son has a hard time focusing on tasks, gets excited very easily and, mn his excitement,

can not be understood.

Mrs. Smith felt an important strategy for helping children adjust to

first grade is to “become active in their schoolwork and to ask questions.” The method
she thinks is most effective for helping children do well in school is “Help the child” while
the second and third most important techniques are “Show Interest” and “Encourage

Leaming.” The least effective strategy she stated was to “Punish or threaten.” She felt
her own elementary school experiences were positive, that her parents placed a great deal
of importance on education and that they helped her with her school work.

Her father

“helped with speech problems” and her mother “helped in class.” Mrs. Smith talks with

her children daily about school; participates m school activities “less than monthly and is
not able to volunteer m school because of her employment.”

Mrs. Smith indicated on the

Social Skills Rating System (Gresham & Elliott, 1990) that her son makes friends easily
and shows interest in a variety of things but that he does not always put away toys, nor

does he invite others to their home and “does not avoid situations that are likely to result
in trouble.”

She also mentioned that he does not control his temper when arguing with

other children or use time appropriately.

On the Parenting Dimensions Inventory (Slater,

Power, 1987), Mrs. Smith noted as “Quite Descriptive of Me” that she has little difficulty
sticking with her rules for her child even when close relative are there, that once she
decides how to deal with a misbehavior of her child, she follows through on it, and that
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once a family rule has been made, it should be strictly enforced without exception.
noted (Neighborhood Scales:

She

Furstenberg, Cook, Eccles, Elder, Sameroff, 1990) that her

neighborhood is not close-knit and she agreed that there were adults around that the
children could look up to.

She felt that the students’ chances of graduating from high

school were “very high” and “in the middle” for completing college while she rated the
chances “very low” for finding a stable, well-paying job as an adult.
Mrs. Smith learned about school activities from her sister who was the president of the
school’s Parent Teacher Association.

Mrs. Smith attended open houses, student

performances, lunch/breakfasts and parent conferences when there was not a conflict with
her work schedule.

The family walks to a nearby center to shop (about four blocks) for the food and
supplies they need.

When Mrs. Smith goes to the grocery store, her sons accompany her.

She brings the shopping cart home and her older son returns it to the shopping center.
She shops and assists with the household tasks on her day off from work.

attending to these tasks, she spends time alone in her bedroom.
books and often reads during this time.

When she is not

She likes to read mystery

Her day off from her job is during the week when

the children are m school.

As part of the Teacher Questionnaire (Civitan International Research Center), the
kindergarten teacher said that Mrs. Smith’s son “very often” controls his temper, invites
others to join in activities, uses free time in an acceptable way, finishes class assignments
and makes friends easily.

She said he “very often” follows directions and attends to

mstructions.
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The first grade teacher, however, indicated that Mrs. Smith’s son was a possible
candidate for Attention Deficient Disorder.
in the following areas:

The teacher in first grade rated him as “never”

controlling his temper m conflict situations with peers; responding

appropriately to peer pressure; inviting others to joint in activities; using free time m an
acceptable way; finishing class assignments within time limits; making friends easily;
producing correct schoolwork; following directions; keeping desk clean and neat;
attending to structions; or moving quietly from one classroom activity to another.

She

indicated that when compared with other classmates, his overall academic performance is
in the “middle 40 percent.” His overall motivation, parental encouragement and classroom
behavior are in the lowest 10 percent as compared to classmates.

He is in the “highest 20

percent” in intellectual functioning.
In comparing the child’s feelings about school from kindergarten and first grade (Reid

& Landesman, 1988), this student m kindergarten liked school, thought his school work
was great, tried hard, and said he got along great with his teacher and other children.

During his first grade year, he said he “did not like school and that his school work was
not very good.” He said it was “sort of important” for him to do well in school and that
he does try very hard. He noted that he did not get along with his teacher and that he
“sort of” got along well with other children.

The first grade teacher indicated that this

student was capable of high-level academic performance but that his appropriate

behavior and inability to function interfered with his progress as the work became more
difficult and he was required to read or compute in math.
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Under the School Climate Survey, this teacher “strongly disagreed” that parents m

general attend school meetings and other activities, that most people in the community
help the school or that community attendance at school meetings and programs is good.
The school the children attend is ethnically-diverse with approximately 400 students.
The school is designated a Special Needs school due to the low academic scores, percent
of students on free/reduced lunch assistance, and the mobility rate.

The school initiates

numerous creative programs such as writing labs for children, public speaking seminars
and pre-testmg workshops.
Family Observations
Contacts with this family mcluded family interviews, home visits, observation of
teacher conferences, teacher interviews, discussions with Transition counselors,
observation of home visit with counselor, telephone discussions, observations of
classroom teachers and discussions with family members.
During a parent conference initiated by the classroom teacher, Mrs. Smith was
informed that there were indications that her son had behavior problems of a child who has
Attention Deficit Disorder.

The teacher asked questions to which Mrs. Smith responded

in short answer format usually with a nod of the head or a “yes” or “no.” Her body
language throughout the conference appeared to be negative.

Mrs. Smith’s expression

was solemn, her arms were folded across her chest and she leaned back in the student’s

chair away from the teacher.

The teacher sat im the teacher chair behind the reading table.

This was the second attempt by the teacher to confer with Mrs. Smith about her son. Mrs.
Smith canceled the first conference because her son was ill.
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The teacher, who is in her second year of teaching,
around the table.
Smith’s son.

politely introduced the people

She shared with Mrs. Smith behavior she observed regarding Mrs.

The teacher said, “Your son is not making the grades he should be earning

and I’m not getting much work.”

She told of the behavior she observed in the classroom

that led her to the recommendation that Mrs. Smith investigate the possibility that her son
had Attention Deficit Disorder (ADD).

She shared materials on ADD with Mrs. Smith.

The relationship between the teacher and the parent appeared to be a polite, but reserved,
one.

The conference was generally a one-way conversation with the teacher maintaining

control and disclosing information.
parent were observed.

Minimal interactions between the teacher and the

The conference lasted approximately ten minutes at which time the

teacher asked Mrs. Smith if she had questions.

Another portion of this conference involved contact with the school’s reading teacher.
She sat in a student’s chair as the parent did and sat close to Mrs. Smith.

She looked

directly at this mother when asking questions and began sentences with a question.
you noticed this at home?”
form of questioning

“Does he seem to have trouble concentrating at home?”

“Have
This

elicited responses from Mrs. Smith regarding her perception of the

problems seen at school.

During this time, the conversation was two-way in which

information was passed and given between partners. Mrs. Smith’s body language changed
somewhat in that she sat up straighter and did not cross her arms. The teacher was
persistent in her questioning to encourage Mrs. Smith to continue responding.
did not smile during either discussion with the teachers.

Mrs. Smith

This reading teacher shared

examples of student work with Mrs. Smith and told her that, “He is not making the
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progress that he should. ”

Mrs. Smith became more responsive by nodding her head at

times and looking directly at this teacher.
not directly at the teacher.

Originally she had looked around the room and

The reading teacher provided recommendations and invited

Mrs. Smith to come to her office for further information.

They left to go to her office.

The classroom teacher commented to me that the reading teacher was very skilled at

working with parents and that she is a role model for others.
Barriers:
- Time:

Time is a dominant barrier for this family.

This family lives with other adults

and family members so organization of schedules and activities is complex.
time available for mteractions with the school is minimal.

of five adults within one household is complex.

The amount of

Organizing the work schedules

Child care duties are shared by all adults;

however, the large number of family members in one household causes conditions in which
solitude is difficult to experience. The complexity of nontraditional work schedules leaves
little time for interaction with the schools. When the communication involves a problem
area, this adds to the parental feelings of frustration.
Different Opinions of Priorities:

The classroom teachers felt that Mrs. Smith’s sons

possible attention deficit disorder was a priority issue.

However, when joined with other

family issues, student misbehavior in the classroom may not be the foremost priority for

the family.

The father’s employment status, the desire for different living

accommodations and the relationships with family members were issues Mrs. Smith
believed were important.

A divergence of priorities as perceived by the parent and teacher

can become a barrier that is difficult to alleviate. In this relationship, the parent was
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initially unresponsive to the teacher’s evaluation of a problem area.

This parent’s

unresponsiveness might be perceived negatively and could lead to frustration or apathy on

the part of a teacher. Mrs. Smith appeared to become more responsive when she was
shown empathy and encouragement.
Intimidation:

Intimidation, while not perceived by the school as such, is a barrier

that may be perceived by parents because of prior personal experiences.
discern the school as a hostile, threatening environment.

Some may

Nonattendance outweighs the

benefits of attendance to some families. The teacher explained to me that Mrs. Smith
rarely attended conferences and that repeated telephone calls were required before she

would attend. Mrs. Smith said that she did not feel comfortable in the school.

While the

school appears to be inviting families to come to school activities, parents, from their
perspective, may not feel personally mvited, thus, may not attend.

The message some

parents may send to the school is that they don’t care, when in fact they don’t feel
confident in school settings and find it difficult to step out of their comfort zone into an

area in which they are not familiar.
When the messages from school to home are about poor academic, social or
behavioral performance, parents often feel personally responsible and assume the message
reflects on their parenting skills. While it is the school’s responsibility to communicate this
message, the format can be threatening to parents.

This is particularly true if a cohesive,

positive relationship does not already exist between the home and school. In responses to
questions regarding barriers to parental involvement, parent groups, in a Parent Outreach
town meeting I attended (Fairfax County School Board, 1995), indicated that
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“communication of only bad news was an obstacle toward positive feelings about the
school.” Parents believed they needed to hear the information about problems but did not
want this to be the only communication from the teacher.

Transportation:

Lack of transportation was an obstacle for this family. While

finding transportation to and from the place of employment was not difficult, commuting
to the doctor, dentist, recreational facilities, shopping centers, etc. was limited to public
transportation or walking. Difficulty transporting to a doctor’s or dentist’s office
precluded regular medical appointments for the children. The classroom teacher’s request
to further investigate the younger son’s possible attention deficit disorder with a doctor
was a simple request in the teacher’s opinion; however, the logistics of accomplishing this

request were difficult for this family due to lack of transportation. Participation in youth
or adult activities which requires transportation (sports teams, library trips, classes, etc.) is
limited.

This family relied on activities provided at the school or through the school

(which is in walking distance) for their children.

The school’s playground, basketball

court and soccer fields were a source of unorganized recreation for these children and
many of the children in the neighborhood.
Knowledge of Social Services:

Lack of knowledge of social services was a deterrent.

Mrs. Smith was interested in recetving housing mformation.

Through the Transition

counselor, this formation was provided to her (as was transportation to the housing
office) and she was able to go to the district housmg office on the first day of the month

to apply for accommodations.

While Mrs. Smith was reluctant to receive help from
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outside sources, once she trusted the school personnel who were there to assist, she was
open and willing to work to achieve her goal of finding her own living accommodations.

SUMMARY
This family is a nuclear family that lives with extended family members.

They

relocated from a Northwestern city where gunshots were heard during the night and drugs

were prevalent. Mrs. Smith wanted to relocate because she did not want her sons to live
in this environment.

They subsequently moved to an eastern metropolitan area to join her

sister and her family.
household.

Currently, five adults and seven children live in her sister’s

Mrs. Smith is not happy with these living accommodations and would like to

investigate housing opportunities in a nearby location. Mrs. Smith is employed full time at
a military mstallation and Mr. Smith works in temporary positions.
Mrs. Smith’s demeanor, when I first contacted her, was one of reluctance and
resistance.

The classroom teacher previously indicated that Mrs. Smith preferred to

conduct the required home visits at school rather than at home.
year, the home visits had not been completed.

By the end of the school

The teacher commented that she had

made several attempts to visit with Mrs. Smith .
Mrs. Smith was not enthusiastic about meeting with me.
we had scheduled.

She canceled two meetings

However, when we were able to meet and complete the family

interview, Mrs. Smith was candid about her comments and courteous to me.
assumes the responsibilities of mother, sister, daughter, spouse, and employee.
commented that she “does what she has to do each day.”

Mrs. Smith
She

She did not relate these

responsibilities as overly burdensome, but rather considered these a part of her daily life.
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When asked what she does for herself; she had a difficult time finding an answer.

While

she did not show enthusiasm or animation during our interviews, she did not complain or
respond negatively about her multiple responsibilities.

On another occasion, I waited in the driveway of her home for several hours hoping to
complete a scheduled meeting.

When Mrs. Smith arrived home, she was busy putting

away groceries, and preferred not to meet with me.

She indicated that she had not

received my message to meet on this day and really was not interested in meeting with
“any of us.” I shared with her how I believed this program ccould be beneficial for her
son.

She said to call her later.

I subsequently telephoned her to schedule a time to meet

when her children were in summer school.
Transition counselor attending this meeting.

We also discussed the possibility of a
She had not been visited by a Transition

counselor during this year. When I contacted the assigned counselor, it was apparent that
Mrs. Smith’s name had slipped between the cracks.

The Transition counselor was

perplexed by this oversight but was anxious to meet with the family.

It was a possibility

the child had changed school locations and this caused the confusion.

I indicated that

Mrs. Smith would like to change living accommodations but it was difficult for her to find
transportation to the office for the monthly application process.

The counselor indicated

that she would personally drive her to the next monthly sign-up session.
After this uncomfortable interaction with her, I realized that the previous meetings
were not beneficial to Mrs. Smith.

for this already busy person.
meetings.

Meeting with the teachers was another responsibility

She did not expect to receive personal benefits from these

Once Mrs. Smith realized that the school personnel were there to assist her she
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was more trusting and accommodating.

When I told her that the counselor would insure

her attendance at the housing office, she responded, “They would do that?” Until this
time, meetings were intrusive to her overwhelming schedule.
Relationships were beginning to form.

mind.

The old adage, “Try and try again.” comes to

This parent was approachable and cared deeply about the education of her children.

Trust was not automatic but Mrs. Smith was willing to continue, one more time, because
of her concern for the welfare of her children.

Mrs. Smith demonstrates daily that she is a

strong, resolute and vulnerable spouse, daughter, sister, employee and mother.
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Case study #4:
Family Background:
The last household, family Number Four, includes a grandmother, three male children

ages eight through eleven and one five year old female child. The children’s greatgrandmother lives nearby and shares the parenting responsibilities.

The family (Caucasian)

resides in a neighborhood composed of several hundred trailers. There are many children
in this neighborhood with whom the children play.
The
students.

children go to the neighborhood school.

This school has approximately 500

The ethnic student percentages are: African-American-30 percent; Caucasian-

30 percent; Hispanic-25 percent; and Asian-15 percent. The number of students that
qualify and participate m the free/reduced lunch program is 43 percent of the total number
of students m the school.

The academic testing scores generally fall below the average of

the county school system.

Because of the school’s free/reduced lunch percentages, the

low test scores and diversity of the ethnic population, it is designated a Special Needs

school at the district level. This designation provides additional allocations which include
Chapter I remedial services for readmg/math and grant money utilized for after-school
student tutoring as well as for programs initiated by the staff to meet the students’ diverse
needs.
Mrs. Jones, the grandmother, has had custody of the children for five years.

She was

awarded custody in court when the father (her son) requested that she care for the

children. Their mother did not seek custody and their father is not able to care for them.
The grandmother’s employment, as an appointment secretary with a photographic studio,
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provides the income for this family.
$1000.

Their average monthly income is between $800 and

When the grandmother works, the children are supervised by the great-

grandmother, who lives in a nearby trailer. Mrs. Jones relies on the city bus for
transportation to work.

The bus schedule and pickup locations are convenient for her.

Mrs. Jones grew up in a family where she was the oldest of nme children. Her father,
who was one of twelve children, built the house in which they grew up. Mrs. Jones
indicated that the land and the home are worth a considerable amount of money now.

She

said her father worked hard his whole life. Mrs. Jones also mentioned that he only had an
eighth grade education because he had to quit to work.
The grandmother and great-grandmother attend conferences and school functions
together because the great-grandmother drives the grandmother.

Both women share the

childrearing tasks and are interested in the progress of the children. They shared their
opinions frankly and honestly during school conferences and meetings with the principal.
When the older boys were in the Head Start program, the grandmother and greatgrandmother attended Head Start meetings and particularly enjoyed completing craft

projects with the children. Mrs. Jones said that the school works to find a convenient time
to have parent conferences because she can only attend at night or on Mondays.

On

Sundays the family tries to relax.
The grandmother acknowledged that she had difficulty working with her grandson’s
teacher during the current school year.

She felt her grandson did not like school and that

the teacher and he did not have a good relationship.
an appointment to discuss the problems.

She called the principal to schedule

She said that after this meeting between the
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principal, the teacher, the great-grandmother and herself, the relationship between her

grandson and the teacher seemed to improve somewhat.

She said she did not feel

intimidated to call the principal when she had a problem.

She felt the principal listened to

her concerns and tried to work to solve the problems.
The child participating in the Transition project is eight years old. He is the youngest
of three boys and has a younger sister who is five years old.

He recently was placed in

the Learning Disabilities classroom for a portion of the school day.
In a recent family interview with the grandmother, she said she believed that her
grandson had an “attitude problem” prior to entering kindergarten.
or spank him when he displayed this attitude.

She would talk to him

The student’s highlights of the school year

were when he was student of the day and when he had his class birthday party.

When

asked what she would have done differently, Mrs. Jones responded that she would have
been more involved but could not due to work.

Mrs. Jones acknowledged that during her

schooling years her parents helped her with school work “quite a bit” but they were not
involved with the school] or classroom.

Mrs. Jones was “quite satisfied” with her

experiences and relationships with her classmates when she was in school.

She wished

that Head Start was available when her son was growing up because he had problems and

could have benefited from the program.
The grandmother listed the following goals for her grandson: (1) to be the best he can
be, (2) to pursue his interest in mammals, and (3) to take care of himself.

She indicated

that the special strengths she likes in her family are that they “work together and believe in

God, love, and prayer.”

She said the goals her family has for improvement are in the area
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of “constant bickering and better communication.”

The grandmother indicated a lack of

money was a problem and that there was not money to save.

When asked what Mrs.

Jones has done to promote positive experiences or to solve problems, she responded, “Try
to explain to the kids that times are tough but they are loved and have a safe place to live.
That good things will come when times get better.

They do get what they need.”

In a 1994 (Civitan International Research Center) survey, the child indicated that he

was happy in school and that he liked school a lot. He recorded that his schoolwork was
great, that he tried very hard and that school was very important to him. He responded
that he gets along great with his teacher and other children and that his teacher was very

good at helping him learn new things. The teacher rated him “very high” in all categories
of interest, cooperation, comprehension, and enjoyment of tasks.

On the Social Skills Rating System (Gresham & Elliott-1990), Mrs. Jones noted that
he “never:” keeps his room clean and neat without bemg reminded, shows interest in a
variety of things, puts away toys, answers the phone appropriately, controls temper when

arguing with other children, controls temper in conflict situations with her or responds
appropriately to teasing from friends.
On the Parenting Dimensions Inventory (Slater, Power- 1987), Mrs. Jones noted that

“Highly Descriptive of Her” were the following: There are times I just don’t have the
energy to make my child behave as he should; I think a child should be encouraged to do
things better than other children; My child and I have warm mtimate moments together; I
encourage my child to express his opmions; I make sure my child knows that I appreciate
what he tries to accomplish; I believe that most children change their minds so frequently
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that it is hard to take their opinions seriously; I believe that once a family rule has been
made, it should be strictly enforced without exception and I never threaten my child with a

punishment unless I am sure I will carry it out.
Mrs. Jones felt (Neighborhood Scales Furstenbert, Cook, Eccles, Eler, Sameroff1990) that her neighbors have similar views about how to raise children and that hers is a

close knit neighborhood.

She “Strongly Disagreed” that there were a lot of adults around

for her children to emulate.

She responded that she agreed that people in the

neighborhood gossip too much and that her family would be better off if neighbors stuck
to their own business.

She replied that the children in the neighborhood had a very high

chance of graduation from high school and high chance of finding a stable, well-paying
job.
The followmg year, in May of 1995, the student’s answers to the same questions were

lower in all categories. He did not like school very much and said that his school work is
‘sort of good and ‘sort of’ important to his parents and to him.
hard at school but only
his classmates.
things.

He said he still tries very

‘sort of’ gets along with his teacher and does not get along with

He answered that his teacher is not too good at helping him learn new

The examiner rated him ‘Very High or High’ m mterest, cooperation and

comprehension and ‘Medium’ for enjoyment of tasks. Mrs. Jones senses her grandchild is

bored with school and, thus, initiates aggressive situations with other children. On the
School Climate Survey (Keiley, Glover, Keefe, Halderson, Sorenson & Speth, 1986),
Mrs. Jones agreed that the teachers in the school like their students and are willing to help

students but she did not feel that they treated each student as an individual or understood
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the needs of each student.

She remarked that parents and members of the community

attend school meetings, that most people in the community help the school in some way
and that community attendance at school meetings and programs was good.
The teacher’s ranking of the Social Skill Rating System (Gresham, Elliott, 1990)

denotes she finds it critical that her students: Use free time in a acceptable way, respond
appropriately to peer pressure, follow directions and istructions, get along with people
who are different, and respond appropriately when pushed or hit. The teacher ranked
Mrs. Jones’ grandson in the lowest 10 percent in all categories of academic functioning,
motivation, parental encouragement and overall classroom behavior.
that he “never:”

She acknowledged

controls his temper; responds appropriately to peer pressure or teasing;

finishes classwork; makes friends easily; uses times appropriately; cooperates with peers;
keeps desk clean; attends to instructions or transitions easily; or gets along with people
who are different.

The previous year’s teacher ranked this child as “sometimes” rather

than “never” on the above-mentioned items.
Family Observations
Contacts with this family mcluded family interviews, observation of school conference,
discussions with the great-grandmother, a teacher mterview and school observations.

During a school conference involving the teacher, the grandmother and great
grandmother,

the teacher was forthright with her observations of this student, saying:

made up packets for your child to take home and he has not returned them. He has been
using a lot of profanity. You know the word he is saying.” The grandmother indicated
that she “puts red pepper in his mouth or smacks him m the mouth” when she hears him
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“1

use profanity.

She said her grandson knows that the teacher can’t do anything to him.

Mrs. Jones said the teacher could put him in the comer but the teacher responded that she
could not do that.

Her grandson says he is bored with school.

knows right from wrong.”

Mrs. Jones said, “he

The teacher suggested her grandson call home when he

misbehaved in school and tell the grandmother about the incident. Mrs. Jones agreed with
this recommendation.

The grandmother and the great-grandmother spoke candidly of the

child’s problems and behavior at home and in school. The conference was lively, filled
with honest, straightforward dialogue equally distributed among the teacher and the

grandparents.

The participants were comfortable and confident with this format because

they had developed a relationship with the teacher throughout the year.
The grandmother hoped the following school year would yield a better relationship
between the teacher and her grandson.
his teacher in kindergarten.

She indicated that he did not have difficulty with

Mrs. Jones told the teacher that the boys would not be

coming to summer school because they did not want to go to school all year.

She enrolled

them in a recreation program during the summer.
The children are responsible for completing their homework at their great-

grandmother’s house before they watch television. Mrs. Jones’s brother also helps with
the child care at the great-grandmother’s home when Mrs. Jones is working.

Mrs. Jones happily met with me during her dinner hour at work.

She talked openly

and eagerly about her family and the hardships and frustrations she experiences daily in
trying to raise a second family. She candidly discussed the children’s problems and did not
deny their weaknesses but proudly smiled when she recetved a compliment about her
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grandchildren or herself:

She knows she is strict with them but said that they are active

and boisterous.

Mrs. Jones easily converses with people.
with others.

She is open and eager m her conversations

She welcomed and accepted me within a few minutes of our meeting and

eagerly talked about her family and herself.

She handles situations with the children and

does not rely on other people to handle her problems.

She appreciates the special

programs that are offered at the school such as lunch-cost assistance, after-school
tutoring, field trips and programs.
She is determined to provide her family with the values and foundation she learned
growing up. Her family is her major focus and priority during this time in her life when
she anticipated she would have independence.

She does not resent this change in

circumstances but acknowledges it candidly.
Barriers:
Work:

Mrs. Jones provides the livelihood for the four children.

The family relies on

this income for their support, therefore, her employment is a necessity.

She is raising her

son’s family, so the income that she anticipated was adequate to support herself, is utilized
to support her family of five. Mrs. Jones’s mother provides child care for the children; this
assistance helps with the family expenses.

While Mrs. Jones is actively interested in her

grandchildren’s education, she is not able to participate at functions and school events that
occur at night.

On her day off, which is Monday, she said she is willing to go to the

school if needed and has done so in the past when the children were m Head Start.
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She

relies on the children’s great-grandmother to provide the environment the children require
to complete their homework.
She has maintained her work schedule for eleven years and believes that the company

relies on her to keep these hours because of her ability to contact chents during the early
evening hours.

Transportation:

Transportation is a barrier for Mrs. Jones because she is required to

use public transportation or rely on her mother.

While her transportation routine 1s

adequate for her job, she is not independent in her ability to shop, transport the children or
run errands.

The children play in their neighborhood or areas within walking distance

from their home.
Family Crisis:
children.

Mrs. Jones assumed the responsibility of raising her son’s four

This responsibility came when “she thought she was finished raising children.”

She said her mother and she both married early and raised their families when they were

very young.

She said she “tries to provide for her family and raise them in a Christian

household “ but she said she does feel exhausted at times and frustrated when things don’t

go well. She said the three boys fight often and cause the house to be loud and chaotic.
Assertive interactions:

Mrs. Jones is not intimidated by school officials and would

contact higher authorities if she deemed it necessary.

Her involvement with the schools

generally includes discussions with classroom teachers regarding problem areas.

She said

she “works hard to find solutions.” Teachers believe they can be frank in their discussions
with Mrs. Jones and her mother.

She willingly listens to the comments of teachers, admits

to her grandchildren’s weaknesses and is not defensive m her responses.

109

She would like

school personnel to be more assertive in the way they discipline her grandchildren.

Her

methods and philosophy of discipline differ from that of the schools.
Support system:

Mrs. Jones has a limited span of support.

She does not appear to

have an extended support system of people to whom she can rely on for assistance.

older than the other employees with whom she works.
workers and usually reads during her dinner hour.

She is

She rarely communicates with co-

She said a normal day for her involves

preparing the children for school, cleaning the house, shopping and preparing herself for

work.

She arrives home at approximately ten o’clock each evening.
SUMMARY

Mrs. Jones, the children’s paternal grandmother, is the head of this household.

She

has assumed the custodial responsibility of raising her son’s four children for the past five
years.

Her mother, the children’s great-grandmother, assists with child care when Mrs.

Jones works at her afternoon and evening job.

Mrs. J ones is a single grandparent and

maintains the household and family responsibilities alone.

The children call her mother.

Mrs. Jones’s relationship with the classroom teacher is charged with frank
conversation when they interact.
during a parent conference.

The teacher discussed her youngest grandson’s progress

The dialogue was filled with comments that indicated the

teacher and the grandmother had a relationship where problems were discussed openly.

The teacher and grandparent often laughed in their conversations.
to develop a plan for misbehavior at school.

They worked together

The teacher considered his misbehavior

unacceptable and wanted to work with Mrs. Jones to eradicate the problem. Mrs. Jones
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was open in her acceptance of this declaration by the teacher.

She often agreed with the

teacher’s assessment but believes she is unable to solve the problem.
The children’s great-grandmother appears to be a significant adult m this family.
Jones and her mother equally interact with the classroom teacher.
school is limited to occasional attendance at school functions.

Mrs.

Their participation at

However, they provide

support and encouragement for the children at home through their determination to raise
three active boys and one girl.
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Cross-Case Analysis
The four families were selected based on their participation in the Transition project
currently ongoing at Virginia Polytechnic Institute. In an effort to learn about families
present in the nearby school sector, four different ethnic groups were selected (i.e.,
African-American, Asian, Caucasian, Hispanic.)

Perspectives of parents from different

backgrounds were gathered in an attempt to add vividness and variability to the research.
Each family’s account was unique and informative.

The study of these families

revealed the parallels as well as differences regarding barriers within these households.
Similarities:

|The following similarities emerged for all four of the families studied:

1. Commitment
The members of all the families are committed to the success of their children; where
education, if not the first priority, is a daily focus.
important status m the households.

The children im these families hold

The education of each child is an important

component which is addressed in a variety of ways on a daily basis. These methods varied
from discussing the school day, to assisting with homework and reading of
correspondence from school. Each home relied on the materials or mstructions given by
the teacher and assisted with the follow-through at home.

Generally, educational

opportunities at home were not parent-generated but were extensions of activities
assigned at school.

Parental responsibilities commonly included enforcement of

completion of these assignments.
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2. Irregular communication with the school
Three (i.e., Smith, Jones, Yan) of the four families did not communicate regularly with
the teacher nor did they interact frequently with any school personnel.

However, they

were willing to support the teacher by encouraging completion of home assignments and
providing adequate environments for home study.

All four families did not fully

understand the curriculum or daily schedules of their children but were willing to assist at
home if asked.

For the most part, this assistance included two concepts the parents

remembered from their schooling experiences: (1) help with homework and (2) practice
of spellmg words. All families said they try to assist the teacher at home but do not
always know what to do or what guidelines the teacher wants them to follow.
3. Trust
The four families respected the school process and trusted the teacher.

While one of

the families felt confident in challenging the school process when the parents believed it
was in the best mterest of their child, generally the families did not question school
authority, but conformed to the expectations and roles given to them by the school system.
They complied with school requirements and mteracted when imstructed.

This school-to-

home communication was primarily written instead of verbal. Examples of this were the
returning of report cards, signing of permission slips and marking of daily/weekly
behavioral or academic reports, etc. This mteraction mcluded formal as well as informal

communication regarding the common denommator that existed between the school and
home--the student. The methods utilized by the school to keep parents informed appeared
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adequate to these parents.

None of the parents said that the school rarely contacted or

communicated with them.
4. Minimal Home-to-School Communication

Face-to-face communications with the schools for the four families differed. Three of
the families’ face-to-face interactions were generally mitiated by the school system for
reporting of student progress (conferences)

or informing the parents of the curriculum or

classroom procedures (open houses, orientations, etc.)

was infrequent or nonexistent.

Home-to-school communication

Of the three households, the mother m case study number

one interacted at a more intense level with the school system.

She was an important

member of the school organization in the capacity of family advocate.
5. School-Initiated Communication

Interactions usually were initiated by the school system, more specifically by the
classroom teacher.

Three of the four families waited to be invited to the school.

When

invited, they tried to attend functions, but were not always successful due to work
commitments or reluctance.

When an occasion for a formal mteraction occurred, the

parents participated but were not involved in two-way dialogue. These sessions involved
teachers imparting information to the parent about student progress or student concerns.
In the situations I observed, parents were polite, yet inactive, members.

This format

appeared comfortable and familiar for the parent and the teacher. Parents often do not
know what questions to ask and are afraid to ask the wrong questions.

It is a skillful

teacher and a confident parent who can mvoke a productive, nonthreatenmg conversation.
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6. Family Support Systems
Extended family members (aunts, uncles, and grandparents) provided the support for
three of these families.

The relatives’ roles were crucial to the success of daily existence.

The major assistance was in the area of childcare.

Each of these families relied on school

programs (e.g., summer school, Head Start or after-school tutoring) to provide academic
training, as well as childcare.

The family in case study number two did not have an

extended support system because their relatives lived in another country.

This family

relied primarily on their immediate family unit for nurture and support.
7. Strong Female Roles
Each household had women who were the primary support for the family (three of the
four husbands had been employed and currently were seeking employment opportunities

but at the time of the study were not employed), and the fourth family was headed by a
single, employed grandmother.

The mothers in these situations projected a strong

commitment to the survival of the family unit.

from the conversations.
provide for their children.

Their personal sacrifices were apparent

They considered employment important because they needed to
One mother hoped to participate in additional training/courses

to find employment as a teacher. The other mothers were satisfied with their positions
because the work was reliable and the mcome was steady.
8. Educational Values

All of the parents talked of their aspirations for their children. Each wanted the
children to complete high school and attend college. Parents in two of the households
discussed the possibility of their child becommg a doctor or a lawyer.
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The families did not

know specifically where they would be in five years but expected to have jobs and places
of their own.
Barriers:
The barriers the families experienced in their interactions with the school proved to be
similar, also.

However, the intensity or depth of the obstacles differed with each family.

The following barriers existed in all the households:
1. Time

The complexity of schedules left little time for interaction within the family or with the
school.

Each family attempted to provide a nightly schedule that allowed for dinner,

homework, family time, and preparation for bed. In one family, these activities were
provided by the great-grandmother because the grandmother (who was the primary
caregiver) was employed during the evening hours.

In the remaining three households,

both parents were available to provide and share the responsibilities of these events, but
the stress of the day’s happenings coupled with household responsibilities for large
families, left parents with limited energy for family connections.
2. Work
The women im all the families were employed.

One mother held two part-time

positions. All the mothers relied on their income to provide the basic necessities for their
families: therefore, staying at home was not considered an option.

Work in this category

not only involves employment outside the home but also mcludes the household and
parenting responsibilities required of the women m the studies.
there was limited time for personal pursuits or relaxation.
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The mothers stated that

None of the mothers expressed

a desire to quit working but each said she desired private or quiet time on occasion.

Each

said her household is active and busy.
2. Barrier of knowledge of resources
Three of the four families accepted the status quo of their children’s education.

They

trusted the educational process and did not become involved unless invited to become
involved.

They relied on the school to inform them of programs or activities available to

them. They did not seek the information, often because they “did not know what they did
not know.” Three of the families were not aware of programs available to their children
prior to their schooling years. One grandmother mdicated that she wished Head Start was
available when her children were little. Each stated that they leamed about other
programs through Head Start and the Transition project.
speak English felt the most restricted by this barrier.

The two families who did not

The unfamiliarity with the American

school system aided in their frustration and required more trust on their part.

Simple

programs (e.g. summer school, free or reduced lunch programs, field trips, Boy or Girl
Scouts, picture day, kindergarten registration, after-school care, etc.) were unfamiliar.
Notices sent home to encourage attendance went unheeded because the program was not
defined to the family.

At times, children were able to describe the program to the parents;

however, this can be difficult for the very young child.

While communication of

resources and programs inside the school can often be manageable, communication of
resources within a district or county can be mcomprehensible.

For example, the family

from Vietnam wanted to enroll their younger child, who did not speak English, in the

Head Start program.

The father did not know whom to call to begin but was eventually
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able to complete the process once he found resource personnel who could guide him
through the process.

Hispanic parents discussed their frustrations with kindergarten

registration and completion of application forms.

Simple tasks are made difficult when

language and knowledge are barriers. The mother in family number one was able to
overcome her lack of knowledge of the American school system by working one day at a

time to first walk through the schoolhouse door, then to integrate into the classroom and
finally to become an integral part of the local school.
4. Limited support systems
Three of the four communicated regularly with extended families’ members; however,
interactions outside of these family members provided limited support.

Families did not

rely on assistance from formal institutions such as the school system (even when it was
offered), but rather looked to their families for assistance and help with their
responsibilities.
5. Lack of Confidence Interacting with School Personnel

None of the parents felt sufficiently confident communicating with school personnel.
To the families, the school was the authority.

They were somewhat intimidated talking

with the teacher on a one-to-one basis and felt more comfortable in a large setting such as
an informal short visit to the classroom (to bring cupcakes or treats) or as an audience for
a classroom performance.

Open houses, parent/teacher conferences, and orientations are

opportunities for the school to communicate with parents. While these programs are
important, they can cause apprehension for unsure parents.
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6. Language
The Yan and Diaz families experienced difficulty communicating with the school
because of minimal understanding of English.

During conferences where an

understanding of the English language was not apparent, conversations were conducted in
simplistic language.

Meaningful dialogue must be planned (often with the assistance of an

interpreter) before in-depth discussions about student progress or concerns can occur.

This type of interaction can be time consuming for the parent and the teacher and requires
a greater investment by each.

Understanding the educational language of the school

system also proved difficult for these families.

Educational jargon that is unfamiliar to

parents is as much a barrier as one based on the lack of a common spoken language.
The obstacles presented all lead to meffective communication between the home and

school.

This cross-case analysis presents the barriers and similarities that all the families

under study faced.
m Chapter V.

Defining and categorizing barriers that have emerged will be included

Recommendations also will be provided for eliminating these barriers

within the home and the school..
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Chapter V
Conclusions and Recommendations
In this chapter, categories of barriers are presented to assist schools recognize the
different types of barriers that may be present as homes and schools interact.
Recommendations also are provided for developing a parental mvolvement program that

incorporates the educational environment of the home as its basic component.
This case study uncovered barriers which occurred during home and school
interactions.

For the reader to understand the depth and nature of these obstructions, the

following categories of barriers have been developed:
1. Tangible Barriers

2. Intangible Barriers and
3.

Institutional Barriers

Tangible Barriers
Tangible barriers are clearly visible and prevent initial contacts between the home and
school from occurrmg.

Examples of arriers found in this category are limited English

proficiency (language), child care responsibilities, transportation restrictions, and
employment schedules. Every school has tangible barriers particular to its environment.
For example, transportation limitations may be a barrier for families in one school while
parents’ work schedules may be a dominant obstacle m another. These barriers reflect the
nature of the school and families withm each setting.
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Examples of tangible barriers that emerged in my studies were:

(1) A family’s work

schedule which precluded attendance at a meeting; (2) an inability of either the teacher or
the parent to understand the language of the other; and (3) a lack of child care
accommodations.

The custodial grandmother, Mrs. Jones, worked at night and was rarely

able to attend the school events of her four grandchildren..
absence at these activities.

She expressed guilt about her

Mrs. Diaz was insecure about her limited English-speaking

abilities. Initially, she did not talk with the teacher and avoided conferences and other
school contacts for this reason.

The Yan family canceled conferences with the teacher

on several occasions because the younger sibling was sleeping or ill and required care at
home.

The family noted that it was important for them to stay at home when a child was

sick.
In this classification of barriers, no contact occurs, hence, a relationship was not able
to be formed.

Misperceptions may be formed by the schools regarding reasons for

nonattendance by families experiencing this type of barrier. When the parents and school
personnel discuss the restrictions or limitations experienced by families, often these type of
barriers can be easily rectified.

Examples of solutions for Type I, Tangible barriers could

be flexibility in school activities, interpreters, and child care provisions at school.
Intangible Barriers
Intangible barriers are messages conveyed during mteractions, which limit the

potential for positive or successful teractions.
readily apparent or easily observed.

Intangible or subtle barriers are not

Often these barriers are unmtentional but they can

have an impact on relationships. Examples of these types of teacher-mitiated intangible
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barriers observed during my research were:

(1) dominant/passive seating arrangements;

(2) one-way dialogue; (3) negative body language; (4) wavering eye contact; (5) abrupt
closure; (6) minimal enlisting behaviors; (7) imbalance of positive and negative comments;
and (8) hurried pace of conference.

Parent-initiated intangible barriers were:

(1) non-responsiveness during conferences; (2) minimal eye contact with the teacher;

(3) arms folded across the chest; (4) single-word responses without further explanations;
and (5) defensive comments.

Schools need to analyze these situations.

Careful

observation of these interactions is required to identify and remove these barriers.
Institutional Barriers

Institutional barriers are behaviors and operational rules which traditionally exist
within the institutions, and which are considered normative to members of the institution.
Examples of these types of obstacles observed in the school were: (1) impersonal
demeanor of front office personnel; (2) negative written messages communicated in the
school (“Stay off the grass;” “faculty members only may use this bathroom.”’); (3) abrupt
or authoritarian messages on answering machines; (4) newsletters that report rather than
share; and (5) tightly-scheduled conferences.

Parental behaviors include:

(1) repeated

nonattendance or cancellation at conferences/school events; (2) consistent negative
communication from home to school; and (3) noncompliance of routine requests for return
of correspondence.

This type of behavior serves as a barrier because it communicates

negative or insensitive motives to the recipient.

Each of the examples reported here

allows parents to infer a hostile attitude on the part of school personnel, or allow school
personnel to infer a lack of mterest on the part of parents.
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RECOMMENDATIONS:
Traditional definitions of parental involvement need realignment to include

investigation into the educational environment of the home.

The educational environment

should encompass school performance as well as home learnmg.

Academic, psychological

and physical activities present at home need to be assessed and valued as important
contributions to the total educational environment of the child. Examination of the home
paradigm is an essential component required for building productive, meaningful

relationships between the home and the school.
A parental involvement program should include a focus on the fundamental stages of relationship building between the home and school.
four levels:

The following framework focuses on

(1) residence, (2) entrance, (3) presence, and acceptance.

Each stage builds

on the success of preceding stages.
Residence:

Parental involvement programs should include school-oriented activities

which take place in the home.
The families under study in this research all participated in their children’s education to
varying degrees.

doing at home.

However, there was little communication about what families were

Often, school personnel perceived that minimal parental involvement was

occurring with each of these families.

This premise was based on a traditional definition of

parental involvement which included parents participating at the school.

families were involved in their children’s education.
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In reality, these

Their mvolvement occurred primarily

at home through encouragement, supervision and support of school-related activities and
requests.
School personnel often perceive parental involvement as parents attending school-wide
functions, volunteering in the classrooms, serving on parent/teacher committees,
supporting fund-raising events, and recetving information at teacher conferences.

School

personnel may feel that the families are not fulfilling this traditional role of parental
involvement and parents may feel guilty because they are not more active in their
children’s school.

In reality, a family may be considerably more involved in their

children’s education than the school assesses but this participation may be occurring at
home.

Examples of this home involvement found in my case studies were parents helping

students with their school assignments, encouraging reading, providing children with
school supplies, returning correspondence to school and driving children to the library and
school activities. While these may be considered primary functions of parenting, they need

to be considered and valued when defining parental mvolvement.

Most important,

however, is that these functions signify parental interest and desire to support their child’s
growth in school.

Parental mvolvement does occur at home and, in fact, often is the

primary place for imteraction between the home and school.

These ordinary events are, as

we saw in our case studies, vital components of parental participation and are not always

known by school personnel. This type of participation, when acknowledged by the home
and school, can be a springboard for future, positive communication.
can complement and build upon what is occurrmg at home.
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Proactive schools

The major point of the discussion, however, is that some parents can be incorrectly
judged to have a low level of involvement with their children’s education when im fact they
may be motivated to have a high level of involvement.

The fact that their involvement is

not expressed inside the school building may be a reflection of the need to overcome
barriers at the doors to the school and not a need to motivate these parents.
A summary of The Phi Delta Kappa Gallop Polls, 1969-1994 (Elam, 1994) noted that
of the one hundred changes considered over the past twenty five years, “Parents taking
more active part in educating their children” was listed as the number one most supported
change with 96 percent of the 1,993 respondents in favor of this change.

Parents generally

want to be involved in their children’s education and would like to know how to
communicate more effectively with their children at home when discussing educational
issues.
On the other hand, some parents may not be able to fulfill this fundamental educational

responsibility even though they sense its value.
at home is a signal for schools.

The lack of these rudimentary operations

When these basic procedures do not occur, schools can

be alerted to the need for intervention and prevention and can proactively target families
who are unable to deal with school communication.

Clearly, procedures for schools to

become aware of the way involvement is bemg carried out m the home is critical for
successful relationships.
Additionally, the traditional parent involvement paradigm needs to be broadened to

include home-based events as well as school-based events. The parents in these case
studies provided a very complex set of examples of the home-based aspect of involvement.
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Each parent wanted very much to support his or her child’s education (and they
communicated this to their child) but several of the parents were at a loss as to how to do

so. They admitted that they do not always understand what the teachers expect on
projects or assignments.

They said they would like to help their children but are not

always sure how they can be of assistance.

They explained that they usually did not ask

the teacher for clarification but rather tried the best they could to help on their own.
Clearly, this resulted in ineffective support for the children which teachers could easily

misinterpret as a lack of parental desire to help. But these parents made it clear that if
they were given directions and expectations they would and could try to increase their
participation.

Armed with the right tools for helpmg their children at home, the parents

could improve the quality of parent-teacher interactions and these interactions could
become more meaningful.
Therefore, as a first step, school personnel should go where the families feel most
comfortable:

the home.

The purpose of this contact should be to learn about the family in

order to discover the motivators for participation.
Developing a system for teachers to evaluate the home educational environment may
be intensive but should yield valuable school data. To facilitate discovery of the home
educational environment, teachers need to be trained in careful observation and

interviewing techniques.

This can be accomplished through surveys, personal interviews,

small group sessions and home visits. Possible questions to ask:
their children before and after school conferences?

(1) Do parents talk with

(2) Do parents and their children

discuss their report cards, weekly tests, etc? (3) What is the routine at home for
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completing homework assignments or preparing for the next day at school?

(4) Do

parents show support for the teachers and the school?
Entrance:

“Crossing the school threshold” where schools invite families inside.

Schools, along with establishing a home-based relationship, need to work on removing
the barriers at the schoolhouse door.
Crossing the “threshold” of the school can be difficult for many families.
insider poses a risk that many families find threatening.

Becoming an

Schools should not wait inside for

the parents to enter but step outside and encourage their entrance.
In this aspect of parental nvolvement, the goal is to open the door.

Invitations alone

are not sufficient. Receptions and welcomes should follow. Plans and procedures for
these events are imperative.
their apprehension.
less threatening.

Allowing the parents to interact at a simple level can alleviate

When a parent recognizes a friendly face at the doorway, the path is

The parent, hopefully, knows his or her child’s teacher.

that this person assist m the process.

It is imperative

Creative ways are required to encourage parents to

meet school personnel half way.
A conference can be a time of frustration and stress for the families and the schools.
An example of mvitmg parents during conferences might include preparing an “Open

House” atmosphere in a central location near each grade level.

Refreshments, classroom

videos, displays of student work during pre-conference times can provide a place for
parents to interact socially, to learn about the classrooms, and to wait for their scheduled
conference.

This pre-planning by several teachers can reap benefits for many parents. In

this way, the conference time is a subset of the whole process. Teachers often have to
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schedule parent conferences back-to-back; therefore, offering another activity that occurs
simultaneously allows parents to feel they mteracted more with the teachers.

In this way,

parents would not feel frustrated by the time constraints, and teachers could expand the
communication process to allow parents to learn about their child’s grade level in a social
atmosphere.

Other under-utilized resources for relationship building are the front-office personnel.
Once parents enter the front door of the school, the first people they encounter are the
front-office personnel.

communication.

This interaction should not be a missed opportunity for positive

One possible recommendation 1s to assign the office supervisor, or

someone skilled in communicating with visitors, as the Public Relations Liaison. The title
would demonstrate the importance placed on positive communication with visitors. No
extra funding would be required.

This title could be incorporated into the job description.

Training in a variety of communicating techniques could be offered to provide the liaison

with a repertoire of effective methods.
Parent Liaisons are often utilized by schools to serve as a conduit between school
personnel and families.

Schools define their needs and develop a job description for the

Parent Liaison which accommodates both the school and the home.

Often, Parent

Liaisons are bilingual and familiar with the home environment of families.

This person can

become an outreach resource and can fulfill a myriad of roles for school personnel as well
as for school families.

Encouraging families to come forward takes persistence, patience and commitment.
Not all attempts will be successful but change is generally achieved over time.
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Presence:

Parents’ presence in the school-as-a-community-center.

In historic times, as noted in the literature review of this study, the school was the

central location for a myriad of activities within the community.

Comer’s model (1987)

presented a school that successfully acted as the community center. A variety of events
occurred under the roof of the school, which allowed the community members to interact
and socialize.
the school?

This atmosphere can be reproduced in this model.

How parent-friendly is

Words on a bathroom door that say, “faculty use only,” while intended to

target student audiences, could intimidate a parent. What ordinary facilities are available
in schools for parents use?. What is the intent of the parents’ presence in the school and
what provisions are available? Outside observers to the school can ascertain the
relationship parents have with the school by noticing the resources made available for

parents.
Schools and families should collectively determine the role parents inside the schools

can assume.

Again, fundamental concepts should be addressed. Within this framework

the critical aspect of this interaction can be “presence.” Are there opportunities for
parents to be present in the school m nontraditional ways?

The inviting of parents to

utilize the facilities as a respite, a social connection, or a resource area can be explored.
The Transition Project attempts to link successful practices that are present in Head Start

with practices within the schools. One of the successful components of Head Start is the
unrestricted opportunity for parents to enter the facility. This notion may not always be
viable within an elementary school, however, unless there is a room available for use by

parents where there are no restrictions. While parents may not feel confident to assist in
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the classroom, they may welcome the opportunity to spend time interacting socially with
other parents during the school day in a nonrestrictive environment.

Again, presence is

the parent’s ability to enter the school without barriers and interact in ways that provide
minimal risk to them.

In the Transition Project, teachers were asked to describe the “parent room” in their
school.

Teachers suggested filling the room with parenting and “how to” books.

Parents

who used these rooms, on the other hand, said they would most like to have a telephone
which may be an amenity missing in their homes.
Parents might be given a name tag that distinguishes them as “Very Important People”

within the school. These tags could be assigned to all parents and would allow parents
direct access to the “parent room.”

The community-center philosophy might be a first step i opening the doors to the
families within the school.

Welcoming their presence without restrictions can be an

mnovative beginning.
Acceptance:

The school and home domains accept the expertise of the other and

provide equal input.

Acceptance is the ability of people to appreciate the opmions, values and differences of
others.

Mutual acceptance by home and school is an ideal worth achieving.

accepting the risk of allowing parents to enter their domain may be difficult.
entering the school also may be intimidatmg.

Schools
Parents

Comfort is an important term within this

parameter.
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One way to achieve this comfort is to ensure that communication exists within this
prototype.

Communication requires a balance.

Two-way, productive conversation is one

recommendation for an atmosphere of acceptance.
The interactions I observed in the case studies generally were school-initiated and
school-dominated.

While vital information was disseminated during these contacts, the

data flow was from school to home.

The direction of the communication needs to be

equally balanced between the home and the school.

Two-way versus one-way

communication can lead to knowledge gathered from both participants.

While the school

might initiate the contact, the actual conversation should ensure opportunities for both

parties to contribute. Interactive dialogue allows both parties to recetve and transmit
information.

Problem solving needs to be achieved through consensus.

Teachers, who are the experts in the school domain, need to accept the expertise that
parents bring from the home domain.

The reverse is also true; parents should accept the

information teachers provide from their domain.

During the conferences I observed,

minimal opportunity for feedback from parents was elicited.

The format generally

followed a prescribed guideline of one-way communication from school to home.

If

teachers and parents can learn to accept as valuable what the others bring to the
relationship; an opportunity for a greater “whole” exists.
A possible solution for one-way versus two-way communication is trammg.

Since

teachers are the dominant member of most home and school contacts, they need to be
trained in this communication process.
school interactions:

There are numerous opportunities for home and

routine parent/teacher conferences, parent/teacher conferences about
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a problem, open houses/orientation programs, spontaneous interactions, audience at the
school, or participant in a workshop.

However, the protocol for these interactions is not

taught in college classes and is rarely discussed during training.

Clearly, there is a place in

the pre-service curriculum for this vital topic.
An example of the type of training that could be done has to do with the openmg
(introduction) and ending (closure) of an interaction.
conferences I observed were abrupt and hurried.

The opening and closing of the

While this appeared unintentional, a

close examination of this exchange could readily reveal this restrictive communication
process.

Video taping of conferences between a teacher and a parent followed by a

dialogue of the strong and weak points could aid im alleviating mhibiting behaviors.

could also be practiced with parents to gain insight into parental perspectives.

This

Video-

taping conferences that are effectively conducted through role playing could be provided
for parents.

These tapes could be placed in a “parent room” or lending library.

Again,

education allows for mcreased confidence which can lead to more productive interactions.
Establishing a positive relationship prior to the first parent-and-school meeting is

important.

Often, parent conferences are limited to time schedules. When teachers are

meeting parents for the first time, it is difficult to candidly discuss concerns about students
without increasing parental defensiveness and apprehension. If a positive, accepting
relationship already has been established, a troublesome message may be less difficult to
communicate.

Inquiry is a method of gaming information about the home.

accomplished through classroom (school) surveys or questionnaires.
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This can be

Home conferences are another recommendation for an opportunity to encourage

acceptance and integration of the home and school environments.

These events would be

occasions for the school to review student progress and also become familiar with the
student’s home surroundings.
there is a dual focus.

Home conferences are different from home visits because

The responsibility for each participant would be clear: the school’s

role would be to furnish information about the academic, social and behavioral growth of
the student as seen in the classroom while the parent’s role would be to portray the child’s
home environment.

The purpose of the home conference is to equally supply information

about the child’s two domains:

the home and the school.

encompass school personnel talking with family members.

Home visits generally
The secondary purpose of the

visit is to ascertain the student’s home environment during the visit. Parents expect the
meeting to be controlled by the school and are not prepared to share information.

When

parents are informed of their responsibility at this meeting, the expectations are clear that

the school wants to learn about their family as well as to share information about the
school family.

In this way, parents can productively prepare for this event.

This type of

meeting may not be successful for all families, but if 1t becomes the norm for a school to
conduct these visits, then parents can welcome the visit and help to make it productive.
The home visit is a familiar format.
for teachers.

The Head Start model has made this a requirement

Often, elementary school teachers have not been trained for this activity nor

do they understand its significance and purpose.

The home visit is for the teacher to lear

about the home and the knowledge the parent has about the child’s life. When the
expectation is clear that the school’s aim is not to judge but to learn then parents can be
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open to this exchange. After visiting the homes of the participants in the case studies, I
was better able to process responses, make recommendations and provide support.

Acknowledging parents’ work with their children at home may prove to be more
productive in building relationships than expecting parents to participate at school in
activities they do not consider directly relate to their child.

By encouraging schools to experience the educational environment of their students,
reservoirs of information can be gathered.

Schools can broaden their communication

processes to include receiving as well as disseminating information, thus, a balance of
input can be achieved.

When families feel information they provide is valued by school

personnel, enhanced communication should generally follow.

Likewise, if parents accept

and support the communication provided by schools, the opportunities for consistent and
worthwhile interactions will increase.

SUMMARY
This chapter has developed broad categories of barriers and has assisted the reader in

learnmg how to identify and categorize barriers that may exist within their homes or
schools.
Finally, recommendations have been provided to assist schools in understanding the
home as a new resource for gamering information about parental nvolvement.
can be a source for a majority of parental mvolvement activities.

The home

Schools should discover

and explore the educational environment of the home as a parental involvement concept.
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Barriers
in

Home and School Relationships

Three Categories of Barriers
Tangible

Intangible

Readily Visible
Not Readily Visible
Reflects Population | Reflects Processes
Long-Term Solution | Short-Term Solution |

Institutional
Traditional Practices
Reflects Norm
Investigate Patterns/
Problem Areas

Examples:
Limited Language
Proficiency

One-Way Dialogue

Written Messages
Around School

Transportation

Dominant/Passive

Front Office Personnel

Child Care

Body Language

Front Lobby

Busy Family Schedule
Work Schedules

Hurried Contact
Imbalance of
positive/negative
messages

Role of Volunteers
Inservices Provided

Educational Jargon

Conference Schedules

Limitations

Responsibilities

Seating

Arrangements

Table 3

A PARENTAL INVOLVEMENT
FRAMEWORK

Acceptance
Presence
Entrance

Residence
“A Productive Home and School Relationship”

Residence

Exploring the
“educational
environment of the
home.” Parents

interacting with their

children at home
involving academic,
behavioral or social

Entrance

“Crossing the school

threshold”

Inviting families

inside the school.

Presence

Parents are accepted
in the school without a
scheduled purpose.
The “parent room” at
school exists as a
community center.

Acceptance

The school and home

domains accepting the
expertise of the other.

concepts.

Table 4

Portfolio
Casestudy #1

Single Source Content Analysis

Family Interview

School Structures
Conference/School Contacts
Home Visit
Other Contacts

Casestudy #1

Single Case Content Analysis
Family Interview

(Adapted from Saville-Troike:

1978)

Family Structure
Family Members

Historical Perspective

Father, mother, daughter (11), d Mother, father, daughter (11),
daughter (8), son (4), paternal great-grandmother
Hispanic-American family in which the parents immigrated from
Nicaragua. This family lives in a single-family home in a
suburban area near a major highway. High density apartments,
fast food restaurants and shopping areas align the highway.

|

Life Cycle
Child Growth &

Development

The children were born in this country. The two youngest

children attended Head Start and all three have been or are in
English-As-A-second Language programs. The oldest daughter
had difficulty with school until the fourth grade but is now on

grade level in the sixth grade. The younger daughter is

functioning above grade level academically and the youngest son
recently enrolled in the Head Start program. Mrs. Diaz’s first
pregnancy was a miscarriage.

School Experiences for
parent and child

The father attended school until the age of 16 and the mother
attended high school and two years at a university. Mrs. Diaz
attended classes in the United States to learn English. Mr. Diaz
has taken auto mechanic classes.

Significant Life
Experiences

Mr. and Mrs. Diaz immigrated to the United States from
Nicaragua. Mrs. Diaz became a Parent Liaison at her children’s
school. In this capacity, she has assisted other families within the
school.

Family Roles
Employment/skills
Education

Mrs. Diaz currently is working as a cashier for 30 hours a week
and as a parent liaison at the school for approximately 10-15
hours a week.

Mr. Diaz is not currently employed but would like

to become an owner of his own car repair shop. The children’s
great-grandmother lives with the family and assists with child

care responsibilities as does the children’s grandmother (Mr.
Diaz’s mother) when she visits once a week.

Table 5

Casestudy #1: Family Interview

Interpersonal Relationships
Greetings/general
Demeanor

Conflict Resolution

The family is friendly and outgoing. The children are somewhat
shy but are comfortable talking with adults. The oldest daughter
exhibits composure around adults and talks maturely. She is
responsible for household and child care tasks in her mother’s
absence. She cares for her great-grandmother as well as reads to
her younger siblings.
The mother generally disciplines the children with verbal
reprimands. The mother indicated that while she usually is firm
and follows through on discipline, she can be talked out of
discipline by the children and sometimes does not follow through.

Communication
Formal/Informal

The mother and oldest daughter are confident in speaking English

and are bilingual. The younger children are learning English.

The son talks in Spanish at home but answers his mother and
grandmother in English. The mother does not want the children to

forget Spanish. The husband is learning English but is not fluent
and prefers to speak Spanish. The family generally speaks
Spanish at home. Mrs. Diaz is comfortable interacting with all
school personnel, however, this confidence emerged after three
years of interaction with the school in a variety of roles (parent,
observer, volunteer, parent liaison.)

Verbal/Nonverbal

The family generally verbally interacts with each other and the

Unique Characteristics

This is an extended family (four generations) that lives together.

school.

Nonverbally, they smile and use hand gestures often.

The paternal grandmother visits and stays with the family once a
week.

Decorum and Discipline
Home/Public

The children appear well-behaved in public. No behaviors
problems were expressed by the teachers or in the surveys
completed by the children’s teachers.

Rules/Consequences

Mrs. Diaz stated that she tries to enforce rules with consequences.

She said she generally follows through but at times relinquishes the
consequences.

Casestudy #1: Family Interview

Family Values
Desirable Traits

Quality education which involves the whole family is a value for
the Diaz family. It is important for Mrs. Diaz that she is involved
with her children’s education. They are a religious family who
attend church regularly. It is important for Mrs. Diaz that they
moved to a neighborhood where her children would have
neighbors to play with and where they lived near the school. She

worked hard to improve their life in America and continues to try
to improve herself and her family. She feels an intense sense of
commitment to al] her family members, including her husband’s
mother and grandmother. It appears the all the family members
rely heavily on Mrs. Diaz for guidance and support.

Family/Child Goals

Mr. Diaz would like to become a partner in an auto car shop and
Mrs. Diaz would like to continue working with children. She
enjoys her parent liaison position with the school and talked about
attending college classes to perhaps become a teacher. Her sister

was a teacher in Nicaragua and she said they would both like to be

teachers here in America. She said she would like her children to
become professionals when they grow up, perhaps doctors or
lawyers. She would like to be able to send them to college. She
said she is saving money to pay back her mother-in-law for the
down payment she gave them on the house but would like to begin
their own savings after they repay it.

Health and Hygiene
Personal Appearance

The family is in good health and does not appear to have any
medical problems that would necessitate long term care.

The

family does care for the elderly paternal great-grandmother who
lives with them.

While Mrs. Diaz assumes most of the household

responsibilities, the oldest daughter is able to do jobs around the

home and assist her mother in this area.
Diness/handicaps

There appear to be no illnesses or handicaps.

Holidays and Celebrations
Customs/Traditions

The Diaz family maintains many of the traditions found in
Spanish-speaking countries. Many of these customs revolve
around religious events (Christmas, Easter, Lent, etc.) Mrs. Diaz
often volunteers within ber children’s classrooms sharing many of
the customs and foods unique to the country.

Single Case-Content Analysis
Casestudy #1

School Structures

This kindergarten through sixth grade elementary
school has a culturally diverse population. More than
half of the students are on free or reduced lunch and the
school’s mobility rate is 46%. Students generally score
below the 50th percentile on national tests. There are a
large majority of single parents in the school. A large
percent of the families speak a language other than
English.
Classrooms are self-contained. Students leave the
Classroom Organization | classroom to attend Art, PE and Music. The school is
designated a Special Needs school by the County,
therefore, the classrooms generally have less than twenty
students and one teacher.
Positive management of
Behavior Management
behavior with consequences
is encouraged throughout
the school. Teachers
establish procedures relevant |
to their students.
Philosophy
The classrooms integrate
Academic Achievement | subjects, particularly
language arts, science and
social studies. The School
Plan emphasizes academic
achievement in language
arts and math.
The school receives funding
Enrichment/Remediation | for remediation programs
after school and during the
summer. The school
School Organization

provides Chapter I services

and Special Education.

Table 6

Casestudy #1:

School Structures

Assigned
Jobs

Student
Expectations

Academic

Students fulfill classroom responsibilities as
defined by the teacher. These include
classroom helpers. Each classroom also has a
representative to the Student Council.
Students are expected to raise their scores on
standardized tests. They are also expected to

pass the County tests in math.

Students at

this school receive instruction in computers.
They have at least one computer per
classroom and have a computer lab.

Social/Emotional

Formal

opportunities for Mrs. Diaz to assist in the

Communication

Verbal/
Nonverbal

Discipline and
Decorum

The school has a mentoring program which
The school also has
a partnership with a community organization
which supports the school programs.
The teacher appears to have a productive
relationship with the parent. The parent
interacts with the teacher informally several
times a week because the mother is present in
the school as a part-time Parent Liaison.
Interactions generally focus on instructions
for Mrs. Diaz to help her child at home or

. assists targeted students.

Classroom
climate

classroom. This student does not have
academic or behavioral difficulties.
Mrs. Diaz is not limited in her ability to
understand English. She provides
interpreting assistance for families within the
school.
The teacher maintains a structured
environment. She noted on a survey
(Civitan International Research Center) that
it is ‘critical’ that students finish class

assignments within time limits and produce
correct schoolwork, follow the teacher’s
directions, ignore distractions, transition

easily and get along with people who are
different.

Casestudy #1:

School Structures

The responses from the Civitan International
Research Center surveys indicate that teachers
value their relationship with the students and
they have behavioral and academic
expectations for their students. The school

School Values

emphasizes improvement in academics,

Hygiene

Special
Support
Services

Celebrations

Student
Appearance

ESL
Head Start
Chapter I

Customs/
Traditions

therefore, a variety of remediation programs
are present in the school which address lowachieving students.
Students are generally well-dressed and
prepared for school. The school maintains a
clothes closet which families can access if
needed.
The school participates in the immersion of
learning disabled students within the
mainstream population. The program falls on a
continuum of services which include selfcontained classrooms through integration of
students into the regular education classroom.
The diversity of this school provides for
opportunities to celebrate a variety of
international customs.

Single Case-Content Analysis
Conference/School Contacts
Casestudy #1
Rapport

Harmony

Collaboration

Power

Rapport with teachers within the school was readily
apparent. Interactions included contact with
children’s teachers and collaboration with teachers
regarding Hispanic families.
Parent achieved harmony with her children’s teacher
with consistent, frequent interactions. Harmony was
achieved with staff members due to supportive and
competent abilities as the Parent Liaison within the
school.
Collaboration evolved from no collaboration when
language was a dominant barrier to total commitment
within the school setting.
Consistent
Initially the teacher
maintained the power
because the parent would
not interact due to
insecurities about English
speaking abilities.
Currently, power is
balanced because the
parent now feels confident
in her abilities.
Vacillating
During interactions,
power appears
balanced.
Dominant

Initially, teacher

maintained because the
parent was not proficient
with English and did not
attempt to interact. Once
proficiency was acquired,
balanced power was
achieved.

Table 7

Casestudy #1: Conference/School Contacts
Submissive

Receiver

Information

Provider

Parent maintained a submissive, passive
demeanor in the beginning of the
relationships. Now parent is confident
and willing to share and contribute.
Father does not interact with school
personnel due to lack of proficiency with
the English language. Mother is the
dominant interactor.
Parent was receiver of information from

teacher, initially. Now information is
shared and received through two-way
communication.

Contacts with the children’s teachers are

often informal contacts made at school.
The parent is employed as a Parent
Liaison within this school and has

frequent opportunity to interact with
teachers.

The mother receives and

provides information.

Acceptance

Rejection

The parent respects what the teachers
tell her regarding her children because
she has a personal relationship with
them. She is confident now in her
abilities to challenge decisions about her
children.
Initially this parent felt rejection but

slowly became involved within the school
setting, such that now she is readily
accepted as a professional within the
building.

Casestudy #1:

Conference/School Contacts

Communication

Channels

Unintentional school barriers existed for
this parent at the beginning of her contact
with this school. She could not speak the
language and was required to
communicate through her children. The
school’s attempts to communicate through
interpreters and written communication in
Spanish assisted in her ability to interact

with the school and learn about school
programs

Academic

Communication

between the teachers and

the parent included discussions of ways to
assist the children.

Content

Social

Other

Enlisting
Body
Language

Resisting

The children did not appear to have

behavior concerns because the parent did
not discuss issues of this nature with the
teacher.
Summer school was discussed. The
teacher and the parent agreed that the
student would benefit from a summer
school experience.
The parent’s enthusiastic demeanor
encourages open dialogue.
The teachers nor the parent appeared to
demonstrate behaviors that were
inhibiting. Teachers stopped the mother
to talk with her regarding school issues in
her capacity as a Parent Liaison. The

parent easily referenced the situation the

teacher wanted to discuss and responded
about possible solutions to the problem.
“I’ve been hoping to talk with you.” “I’m
so glad I caught you.” were comments
made by teachers to the parent.

Casestudy #1:

Conference/School Contacts

Meaningful

Contacts were more than cursory, polite

conversations. They involved meaningful

Dialogue

Comprehensible

Closure

Recommendations

COMMENTS:

discussions about concerns of teachers
about a family. “Did you know about the
fire of the family.” asked one teacher. The
mother responded that she was
transporting clothes from the school closet
to this family.
Initially dialogue was not meaningful
because of language barriers, however,
now communication between this parent
and the school personnel is professional,
supportive and comfortable.
This parent works with school personnel
to solve family/school problems. She
follows through on contacts through
personal visits or telephone contacts.
| This parent collaborates to solve family
problems and makes recommendations to
teachers. She is the support system for
both the teachers and the families she
assists.

Contacts between this parent and the school
evolved from minimal verbal communication in the
beginning of her relationship with the school to her
current interactions that not only involve
discussions with teachers about her children but also
communication as a advocate for other families,
particularly Hispanic families, within the school.
She readily communicates with confidence with
school staff and the administration. Her ability to

interact with the families she assists is accomplished

through empathy and sensitivity. This parent
communicates with a larger segment of the school
system, teachers and parents in the Transition
Project and county Parent Liaisons.

Casestudy #1
Atmosphere:
Accepting, Inviting,
Calm, Chaotic

Family Dynamics:
Relationships

Single Case-Content Analysis
Home Visit
The home environment was inviting and welcoming.
Mrs. Diaz, her children and I sat in the living room of
their home. The walls were covered with family
photographs. The children joined in our
conversations and discussed aspects of their schooling.
The home appeared to be generally calm. The greatgrandmother stayed in the kitchen during our visit.
The were several automobiles parked in the driveway
that Mr. Diaz was repairing.
The mother appeared to be the dominant figure in
this household. Family members relied on her and
looked to her for answers. Her activities revolved
around the children, the school and the children’s

great-grandmother.
Living Arrangements

The household included a mother, father, great-

grandmother and three children.
visited the family once a week.
Routines

Home Environment

Responsibilities

Mr. Diaz’s mother

The mother held two part-time
positions. She worked at a grocery store
during the early evening and at the
school during the day.
The children helped with household
responsibilities. Mr. Diaz’s mother
visited the home every Tuesday to assist
with child care. The great-grandmother
also assists with child care. Mr. Diaz is
seeking employment as a car mechanic,

Mrs. Diaz is the primary financial
support for this family. The
grandmothers assist with child care.
There are four generations who live in
this household when Mr. Diaz’s mother
visits the family.

Table 8

Casestudy #1:

Home Visit

Food/Sleep

The family maintains normal family
routines. They prepare foods from
their native country. The
grandmothers assist with food
preparation. Mrs. Diaz volunteers in
her children’s classrooms and often
shares food and customs from their
native country.

Family
Patterns

Recreation

The family attends functions held at
the school. Mrs. Diaz is able to attend
day and evening events. Their
recreation revolves around school
activities. The three children attended
the summer school program offered at
their school.

Academic

The older daughter assists the younger
daughter with schoolwork. Mrs. Diaz
assists when she is able.
Mrs. Diaz holds two part-time
positions. One is as a cashier in a
grocery store and the other is as the
Parent Liaison in the school. She also
assumes the household responsibilities.
During home visits, the family was
open and enthusiastic about sharing
and discussing their family.
Mrs. Diaz readily answered questions
and volunteered information in
addition to questions asked. She
encouraged her daughters to respond to
some of the questions. Her answers
were rich with details about her past
and present family life.

Employment

Channels

Communication

Overt/Covert

Casestudy #1:

Home Visit

Academic

Content

Social

Other

Enlisting

Mrs. Diaz discussed the academic
progress of her two daughters. She
indicated that her younger daughter has
benefited from the Head Start program
as compared to the slow progress of her
older daughter who did not attend Head
Start.
The older daughter discussed her
experiences as a sixth grader in the
school.

Mrs. Diaz indicated that she was trying

to enroll her son in the Head Start
summer school program. The
Transition counselor helped with this
process.
The parent’s enthusiastic demeanor
encouraged open dialogue.

Body
Language

Dialogue
Closure

Resisting

Meaningful

Achieved

Recommendations

Mrs. Diaz is confident in her interactions
with school personnel. She shared her
distress when she first arrived in
America. Her position as a domestic
worker was difficult for her but she
utilized this positions to seek financial
support for her family and to learn
English. She leaned forward when she
talked and used her hands to stress
points.
Immediate rapport was established such
that Mrs. Diaz and her children readily
shared about their family.
The family appeared to enjoy our
conversation. They asked me to return
for another visit. The children were
polite and thanked me for visiting. We
discussed future contact regarding the
enrollment of the son in the Head Start
summer school program.
I recommended that Mrs. Diaz bring me
the completed application which the
Head Start counselor brought to her
home. I faxed it to the correct personnel.

Casestudy
#1: Home Visit

COMMENTS:

This family welcomed me to their home. Mrs. Diaz had
prepared her home for our visit by cleaning and
vacuuming. Her mother-in-law indicated to me that Mrs.
Diaz considered visits by school personnel very important.
Mrs. Diaz discussed her aspirations for herself and her
children. She hopes to attend college and study to become
a teacher. She enjoys working with children and feels she
is competent in this area. She hopes that her children
complete high school and college. The dialogue during this
interaction was lively and interactive. Mrs. Diaz smiled
often as did her children.

Casestudy #1
Hispanic Community
Meeting

Single Case-Content Analysis
Other School Contacts
This meeting included members from the Hispanic
community and personnel from the neighborhood
school, the Head Start program and the Transition

Fairfax County School
Board/
Community Workshop

Meeting with Head Start
Counselor
Meeting with Mrs. Diaz’s
mother-in-law

office.
This meeting was sponsored by the Fairfax County
School Board.
The purpose of the meeting was to
discuss parent involvement issues with a diverse
population of parents. Spanish speaking, Vietnamese
speaking and English speaking groups were formed to
discuss problems/concerns.
The purpose of this meeting was to discuss the
application process for Mrs. Diaz’s youngest child.
This was an unscheduled contact.

and family related issues with her.

I discussed school

Discussions with school

Numerous informal contacts occurred where there was
an opportunity for information gathering. The
principal also completed a principal questionnaire
during an earlier contact. This questionnaire proved
useful for this study.

Home Visit between Mrs.
Diaz and a Hispanic
family

This was a scheduled observation of a home visit
conducted by Mrs. Diaz with a Hispanic family in the
school. The purpose of the visit was to discuss student
placement with the mother. This observation
occurred when I observed Mrs. Diaz in her capacity as
a Parent Liaison.

principal

Contact at my place of

employment where I
assisted Mrs. Diaz
with a Head Start
application process

Meeting at the school site
on the first day of
summer school
Transition Conference

Mrs. Diaz experienced difficulty completing an
application for her son to attend the Head Start
summer school program. To hasten the process, Mrs.
Diaz delivered the application to my office and I faxed
it to the correct personnel.

The purpose of this contact was to observe Mrs. Diaz
as she interacted with school personnel within the
school system.

This conference was the culminating event for parents

and teachers involved in the Transition Project.

Table 9

Portfolio
Casestudy #2

Single Source Content Analysis

Family Interview
School Structures
Conference/School Contacts
Home Visit
Other Contacts

Single Case Content Analysis
Family Interview
Casestudy #2
(Adapted from Saville-Troike:

1978)

Family Structure
Family Members
Historical Perspective

Father, Mother, son (8), son (4)
Parents immigrated from Vietnam approximately 12
years ago. The parents left Vietnam and traveled
across Thailand on foot to reach Cambodia and a
refugee camp. The parents were able to leave the
camp because an American sponsored ten people .
This family selected America as their destination.
Life Cycle

Child Growth &
Development

The two sons were born in the United States. The
older son attended Head Start and the parents hoped
that their younger son would also be able to attend.
The older son is proficient in English as well as

Vietnamese because of his placement in an English as

a Second Language class. The younger son speaks
primarily Vietnamese and has not mastered English.
The family communicates primarily in Vietnamese at
home.
School Experiences for
parent and child

The parents were not able to complete high school.
After the Vietnamese war ended, they indicated that
the schools were not well run.

Prior to this time, they

participated in what they considered a quality

educational system. The parents indicated that
school and home life for them was orderly and well
disciplined.

If misbehaviors occurred, they would be

reprimanded by their parents.

Table 10

Casestudy #2: Family Interview

Significant Life
Experiences

The immigration of the parents to America was a significant
life experience for this family. They left their families behind
to begin a new life in this country. Their trip across
Thailand on foot to the Cambodia refugee camp they
describe as “the same as you see in the Killing Fields.”
Family Roles

Assigned jobs

Employment
skills/education

The father is currently unemployed and is seeking a new

career. The boys are required to keep an orderly house. The
older son is responsible for completing his school
assignments. The younger son is not in school at this time.
Their child care arrangements were recently changed so the
children relocated to another school district. At this time,
the father cares for the younger son during the day but he is
hoping to enroll him in a Head Start program. The child is
currently on the waiting list for this program.
Both parents speak, read and write five languages. They did
not complete high school because of political reasons but
have taught themselves English in this country. The mother
has a position on an assembly line working for a wireless
cable company.

Greetings/general
Demeanor

Conflict Resolution

The father has worked as a cook, a salesman

and is interested in camera repair.
Interpersonal Relationships
The family respectfully welcomed me to their apartment.
They offered me a soft drink. I was the only person drinking
something. They waited until I opened the discussion and
generally responded when questions were asked. The father
answered most of my questions. The children played quietly
during our discussions and were reprimanded verbally if
they interrupted our conversations. They were told, “This is
the teacher, you must not interrupt.”
The parents indicated they generally talk to their sons if
problems arise. The father appeared to handle any
misbehaviors that occurred with verbal reprimands when I
was present. These were generally interruptions to our
conversation by the younger son or small disagreements
between the two boys who were playing with their toys.

Casestudy #2:

Family Interview

Formal/Informal

Verbal/Nonverbal

Unique
Characteristics

Communications between us were initially very formal. We
all sat at a table to talk. Once I met with the father several
times, he was more outgoing. He was very trusting and
appreciative of any efforts I made on his behalf. He
accompanied me to different offices and patiently worked
with me completing the required Head Start application
forms.
Verbal communication occurred in person and on the
telephone. The father was persistent in his quest to have his
son enrolled in Head Start because of the success his older
son experienced with the program.
Persistence, patience, respect for authority figures,
determined, trusting, appreciative
Family Values

Desirable Traits

Resourceful, respectful, determined, protective of family

Family/Child Goals

The parents indicated they would like their sons to go to the
university and to become doctors, lawyers or engineers.

Personal Appearance

Iiness/handicaps

Health and Hygiene
The home and the children were well kept. The furnishings
in the front two rooms of the apartment included a table and
four chairs and a television. The children played with
several toys on the floor in front of the television.
There did not appear to be any handicapping conditions in
this family. The mother indicated that her younger son was
often sick.

Single Case-Content Analysis
Casestudy #2

School Structures

This kindergarten through sixth grade elementary
school has a culturally diverse population. A large
percent of the families speak a language other than
English. This school places an emphasis on the arts and
sciences through creativity and exploration and is
considered a magnet arts and science school. More than
half of the students are on free or reduced lunch and the
school’s mobility rate is above 50%. Students generally
score below the S0th percentile on national tests. There
are a large majority of single parents in the school.
Classrooms are self-contained. Teachers try to develop
Classroom Organization | individualized programs for students to meet their
School Organization

diverse needs.

Philosophy

The teacher utilizes centers for reading,

math and science. She integrates writing across the
curriculum and utilizes thematic lessons. Students leave
the classroom to attend Art, PE and Music. The stage
area is utilized for drama and music instruction. The
school is designated a Special Needs school by the
County, therefore, the classrooms generally have less
than twenty students and one teacher. Parent
volunteers are invited to participate or observe
classroom activities. The teacher indicated that few
parents accept this invitation.
Positive management of
Behavior Management
behavior with consequences
is encouraged throughout
the school. Teachers
establish procedures relevant
to their students.
Academic Achievement

The classrooms integrate

subjects, particularly
language arts, science and
social studies.
The school receives funding
Enrichment/Remediation | for remediation/ enrichment
programs. This school is a
model for creative drama
and the arts. There isa
summer school program that
targets remedial education.

Table 11

Casestudy #2:

School Structures

Student
Expectations

Students are expected to raise their scores on
Academic

Social/Emotional

Formal

Communication

Verbal/
Nonverbal

The school has a mentoring program which
assists targeted students. The school also has
a partnership with a community organization
which supports the school programs.
The teacher supports a positive environment
in the classroom that encourages parents to
volunteer. Initial contacts with parents are
positive ones. The teacher’s policy is to
contact each parent in person or by
telephone to relay a positive message. She
believes in positive conferences that include
two-way dialogue. She asks the parents a lot
of questions. She said, “If the parents start
to say something negative, I switch to a
positive comment.” The principal “strongly
agreed” that many families attend school
functions.
There is a large segment of the population
that is not English speaking. Therefore, the
use of interpreters is required as are creative
ways to communicate. A Hispanic mother is
the Parent Liaison in this school. She has
developed a positive rapport with families.

The principal noted that she “strongly

Discipline and
Decorum

standardized tests, however, there is also a
school-wide focus on the creative arts.

Classroom
climate

agrees” (Civitan International Research) that
teachers like their students, treat each

Student as an individual and make extra
efforts to help children.

Casestudy #2:

School Structures

The responses from the Civitan International
Research Center surveys indicate that teachers
value their relationship with the students and
they have behavioral and academic
expectations for their students. The school
emphasizes improvement in academics,
therefore, a variety of remediation programs
are present in the school which address lowachieving students. The teacher listed it is
“Critical” for her students to: (Civitan
Intention Research) “Keep desk clean and neat
without being reminded, control temper,
compromise and respond appropriately to peer
pressure.”

School Values

Hygiene

Special
Support
Services

Student
Appearance

ESL
Head Start

Chapter I
Magnet arts

Students are generally well-dressed and
prepared for school. At times, parents come to
school dressed in clothes from their native
country.
The school participates in the immersion of
learning disabled students within the
mainstream population.

and sciences
Celebrations

Customs/
Traditions

The diversity of this school provides for
opportunities to celebrate a variety of
international customs.

Single Case-Content Analysis
Conference/School
Casestudy #2
Rapport

Contacts

Rapport when interacting with school personnel was
reserved.

Harmony

The parents rarely disagreed with opinions of the
teachers. Harmony was achieved for these parents by
listening and acquiring information.

Collaboration

Power

The parent invested a considerable amount of time
and energy completing the application process for
Head Start. He worked with me and school personnel
to achieve his goal.
Consistent

The power was generally
maintained by the school
person. This person had
knowledge that Mr. and
Mrs. Yan wanted to hear.
Generally this information
pertained to their son’s
progress or school
program.

Vacillating

Mr. Yan was comfortable

allowing the school person
to control contacts.

Dominant

The teacher generally
dominated the

conversation. Mr. Yan
preferred to listen.

Table 12

Casestudy #2 Conference/School Contacts
Receiver
Information

Provider

This family generally received
information.
When a relationship was established,
this family provided a substantial
amount of information about their
family and their life. They responded to
all questions asked of them. Mr. Yan
generally answered the questions.

Acceptance

Rejection

Channels

The parents respected what the teachers
told them. They trust the professionals
and value their opinions. They value
classroom materials and the work sent
home from school. They utilized these
worksheets for future practice sessions.
This family did not appear to feel
rejected. They recognized that their son
had behavioral problems in school and
they appeared frustrated with trying to
solve this problem.
Communication was from school to

home and rarely flowed in the opposite
direction.
Academic

Content

Social

Communication between the teachers
and the parents included discussions of
ways to assist the children. The father
said his “picks things up very easily.”
The son had behavioral problems that

caused some frustration for the family.

The father appeared to be a strict
disciplinarian.
Other

Body Language

Enlisting

Head Start was discussed.

The parents were reserved and quiet.
When

Resisting

I talked to them, they listened

intently.
There did not appear to be any body
language that inhibited communication.

Casestudy #2

Conference/School Contacts

Dialogue

Meaningful

Comprehensible

Closure

Achieved

Recommendations

COMMENTS:

The dialogue focused on the sons. The
parents were concerned about the
progress of their older boy and the
upcoming schooling opportunities for the
younger son.
At times, language was a barrier because
Mr. Yan had difficulty understanding me
if I spoke too rapidly. He speaks, reads
and writes five languages.
The application process for Head Start
was completed and Mr. Yan was happy
his son was placed on a waiting list for the
program.
I discussed with Mr.Yan the possibility of
enrolling in community classes at the
nearby school. He also was interested in
employment with the County. The office
personnel provided an application.

Contacts between the parents and school personnel
are generally reserved and respectful. Mr. Yan
noted that he wants to work to help his son improve.
Mr. Yan is somewhat restrained and cautious when
talking with school authorities.

Single Case-Content Analysis
Home

Casestudy #2
Atmosphere:
Accepting, Inviting,

Visit

Mr. and Mrs. Yan were courteous and polite in their
welcome of me. The home environment appeared

Calm, Chaotic

austere.

Minimal furniture was evident in the front

living rooms.
The children played on the floor while
we talked. They were encouraged not to interrupt our
discussions.
Mr. Yan conducted the majority of the conversation.
Mrs. Yan would respond when asked a direct

Family Dynamics:
Relationships

question.

Living Arrangements

The household included a mother, father and two

sons. The children’s grandparents live in Vietnam.

Routines
Home Environment | Responsibilities
Roles

Food/Sleep

Family
Patterns

Recreation

Academic

Employment
Channels

Communication

Overt/Covert

Mr. Yan has assumed the child care
responsibilities during the day.
Mrs. Yan is the primary financial
support for this family while Mr. Yan
cares for the children.
The family speaks Chinese and
Vietnamese at home. They often eat
foods from their native country.
The older son recently joined a soccer
team. The teacher encouraged this
to assist with peer interaction.
The son does well academically.
Materials are often brought from school
as a resource for practice sessions for
both sons.
Mrs. Yan is employed.
The parents generally listen during
conversations. They will answer when
asked a direct questions.
Language appeared to be the only
barrier to effective communication.

Table 13

Casestudy #2: Home Visit
Academic

Content

Social

Other

The son is doing well academically
The son has difficulty with controlling
his temper in school. He often hits other
children. He experienced some of these
difficulties during his kindergarten
experience when he was learning to speak
English. His father said he had difficulty
being understood. He appears to be
improving in this area but still manifests
some of these behaviors.
Discussion of the Head Start application
process for his younger son.

Enlisting

Body
Language
Dialogue

often.

Resisting
Meaningful

There did not appear to be body
language that inhibited discussions.
Dialogue was initially polite. Once a
relationship started to form, the parents

Recommendations

COMMENTS:

The parents were courteous and polite.
They nodded their heads in agreement

were more forthright in their responses.
We scheduled another meeting time to
visit the Head Start offices.

This family graciously welcomed me to their home.
treated me as a guest of honor. They were respectful
their interactions and would defer to me if we began
sentence simultaneously. Mr. and Mrs. Yan listened
intently to what I was saying. When discussing their
families experiences, their faces were more expressive
smiles, sadness, etc.)

They
in
a
(e.g.,

Casestudy #1
Hispanic Community
Meeting

Fairfax County School
Board/
Community Workshop

Meeting with Head Start
Offices (2)
Discussions with

employment
personnel
Discussion with school
assistant principal
Numerous telephone
contacts
Transition Conference

Single Case-Content Analysis
Other School Contacts
While this event was not related to Mr. Yan, the

meeting was held at the school Mr. Yan’s son
attended. Attendance at this meeting allowed me to
interact with the school assistant principal, another
teacher, parents at the school and the Parent Liaison.
This meeting was sponsored by the Fairfax County
School Board.
The purpose of the meeting was to
discuss parent involvement issues with a diverse
population of parents. Spanish speaking, Vietnamese
speaking and English speaking groups were formed to
discuss problems/concerns.
The purpose of these meetings was to complete the
application process for Mr. Yan to enroll his younger
son in Head Start.
Application forms for employment were obtained at
two different locations. I assisted Mr. Yan in
completing parts of the applications.
Informal contact with the assistant principal
regarding school philosophy, procedures, etc.
Scheduling of meetings and discussion of progress
occurred through telephone contact.

This conference was the culminating event for parents
and teachers involved in the Transition Project.

Table 14

Portfolio
Casestudy #3

Single Source Content Analysis
Family Interview
School Structures
Conference/School Contacts
Home Visit
Other Contacts

Single Case Content Analysis
Family Interview

Casestudy #3

(Adapted from Saville-Troike:

1978)

Family Structure
Family Members

Historical Perspective

Father, mother, daughter, and two sons. Also living in
the same home are five family members in the sister’s
family.
African-American family who moved from a large
metropolitan area to this suburban city. The family
was unhappy with the violence evident in the
neighborhood.

Life Cycle
Child Growth &
Development

School Experiences for
parent and child
Significant Life
Experiences

The student in the Transition project functions in the
high-average range in academics. Behaviorally he is
having difficulty focusing and concentrating in the
classroom. The parents indicated that they have strict
guidelines for their children and high expectations for
their success.
The mother and father completed high school and
would like to see their sons complete high school and
college.
Mr. and Mrs. Smith moved to the home of Mrs.
Smith’s sister. They moved because of the violence
they observed daily in their previous neighborhood.

Family Roles
Employment/skills
Education

Mr. Smith is currently seeking permanent
employment. Mrs. Smith is employed at a military
installation retail store. Mr. and Mrs. Smith both
completed high school.

Table 15

Casestudy #3: Family Interview

Interpersonal Relationships
Greetings/general

Initially, Mrs. Smith was reluctant to talk with school

Demeanor

personnel. The teacher indicated that several attempts
were required to encourage Mrs. Smith to attend school
conferences, etc. Her demeanor when talking with
school persons was distance, reluctant and passive.

Conflict Resolution

The mother generally disciplines the children with
verbal reprimands. The mother indicated that while she
usually is firm and follows through on discipline, she
can be talked out of discipline by the children and
sometimes does not follow through.
Communication

Formal/Informal
Verbal/Nonverbal

Unique Characteristics

Mrs. Smith rarely initiates communication with school
personnel.
Mrs. Smith’s nonverbal communication indicated she is
uncomfortable interacting with school personnel. Her
arms were generally folded across her chest and she
responded with one word answers.
Mrs. Smith was initially reluctant to talk with school
personnel. She did not appear to have a positive
relationship with the classroom teacher.

Decorum and Discipline
Home/Public

Rules/Consequences

The children were well-behaved during home visits.
The teacher indicated that the son had a behavioral
problem within the classroom. He has been
recommended for possible testing for a learning
disability.
Mr. and Mrs. Smith indicated that they generally have
strict guidelines for their children.

Casestudy #3: Family Interview

Family Values
Desirable Traits

Family/Child Goals

Mrs. Smith appeared reluctant to interact with school
personnel. By the culmination of school visits, Mrs.
Smith began to trust school officials.
The parents indicated they would like their children to
complete high school and attend college. Mrs. Smith
desired to move to their own residence as compared to
living with her sister’s family.

Health and Hygiene
Personal Appearance
Iliness/handicaps

The children appeared appropriately dressed.
There appear to be no illnesses or handicaps. The son
was recommended for testing for Attention Deficit
Disorder by his first grade teacher. No action was taken
by the mother due to limitations with transportation
and work schedules.

Holidays and Celebrations
Customs/Traditions

The family observes traditional American customs.

Single Case-Content Analysis
Casestudy #3

School Organization

School Structures

This kindergarten through sixth grade elementary
school has a culturally diverse population. More than
half of the students are on free or reduced lunch and the
school’s mobility rate is approximately 40%. Students
generally score below the SOth percentile on national

Classroom Organization

Philosophy

tests. A large percent of the families speak a language
other than English.
Classrooms are generally self-contained. Students
leave the classroom to attend Art, PE and Music.

The

school is designated a Special Needs school by the
County, therefore, the classrooms generally have less
than twenty students and one teacher. The school has a
summer school program that targets remedial students;
Assistance is provided in math and language arts.
Chapter I services are provided.
Positive management of
Behavior Management
behavior with consequences
is encouraged throughout
the school. Teachers have
the autonomy to establish
procedures relevant to their
students.
The classrooms integrate
Academic Achievement | subjects, particularly
language arts, science and
social studies. The School
Plan emphasizes academic
achievement in language
arts and math.
The school receives funding
Enrichment/Remediation | for remediation programs
after school and during the
summer. Computer
education and creative
writing are focus areas. The
school also emphasizes
public speaking through
their partnership with the
Toastmasters’ organization.

Table 16

Casestudy #3:

School Structures

Student
Expectations

Academic

Social/Emotional

Formal

Students are expected to raise their scores on
standardized tests. They are also expected to
pass the County tests in math. Students at
this school receive instruction in writing
across the curriculum. All teachers
collaborate to instruct students in writing
skills. Prior to standardized testing dates,
teachers plan pretesting strategies and
intensively focus on academic concepts and
study skills.
The school has a mentoring program which
assists targeted students. The school also has

a partnership with a community organization

which supports the school programs.
The school primarily communicates with
families through weekly principal
newsletters, classroom weekly folders, and
Parent Teacher monthly newsletters.
Inservice programs are provided for parents
in parenting and school related topics.

Communication
Verbal/
Nonverbal

Discipline and
Decorum

The school has a large English as a Second
Language population. Inservices are

conducted in the families’ native language.

Teachers generally develop classroom rules

Classroom
climate

individualized for their students. The

teacher in this study is a new teacher. She
stated that she learns a lot from her peers in
the school and that they are good role
models.

Casestudy #3:

School Structures

The responses from the Civitan International
Research Center surveys indicate that teachers
value their relationship with the students and
they have behavioral and academic

School Values

expectations for their students. The school

Hygiene

Special
Support
Services

Celebrations

Student
Appearance

ESL
Head Start
Chapter I

emphasizes improvement in academics,
therefore, a variety of remediation programs
are present in the school which address lowachieving students.
Students are generally adequately dressed and
come to school with adequate school supplies.
The school participates in the immersion of
learning disabled students within the
mainstream population. The program falls on a
continuum of services which include self-

contained classrooms through integration of

Customs/
Traditions

students into
The diversity
opportunities
international

the regular education classroom.
of this school provides for
to celebrate a variety of
customs.

SINGLE CASE CONTENT ANALYSIS
Conference

Casestudy #3
Rapport

Harmony

Rapport was not achieved, teacher initiated agenda,
minimal introduction, minimal enlisting dialogue,
closure was abrupt.
Dialogue was fast paced, short responses were given
from parent, polite conversation, no disagreements.

Collaboration

Power

No observation of collaborative effort from teacher #1,

teacher #2 attempted to enlist parent interaction.
Consistent
Teacher control of
conference.
Vacillating
Minimal vacillation
Dominant
Teacher dominated
dialogue, minimal

Submissive

Receiver
Information

Provider

opportunity asked for
parental response.
Parent maintained a
submissive, passive
demeanor.
Parent was receiver of
information from teacher.
Teacher provided soft and
hard negative comments
about student. “He has
nothing done.” Teacher
provided soft positive
comments about student.

Acceptance

Rejection

“He is smart but is not
doing what he should.”
Parent accepted and did
not question teacher
dialogue.

Somewhat defensive

comments. Parent
indicated the brother was
not like this child.

Table 17

Casestudy #3:

Conference

Channels

Teacher used “I” often
and related how this

behavior impacted her.
“I can’t let him get away
with this behavior.”
Pace of conference
inhibited interactive

dialogue. “OK, are
there any questions you
have for me?” Teacher
closed the child’s folder

Communication

Overt/Covert

Academic

Content

during this statement.
There did not appear to
be hidden messages from
the teacher. The teacher
was candid in the
discussion. The parent’s
arms were closed over
her body and her facial
expressions remained
passive and solemn.
The conference dialogue
contained information
about the student’s
inability to perform to
his expectation. A folder
of student work was
present. The teacher did
not refer to specific
examples of student’s
work but his writing in
eneral.
Behavior issues were the
thrust of the conference.
Difficulty focusing,
inattention, incomplete
work and hyperactivity
were addressed.

Casestudy #3:

Conference

Social

Enlisting

Resisting

Meaningful
Dialogue

Attention Deficit
Disorder was suggested
as a possible factor for
the parent to consider.
The teacher
recommended the parent
speak with a doctor
regarding this issue. An
ADD pamphlet was
provided by the teacher.
The teacher sat in the
teacher seat at a reading
table and the parent sat
in the student’s seat.
The teacher maintained
eye contact with the
parent and looked
directly at the parent.
The teacher had work
samples available for
reference.
Teacher leaned forward
toward the parent as she
spoke. The parent sat,
leaning back in the chair
with legs extended
straight out and her
arms crossed in front of
her. The parent’s
expression was neither
positive nor negative but
remained passive
throughout the
conference.
The teacher referred to
the student’s work

samples. The parent did
not focus on the samples
but rather looked
around the room.

Casestudy #3:

Conference

Comprehensible

Closure

Achieved

Recommendations

COMMENTS:

The parent did not
appear to understand
what the teacher meant
by Attention Deficit
Disorder. She responded
to questions with yes and
no answers.
The closing of the
conference was
somewhat abrupt. The
teacher asked the parent
if she had questions. At
this time, she closed the
student’s folder which
appeared to indicated
that her portion of the
conference was finished.
Statements such as,
“Thank you for coming
today? were used by the
teacher.
Neither the teacher nor
the parent commented
about future plans for
meeting to discuss the
issues addressed during
this conference.

The opening and closing of conferences are opportunities
where the relationship between the parent and the teacher
can be enhanced. During this conference, neither the parent
nor the teacher made overtures that appeared to strengthen
their relationship. The teacher appeared frustrated by the
challenging behaviors the student utilized within the
classroom. This was the teacher’s second attempt to
conference with the parent regarding this issue. The parent

did not appear comfortable in this situation. Passive body

language and expressions were observed throughout the
conference. Responses from the parent were “yes or no”
answers. The conference was directed by the teacher as was

the content of the meeting. The teacher was the purveyor of

the information and the parent was the recipient of this data.

The parent shared a minimal amount of information during
this contact.

Single Case-Content Analysis
Home Visit

Casestudy #3
Atmosphere:
Accepting, Inviting,
Calm, Chaotic

The home was dimly lit and the curtains were drawn.
Mrs. Smith folded the laundry as we talked. Ten
family members live in the single-story home. The
living room contained a couch, a chair, TV and a book
shelf. The home did not have air conditioning, the
front door was pushed opened when I arrived.

Family Dynamics:
Relationships

The mother appeared to be the dominant figure in
this household. Family members relied on her and
looked to her for answers.

Her activities revolved

around the children, home responsibilities and her

work schedule.

Living Arrangements

The household included a mother, father, two sons, a
sister, brother-in-law, niece, great niece, and two

nephews.
Routines

Home

Environment

Responsibilities

The mother held a full-time position

which was the primary income for this

family. Mrs. Smith shared the cleaning
responsibilities with her sister. Routines
in this household involved complex
scheduling of five adult members and
five children. Mrs. Smith’s sister was
involved in the school program. She was
the president of the Parent Teacher
Association.
Mr. Smith appeared to assist with the
child care responsibilities. Mr. Smith
participated in one home visit because
Mrs. Smith was not able to attend due to
work commitments.
Mrs. Smith contributes the primary
financial support for this family. Mr.
Smith accepts temporary positions but
his income is not steady. Mrs. Smith
receives a regular weekly paycheck.

Table 18

Casestudy #3:

Home Visit

Food/Sleep

Family

Recreation

Patterns

Routines regarding eating and sleeping
involved other family members and
their schedules. Mrs. Smith spends free
time in her bedroom reading mystery
novels.
The family did not regularly attend
functions held at the school. The
children attended the summer school

program offered at their school.

Academic

Employment
Channels

The son in the Transition program had
academic difficulties due to his inability
to maintain his focus. He did not
demonstrate these problems in
kindergarten, but as the work became
more difficult, this child began to
experience difficulty.
Mrs. Smith is employed full time and
Mr. Smith holds temporary positions.
During the home visit, Mrs. Smith

discussed her family but needed to be
encouraged to elaborate.

Communication

Overt/Covert

Mrs. Smith’s trust needed to be

gained before she would meaningfully
contribute to conversations.

Casestudy #3: Home Visit
Academic

Content

Social

Other

Enlisting

Mrs. Smith stated that she thought her
son was doing well academically but
realized that he had some behavioral
problems.
Mrs. Smith indicated that it was difficult
for her to attend a doctor’s appointment
due to her work schedule. Her only
available day was Monday of each week.
Mrs. Smith was interested in assistance
with her application for federally
subsidized housing. She was determined
to find independent housing for her
family.
Mrs. Smith’s demeanor was generally
passive but she became animated when
talking about herself as a child. She
appeared more trusting when she realized
that the school personnel who visited her
wanted to assist with problem areas.

Body
Language

Dialogue

Resisting

Meaningful

Mrs. Smith’s general facial expressions
were passive and non-expressive. She
answered questions with short comments.
She stated that she did not want to have
school personnel visit again. However,
she relinquished on this request when she
realized the importance of the program
for her son.
Immediate rapport was not established.

Achieved

Smith became more talkative after initial
contact but rapport needed to be
reestablished with each new interaction.
Mrs. Smith met with the Transition

Dialogue was difficult to enlist. Mrs.

counselor to schedule future contacts.

The immediate goal was to assist with
housing applications,
Recommendations

Mrs. Smith was provided with
information from the Transition

counselor regarding housing application.
The Transition counselor offered to drive
her to the monthly sign up session.

Casestudy #3: Home Visit
COMMENTS:

Mrs. Smith originally agreed to be interviewed because she
felt it was a requirement of the Transition program. She
did not appear to find these interactions meaningful. Mrs.
Smith often canceled meetings that were scheduled. Mrs.
Smith eventually realized that school personnel were eager
to assist her with housing concerns. Through persistence
on the part of school] persons to continue to contact Mrs.
Smith, a connection was made and the relationship became
more positive.

Single Case-Content Analysis
Casestudy #3
Meeting with Transition
counselor of this family
Fairfax County School
Board/
Community Workshop

Other School Contacts
Telephone contacts and informal meeting with
Transition counselor who was assigned to the family.
This meeting was sponsored by the Fairfax County
School Board.
The purpose of the meeting was to
discuss parent involvement issues with a diverse
population of parents. Spanish speaking, Vietnamese
speaking and English speaking groups were formed to
discuss problems/concerns.

Discussions with school

principal
Observation of classroom

Telephone Communication

Telephone communication

Transition Conference

Numerous informal contacts occurred where there was

an opportunity for information gathering.
Informal observations of classroom and reading
teachers.
The reasons for these contacts were to schedule
appointments, talk with Transition counselors,
dialogue with classroom teacher and summer school
teacher.
Scheduled appointments for the family with
pediatrician. Research into family medical care
options.

This conference was the culminating event for parents
and teachers involved in the Transition Project.

Table 19

Portfolio
Casestudy #4

Single Source Content Analysis
Family Interview
School Structures
Conference/School Contacts
Home Visit
Other Contacts

Casestudy #4

Single Case Content Analysis
Family Interview

(Adapted from Saville-Troike:

1978)

Family Structure
Family Members

Historical Perspective

Grandmother, Maternal Great-grandmother, three
sons and one daughter.
Caucasian family where the father’s mother was
awarded custody of the four children. The greatgrandmother assists with child care responsibilities.

Life Cycle
Child Growth &
Development

School Experiences for
parent and child

Significant Life
Experiences

The grandmother is raising her son’s family. She
stated that the boys can be boisterous and rowdy. The
daughter, who is the youngest child, attends Head Start
and will begin kindergarten in 1995/96,
Mrs. Jones wished that Head Start was available when
her children were in school. She said it could have
helped them get a good start on school. Mrs. Jones said
her school experiences were positive.
Mrs. Jones attempted to gain and was awarded
custody of her son’s four children. She has had custody
for five years. She did this on the request of her son.
Mrs. Jones said it is difficult at times to raise a second
family when she thought she was finished raising
children.

Family Roles
Employment/skills
Education

Mrs. Jones, the children’s grandmother, assumes the
financial support for her family. The children are in
elementary and middle school. Mrs. Jones has a high
school education.

Table 20

Casestudy #4:

Family Interview

Interpersonal Relationships
Greetings/general
Demeanor

Conflict Resolution

Mrs. Jones and her mother are outgoing and friendly.
They candidly discuss their family situation and
frustrations with raising a second family. They are not
defensive when they receive criticism from teachers
regarding their grandchildren.
Mrs. Jones indicated that she verbally reprimands the
boys and that she sometimes has to spank them when
they misbehave. She said her house is very chaotic
because the boys fight and roughhouse often.
Communication

Formal/Informal

Mrs. Jones and her mother both attend school meetings
and have since their grandchildren were in Head Start.
They attempt to interact when requested but can not
always attend due to the evening work hours of Mrs.
Jones. The great-grandmother has attended programs,
meetings, etc. in Mrs. Jones’ place.

Verbal/Nonverbal

The family feels confident in their ability to contact and
communicate with school personnel. They contacted
the principal during previous months when a problem
arises that they felt was not handled appropriately by
the classroom teacher.
This is a family where a grandmother and greatgrandmother are raising the son’s family. This was not
a planned situation but rather resulted because the
mother and father were not able to care for their family.|

Unique Characteristics

Decorum and Discipline
Home/Public

Mrs. Jones is a strict disciplinarian. She uses verbal
reprimands and will spank or restrict the children as
needed.

Rules/Consequences

Mrs. Jones stated that she tries to enforce rules with
consequences. She said she generally follows through
but at times relinquishes the consequences. Mrs.
Jones’s mother assumes the child care responsibilities
during the evening hours when Mrs. Jones is employed.

Casestudy #4: Family Interview

Family Values
Desirable Traits

Family/Child Goals

Mrs. Jones and her mother are committed to raising
the son’s family. Mrs. Jones has a full-time position in
addition to her responsibility at home.
Mrs. Jones would like her grandchildren to finish high
school and go to college if that is what they want. Mrs.

Jones’ daily routine allows little free time for planning
for the future.

Health and Hygiene
Personal Appearance

Iliness/handicaps

The family is in good health and does not appear to
have any medical problems that would necessitate long
term care.
There appear to be no illnesses or handicaps.

Holidays and Celebrations
Customs/Traditions

Traditional American customs are celebrated.

Single Case-Content Analysis
Casestudy #4

School Organization

School Structures

This kindergarten through sixth grade elementary
school has a culturally diverse population. More than
half of the students are on free or reduced lunch and the
school’s mobility rate is 46%. Students generally score
below the 50th percentile on national tests. There are a
large majority of single parents in the school. A large
percent of the families speak a language other than
English.
Classrooms are self-contained. Students leave the

Classroom Organization | classroom to attend Art, PE and Music.

Philosophy

The school is

designated a Special Needs school by the County,
therefore, the classrooms generally have less than twenty
students and one teacher.
Positive management of
Behavior Management
behavior with consequences
is encouraged throughout
the school. Teachers
establish procedures relevant
to their students.
The classrooms integrate
Academic Achievement | subjects, particularly
language arts, science and
social studies. The School
Plan emphasizes academic
achievement in language
arts and math.
The school receives funding
Enrichment/Remediation | for remediation programs
after school and during the
summer. The school

provides Chapter I services
and Special Education.
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Casestudy #4:

School Structures

Assigned
Jobs

Student
Expectations

Academic

Social/Emotional

Formal

Communication

Students fulfill classroom responsibilities
as defined by the teacher. These include
classroom helpers. Each classroom also
has a representative to the Student
Council.
Students are expected to raise their scores
on standardized tests. They are also
expected to pass the County tests in math.
Students at this school receive instruction
in computers. They have at least one
computer per classroom and have a
computer lab.
The school has a mentoring program
which assists targeted students. The school
also has a partnership with a community
organization which supports the school
programs.
During interactions between the
grandparent and the teacher, the
relationship appears to be relatively
positive. On one occasion the grandparent
met with the principal to discuss a problem
relationship between the teacher and her
grandson. The grandparent and the
teacher discussed student problems in an
open and frank manner. The grandparent
actively listened to comments from the
teacher. She was not defensive but rather
talked with the teacher about ways to
handle misbehaviors of her grandson.
Mrs. Jones and the teacher discussed their

Verbal/
Nonverbal

problem areas openly and candidly. Mrs.
Jones is assertive in her interactions with
the teacher. “Just put him in the corner
when he talks like that.”

Casestudy #4:

School Structures

Discipline and
Decorum

Classroom climate

The teacher maintains a structured
environment.
She noted on a survey
(Civitan International Research Center) that
it is ‘critical’ that students finish class
assignments within time limits and produce
correct schoolwork, follow the teacher’s
directions, ignore distractions, transition

School Values

Hygiene

Special
Support
Services

Celebrations

Student

Appearance

English-As-ASecond Language
Chapter I
Head Start
Accelerated
Learning Program
(County funded)

Customs

easily and get along with people who are
different. The grandmother and the teacher
did not agree on forms of discipline for this
student. The grandmother the teacher
should be more assertive in her approach to
discipline with her grandson.
The responses from the Civitan
International Research Center surveys
indicate that teachers value their relationship
with the students and they have behavioral
and academic expectations for their students.
The school emphasizes improvement in
academics, therefore, a variety of
remediation programs are present in the
school which address low-achieving students.
Students are generally well-dressed and
prepared for school. The school maintains a
clothes closet which families can access if
needed.
The school participates in the immersion of
learning disabled students within the
mainstream population. The program falls
on a continuum of services which include
self-contained classrooms through
integration of students into the regular
education classroom.
The diversity of this school provides for
opportunities to celebrate a variety of
international customs.

Single Case-Content Analysis

.

Conference/School Contacts
Casestudy #4
Rapport
Harmony

Collaboration

Rapport when communicating with school personnel
was casual and interactive.
The grandmother readily disagreed with opinions of
the teacher. Discipline strategies differed between the
grandmother and the teacher. Therefore, harmony
was not achieved.
The teacher and the parent discussed consequences for
the student’s misbehaviors. Considerable
disagreement was expressed by the parent regarding
viable consequences. Eventually, the grandmother and
teacher agreed on a plan.

Consistent

The power was equally

distributed between the
grandparent and the
teacher. This was a result
of the two parties ability
to listen to the

perspectives of the other.

Power

Vacillating
Dominant

Agreement was not always
apparent, but each person
readily listened to
different perspectives.
Control moved equally
between participants.
The teacher appear to
allow the teacher to

dominate dialogue. She
was skilled in questioning
techniques that
encouraged Mrs. Jones to
respond. Mrs. Jones’
mother also attended the
conference, therefore, the

teacher allowed both
grandparents to
contribute. This
minimized the teacher’s
contributions.
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Casestudy #4

Conference/School Contacts
Submissive

Mrs. Jones and her mother displayed
assertiveness during the conference.
They were frank in their comments, “I

Receiver

Information

Provider

Acceptance

think you should put him in the corner.”
They felt comfortable challenging the
teacher. “He knows you can’t do
anything to him.”
All participants listened to the
contributions of others.
All participants provided information to
the conversation. Their opinions
appeared to be respected. Information
that was provided was utilized to
develop goals and plans. “I can’t put
him in the corner, but perhaps we could
have him call you the next time he uses
profanity.”
The relationship between the
grandparents and the teacher had been
tenuous throughout the year. The

participants may not have been

Rejection

completely accepting of the other. They
appeared to interact positively. Their
was laughter throughout the conference.
This family did not appear to feel
rejected. The teacher was skilled in
communicating. She utilized enlisting
techniques to encourage open
communication. “What have you seen?
What do you think he has accomplished
this year?” The grandparents realized
their grandson had behavioral problems
and were frustrated with their inability
to solve the problems.

Casestudy
#4: Conference/School Contacts
Communication

Content

Channels

Communication channels flowed equally
between the home and school. Reasons for
this positive communication exchange was
due in part to the skills of teacher.

Academic

Communication between the teachers and
the grandparents included an evaluation
of the progress the student had made
throughout the schoolyear.
The son had behavioral problems that
caused frustration for the family. The
grandmother appeared to be a strict
disciplinarian. “I put pepper on his
tongue when he talks like that.”

Social

Other

Body Language

Enlisting
Resisting

The meeting focused on behavioral

problems.

The grandparents were open in their
conversations.
There did not appear to be any body
language that inhibited communication.

Casestudy #4:

Conference/School Contacts

Dialogue

Meaningful

Comprehensible

Closure

Achieved
Recommendations

COMMENTS:

Dialogue focused on behavioral problems
of the son. Laughter was utilized by both
the grandparent and the teacher. “We all
know the word he was saying.” “Now
what can we do about it.” Said frankly
but with some amusement. The message
was delivered and accepted more readily
in this situation.
Participants understood each other. The
dialogue was candid and frank. “The
boys don’t want to go to summer school
because they are sick of school.”
The teacher was skilled in reviewing areas
covered during the conference.
Closing comments targeted continued
dialogue between the teacher and
grandparent regarding the student’s
problem areas.

The grandparents (grandmother and greatgrandmother) attend meetings together because of
transportation needs. The great-grandmother
provides support and care for the children and is
interested in their school progress. She was equally
involved in the conference. The teacher knew her
and welcomed her with the grandmother. A plan
was established for future misbehaviors after lively
and candid discussions by all participants.

Casestudy
#4
Fairfax County School
Board/
Community Workshop

Single Case-Content Analysis
Other School Contacts
This meeting was sponsored by the Fairfax County
School Board.
The purpose of the meeting was to
discuss parent involvement issues with a diverse
population of parents. Spanish speaking, Vietnamese
speaking and English speaking groups were formed to
discuss problems/concerns.

Discussions with school

principal

Numerous informal contacts occurred where there was
an opportunity for information gathering. This

principal also complete a principal questionnaire
during an earlier contact I had with her. This
questionnaire proved useful for this study.

Telephone Communication

The reasons for these contacts were to schedule
appointments, talk with Transition counselors, talk
with classroom teacher.

Transition Conference

This conference was the culminating event for parents
and teachers involved in the Transition Project.
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Appendix
Appendix A: Family Interview
(Civitan International Research Center}, National Head Start/Public School Early
Childhood Transition Project.
Appendix A.1: Child Instrument
(Civitan International Research Center)
Appendix A.2: Teacher Questionnaire, Part A
(Civitan International Research Center)

Appendix A.3: Questionnaire for Principals

(Civitan International Research Center)

Appendix A.4: Parent Supplemental Interview
(Head Start/Public School Early Childhood Transition
Project)

Appendix B: Parent Interview

Appendix C: Teacher Interview

National Head Start/Public School

Early Childhood Transition Project

FAMILY INTERVIEW
Family Background Interview (Update)
Your Child’s Adjustment to School
School Climate Survey
Social Skills Rating System

Child Health Questionnaire for Parents
P -enting Dimensions Inventory
Neighborhood Scales

Spring Assessment, Cohort 2
(To be administered in one session)
Civitan International Research Center
University of Alabama at Birmingham

1719 Sixth Avenue, South

Birmingham, Aiabama 35294-0021
(205) 934-8058

=

PLEASE DO NOT WRITE IN THIS AREA

Een

Hee

3953

FAMILY BACKGROUND
(The

instructions

and

items

on

this

INTERVIEW (UPDATE)

instrument

may

be

paraphrased,

supplemented, as long as the meaning remains the same. This is intended
interviews more sensitive to individual families and to cultural settings.)

explained.

or

to make

the

[NOTE: If the respondent is the same person interviewed last spring, you
may SKIP TO PAGE 6]
We are interested in learning more about your family’s background. To begin with, we
will ask you some questions about yourself and your child.

What is your relationship to (child’s name)?
[Score on Item #3 on Page 2]

What is your

2.

birthdate?
MO. 1
T

3/3

ala

a

5

s/}5

5

a]
6;

6|6

6

717?

7

8

818

8

9

9!19

9

U.S.A.

Outside

U.S.A.

.

pe

What year did you

;

United

move to the

States?

(specify country):

3.

If someone asked you what ethnic or racial group you identify with or belong to,

what would you say? (Record the person’s own words, then code)

White/Caucasian

Black/African American
Hispanic/Latino

Asian or Pacific Islander
American Indian/Native American
Alaskan Native

Other (specify):

oe

fn

Nn

NH

oe

ow

Ww

7

Country:

.

86

3

3/3

State

|

+=

1!

2

+

2/2

0;
4

NHN

1

HY

2/2

O10
1

YW

1

WY

a/o

4

City

B®

0

Where were you born?

&

1.

Family Background Interview (Continued)

NOTE: BEGIN WITH THIS PAGE IF THE RESPONDENT
WAS INTERVIEWED LAST SPRING.
We will begin by asking you a few questions about your household and the peopie who
live there.
5.

How long has (child’s name) lived at
his/her current address?
Less
1 to
2 to
3 to
4 to

2
3
4
5

5a.

than 1 year
years
years
years
years

If less than one year. how many
times has (child's name) moved
in the past year?
'
2
3
4

5 to 6 years
6 to 7 years

s
6
8

© or more
6.

Since last spring, has your family ever
been without a place to live?
Yes
No

7.

Inthe household where
(child’s name) lives, how
many adults (18 years old
and over, including
.
A
yourself) live there’

7a.
—
2

33

oy
2

a4
6 5
6 6
7 7
8 8
9 3

+

Oo
~~
A

BH
|W

wo
a

B®
WwW

Ww
DP

mo

FF
4

[:

@

o

live in the home?

OO

How many children
(under 18 years old,
including child’s name)

o

8.

Who are the adults?
(Indicate all that apply. including the
respondent if he/she lives with the child)
mothe
r
father
stepparent

sibling(s) cf the child

grandmother
grandfather
other relative(s)
foster parent
other non-relative(s)
other (specify):

Family Background

Interview (Continued)
~

9.

ls there anyone besides yourself who helps care for (child’s name) on a regular basis?
That is, is there someone else who shares in the regular parenting duties?
Yes
No

=

——p>

9a.

If yes, what relationship does this person have to (child’s name)?

(If more than one person,
mother

indicate all that apply)

father

stepparent

sibling of the child
grandmother
grandfather
other relative (specify):
foster parent
other non-relative (specify):

“9.

When talking with (child’s name) in the home, what language is used most often?
English
Spanish

Other (specify):

"7.

What type of housing does (child's name) live in now?
Public housing (specify further, if desired):
House or duplex (not public housing)
Apartment (not public housing)
Trailer
Community shelter
Homeless
Other type (specify):

“2.

Does (child’s name) have any brothers or sisters who

are attending Head Start this year?
Yes
No

Family Background
13.

Interview (Continued)

Since last spring have you been enrolled in any of the following programs?

(Indicate all that apply)

Not enrolled
GED (General Education Diploma)

Head Start training program

Literacy program/reading program
English as a Second Language (ESL)/Language skills
Government training program (specify):
Vocational technical school
Community college or junior college (2 years)

College or university (4 years)

Other training or educationa! program (specify):
14.

Have you received employment assistance since last spring (help in preparing for or
finding work)? (Indicate all that apply)
No
Job training (including skills training, courses, or on-the-job training)
Job placement

Employment counseling
JOBS (Jobs, Opportunities, and Basic Skills Training Program)
Other (specify):

15.

Are you currently employed (including self-employment)?
Yes
No

—
bea 15a.

If yes, how much time do you work?
Full time (85 or more hours/week)
Part time (less than 35 hours/week)
In a temporary or seasonal position

bent

15b.

If yes. what kind of job do you have?

(PROBE: What is your job title?
What do you do on your job?)

Family Background

Interview (Continued)

We are now interested in the resources you have to help with your family.

16.

We would like to know about how much income your family receives per
taxes. including all supplemental income. cash benefits. and checks you
includes job earnings. AFDC, child support. SSI. retirement benefits. loan
or money given to the family. (Do not include food stamps or direct help,
choremaker services or free training programs.)

month, before
receive. This
repayments,
such as

$1 - $200/month
$201 - $400/month
$401 - $600/month
$601 - $800/month
$801 - $1000/month
31001 - $1500/month

$1501

- $2000/month

$2001

- $3000/month

$3001

- $4000/montn

35001

- $6000/month

$4001

- $5000/month

$6001 or more per month

Unable to estimate monthly income

Comments:

Has there been an overall change in your family’s income since last spring?

Yes
No

=™

i

If yes. indicate how large a change this is for you:
a large increase
a
a
a
a

modest increase
small increase
small decrease
modest decrease

a large decrease

Do you currently have a chronic health problem or disability that interferes with your
ability to take care of (child's name) needs?
No

=.

.

«

If yes, please specify:

pubs

Yes

Family Background Interview (Continued)
18.

Currently. do you or anyone in your household receive any of the following types of
assistance? (Indicate all that apply)
None

AFDC

Food Stamps

_ SS.

Public housing assistance
Medical assistance
Unemployment insurance

WIC
Energy Program Assistance

Home visits
Mental health services or counseling
Nutritional services
Parenting education (information to help in parenting your child)
Literacy education (including tutoring and remedial services)

Social services (including substance abuse treatment, education, and prevention)

Other assistance (specify):

CLOSING QUESTION (Optional)
19.

Are there any other areas in which you think your family needs help?
'

Yes

No
Skipped

|

Ly

19a.

If yes, what are these?

Your Child’s Adjustment to School
6.

Here is a list of methods parents might use to help their child do well in school.
Which method do you think is most effective? The second most?
(Continue until all methods are ranked.)
Help child
1

13

5

6

T2

4

5

6

12

3

4

5

6

7

10

"1

3

4

5

6

7

10

n

13

14

4

5

6

7

4

5

6

7

10

"I

13

14

4

5

6

7

10

nN

13

14

13

14

2

3

4

Establish study routine
1

2

3

Remind verbally
1

Show

2

interest

1

2

Maximize school experience
1

2

3

Provide example
1

2

3

Encourage learning
1

2

3

Discuss value of education
1

<

3

4

5

6

7

10

41

12

3

4

5

6

7

10

VW

12

3

4

5

6

?

10

i

14

3

4

5

6

7

10

nN

14

4

5

6

7

10

11

14

4

5

6

7

10

aR!

6

7

10

W

Praise chiid
1

2

14

Use tangibie rewards
1

2

Praise others
1

z

Express disappointment
1

:

Punish
1

3

or threaten
2

3

Provide learning environment
1

7.

2

3

4

5

Is (chilc’s nameé)’s progress/work in school:

About wna? you expected from him or her?
More tnan you expected from him or her?
Less than you expected from him or her?

14

Your Child’s Adjustment to School (Continued)
Please rate the following statements about your child’s adjustment to school at the
present time.

How much do you think your child likes school?
0

1

2

3

not much

9.

0

1

c

°

E

¢

16

very muct

alo!

3

4

§

&

°

E

some

9

10

very much

a lot

How well do you think your child actually does in school?
0

1

2

3

4

£

sort of well

6

7

&

pretty well

S

1C

very well

extremely well

|

How well does your child get along with his or her teacher?
0

1

2

3

not very well

12.

6

some

a little

not very well

11.

5

How much effort do you think your child puts into trying to do well in school?
not much

10.

4

a little

eee

8.

4

5

sort of well

6

7

€

pretiy well

9

10

very wel

extremely well

_

How well does your child get along with other children at school?
t
6

1

2

3

not very well

sort of well

G

1

2

3

4

¢

10

verv weli

5

6

extremely well

in terms of helping your child learn
°

&

pretty pleased

c

10

very pleasec

extremely pleased

1

2

3

4

S

sort of pleased

€

7

&

pretty pleased

°

10

very pleased

|

extremely pleased|

How would you rate your child’s overall adjustment to schoo! at this time?
0

4

2

3

not very good

4

5

sort of good

arent’s School

€

7

é

pretty cood

9

very ooor

10

|

extremely good

|

Memories

Think back tc when you were in elementary schocl. Dic you think vour elementary
school experience was 2 positive or negative experience? ‘Wari ones.)
1

2

very negative

17.

é

pretty well!

sort of pleased

not very pleased

16.

7

How pleased are you with the school program in terms of meeting your child’s
needs — social and emotional — that is, the parts of school that nave to do with
helping children to get along with others and becoming more mature?
0

15.

6

How pleased are you with the school program
basic skills (reading, writing, math)?
not very pleased

14.

5

3

:

moderately negative

5
slightly negative

é

°

Shanty: posive

C
MAGEE

c
Notte

1c
very positive

t

i
)

How much importance did your parents place on your ecducetion?
1

none

2

2

¢

5

2 little

t

.

avite 2 bY

t

a

1

a tos

o-uhe-s

13.

4

Your Child’s Adjustment to School (Continued)
18.

How much

did your parents help you with your school work?

[

|

none

19.

a little

quite a bit

20.

a little

quite a bit

21.

2

3

4

moderately worse

2

3

extremely dissatisfied

22.

5

6

slightly worse

4

Quite dissatisfied

2

3

extremely dissatisfied

23.

wg:

slightly better

5

6

slightly dissatisfied

4

quite dissatisfied

5

7

6

Slightly dissatisfied

9

10

a lot better

8

3

Quite satisfied

7

slightly satisfied

*

10

extremely satisfied

8

9

quite satisfied

16

extremely satisfied

|

Frequency
1-2 Times
a Week

1-3 Times |
a Month
|

How often do you have the

opportunity to discuss your

child's school day with him or
her?

l

8

moderately better

Slightly satisfied

Almost
Every Day

|
|

7

What do you remember your parents doing to help you when you were in school?

Additional Items

27.

|

How did you feel about your relationships with your teachers in elementary school?
1

||

a lot

How did you feel about your relationships with your classmates in school?
1

|

|

Did your elementary school experience make you feel better or worse about

a fot worse

| 26.

10

yourself?
1

t

Q

8

7

6

5

4

3

2

none

25.

a lot

How much was your mother or father involved with your school (PTA, helping in
the classroom, field trips, etc.)?
1

24.

|

10

9

&

7

6

5

4

3

2

1

How often do you participate in;

school activities planned for
parents?

How often do you volunteer in

your chilc’s school?

|

How ofien do you keep intouch
with your child’s teacher or other
schoo! staff to be sure you know
how things are going?

"Not from the original instrument.

Less Than
Monthly

:

|
i

|
|
'

!

3

|
|
|
:

i

|
|
|
|
j

|

|

1

.

i

|

|

3
?
|

|

|
!
7

:!

|

|

|

!

APPLY

|

|

|

|

|

|
|

| DOES

|

|

|

|

!

:

|

:
!
'

‘

'

:

|

|

:

SOCIAL SKILLS RATING SYSTEM
Social Skills Questionnaire
Parent Form
Elementary Level
K-6

Gresham, F.M.. & Elliott. S.N. (1990)

(For this instrument,

the interviewer must read the items anc directions as written. If needed.

the interviewer may

re-read items or help clarify for the participant.)

For each of the items below (1-38), please think about your child’s present behavior. Decide
how

often your child does the behavior described. You may answer never, sometimes,

very often.

and

There are no right or wrong answers. Please do not skip any items. We realize that some
items apply more to older children. but please answer as best as you can about your child's
present behavior.

How Often?

Social Skills

RO

Keeps room clean and neat without being reminded.

WW

Uses free time at home tn an acceptable way.

Speaks in an appropriate tone of voice at home.
Joins group activities without being told to.
introduces herself or himself to new people without being told.
Responds appropriately when hit or pushed by other children.
Asks sales clerks for information or assistance.

Attends tc speakers at meetings such as in church or youth groups.
Politely refuses unreasonable requests from others.
Invites others to your home.
Congratulates family members on accomplishments.
Makes friends easily.
Snows

interest in a variety of things.

Avoids situations that are likely to result in trouble.
Puts away toys or other household propery.
Voiunteers to help family members with tasks.

Very

Never

Sometimes

Often

0

1

2

oabey

Social Skills Rating System (Continued)

How Often?

Helps you with household tasks without being asked.
Appropriately questions household rules that may be unfair.

Very
Often
<9

tt)

Answers the phone appropriately.

0

Sometimes

te

Receives criticism well.

Never

ho

~~

Social Skills

ttempts household tasks before asking for your help.
Controls temper when arguing with other children.
Is liked by others.
Starts conversations rather than waiting for others to talk first.
Ends disagreements with you calmly.

Controls temper in conflict situations with you.

Compietes household tasks within a reasonable time.
ASKS permission before using another family member's property.
Is selt-confiaent in social situations such as parties or group outings.

Responds appropriately to teasing from friends or relatives of his or her own age.

to

Requests permission before leaving the house.

Uses time appropriately while waiting for your help with homework or some

other task.

Accents frends

ideas for playing.

Easiy chanaes from one activity to another.
Cooperaies with family members without being asked to do so.

ey)

ACKNowlegges compliments or praise from friends.
REenots accidents 10 approoriate persons.

gob

qil

Gives compiiments to friends or other children in the family.

a mde4

PARENTING DIMENSIONS INVENTORY
(SHORT FORM)
Slater. M.A., and Power. T.G. (1987)

The following statements represent matters of interest and concern to some parents. Not all
parents fee! the same way about them. Please let me know the number which most closely

applies to you and your child.

‘For this instrument, the interviewer must read the items and directions as written. If needed,
May re-read items or help clarify for the participant. Hand the prompt card to the respondent.)
Now At Al
Descriptive
o* Me

1

Snanti.
Descriptive
of Me

2

Somev:nai
Descriptive
of ie

3

Farr,
Descriotive
of Me

4

Quite
Descriptive
ci Me

3.

6.
7.
8.

10.

11.

6

1

2

3

4

5

6

| do not allow my child to get angry with me.

1

2

3

4

5

6

There are times | just don’t have the energy to make my
child behave as he (or she) should.
My child can often talk me into letting him (or her) off
easier than | had intended.
My child convinces me to change my mind after | have
refused a request.
| think a child should be encouraged to do things better
than other children.

'

>

5

4

5

¢

'

3

;

4

5

5

'

>

5

4

5

5

'

>

3

4

5

5

My child and | have warm intimate moments together.

1

2

3

4

5

6

| encourage my child to be curious, to explore, and to
question things.

'

>

3

4

5

5

| always follow through on discipline for my child, no
matter how long it takes.
Sometimes it is so long between the occurrence of a
misbehavior and an opportunity for me to deal with it
that | just let it go.

I find it interesting and educational to be with my child

r

| don’t think children should be given sexual

1

>

yl

13.

| believe that a child should be seen and not heard.

1

2

3

4

5

6

14.

| believe it is not always a good idea to encourage
children to talk about their worries because it can upset
them even more.

'

;

;

4

.

5

15.

| encourage my child to express his (or her) opinions.

.

2

3

4

5

6

12.

for long periods.
information.

grab

2.

Rian,
Descriotve
of Me

5

| encourage my child to talk about his (or her) troubles.

the interviewer

Parenting Dimensions Inventory (Continued)

No* At Al
Descriptive
of Me

1

16.

Suen.
Descriptive
of Me

2

Somewna:
Descriptive
o* Me

3

Farri,
Descriptive
of Me

4

Quite
Descripi.ve
of Me

5

| make sure my child knows that | appreciate what he
(or she) tries to accomplish.
| let my child know how ashamed and disappointed |
am when he (or she) misbehaves.

'

18.

| believe in toilet training a child as soon as possible.

19.

| believe that most children change their minds so
frequently that it is hard to take their opinions seriously.
| have little or no difficulty sticking with my rules for my
child even when close relatives (including when
grandparents) are there.
When | let my child talk about his (or her) troubles, he
(or she) ends up compiaining even more.
| expect my child to be grateful to his (or her) parents,
and appreciate all the advantages he (or she) has.

17.

20.
21.
22.

23.
24.

25.
26.

Once | decide how to deal with a misbehavior of my

child. | follow through on it.
|respect my child’s opinion and encourage him (or her)
to express it.

4

.

>

:

:

1

2

4

5

,

>

4

-

'

>

4

;

'

>

:

.

'

;

4

s

1
'

|,

| believe that once a family rule has been made, it

+

should be strictly enforced without exception.

6

>

| never threaten my child with apunishment unlesslam

sure | will carry it out.

H:ohn,
Descupins
c* Me

a8
3

4

;

fg
3

ss

WHAT | THINK OF SCHOOL
Reid, M., & Landesman, S. (1988)
Dialogue: “Right now. we would like to find out what you think about school. Of course, there are no right or wrong
answers on tnese questions. You just need to answer them in a way that best describes how you feel.” (Use the rating
Cards in this dialogue. Be sure to introduce this by practicing with the child first in how to use the rating scaie.)

1. How much do you like school?

6. How do you get along with your teacher?

@ | like school a lot.

@ | get along great with my teacher.

| sort of like school.

_ | sort of get along with my teacher.

| don't like school very much.

-- | don't get along with my teacher.

2. How well (“good”) do you do at your

7. How do you get along with the other

school work, compared to others in your
class?
®@ My school work is great.

children at school?
@| get along great with the other children
_
at school.

My school work ts sort of good.
My school work Is net very good.

~ | sort of get along with the other children
at school.

“~ | don’t get along with the other children

3. How important is it to you to do well
(“good”) in school?

at school.

@ It is very important.

8. How much does your teacher help you learn

It is sort of important.
It is not very important to me.

4.

How

hard

do

you

new things?
@ My teacher is really very good at helping

try at school?

me learn new things.

-

@ | try very hard.

My teacher

is sort
of good.

— My teacher is not too good.

| sort of try.
| don’t really try very hard.

5. How important is it to your parents that
you do well in school?

@ It is very important to my parents.

It is sort of important to my parents.
{t is not very important to my parents.

EXAMINER'S

(OPTIONAL)

RATING

OF CHILD

.

Low

1. Child's interest during task:

A little
le-

.

,

M edium

High

Vv ery h high
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Flr
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@©1O

©

E17

Fils

©

DIO

DH

flr

Hle

@

DIO

D

Flr

Fle

w

Comments:

2. Child's cooperation.
Comments:

3. Child's comprehension of questions and activities.

Q@

HYD

Comments:

4. Child's enjoyment of task.

©

O11

Comments:
SOO

OO

Ow
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OS OATH

O SES

OEEEH
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Examiner’s comments about child's interest, communication about traits, self, and/or task.
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Early Childhood Transition Projec:

QUESTIONNAIRE
PART A

RR

RRR

TEACHER

National Head Start/Public Senos:

Social Skills Rating System

REE

REO

School Survey of Early Childhood Programs (Optional)

E RR

school Climate Survey

ARERR

ERE

Spring Assessment, First Grade

University of Alabama at Birmingham

1719 Sixth Avenue, South
Birmingham, Alabama 35294-0021
~ (205) 934-8058
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Civitan International Research Center

SOCIAL SKILL RATING SYSTEM
social Skills Questionnaire
Teacher Form
Elementary Level
Grades K-6

Gresham. F.M.. & Elliott, S.N. 1990)
This questionnaire is designed to measure how important you think certain social skills
exhibited by students are for success !n your classroom.

For items 1-30. you should rate how important each of these behaviors Is for Success in your
classroom.

There are no right or wrong answers. Please do not skip any items. We realize that some
items apply more to older children, but please answer as best aS you Can.

How Important?
Not

|

important! Important:

1.. Controls temper in conflict situations with peers.
2.

Introduces herself or himself to new people without

-

being told.

.

3.

Appropriately questions rules that may be unfair.

4.

Compromises in conflict situations by changing own

5.

Critical

|

UY

_

@

Lo

cS

@

C

ideas to reach agreement.

L

C

Responds appropriately to peer pressure.

O-|

©

e

appropriate.

&

©

e

7.

Invites others to join in activities.

Oo

e

©

8.

Uses free time in an acceptable way.

oO

@

o

9.

Finishes class assignments within time limits.

oO

@;0O

10.

Makes friends easily.

©

e

c

11.

Res
pigilipropriarelyto teasing by peers.

oO

@

O

12.

Controts temper in conflict situations with adults.

>

co

e

13.

Receives.crificiem
wen. .

O

@

O

14.

Initiates conversations with peers.

@

>

LS

15.

Uses time appropriately while waiting for help.

©

@

O

16.

Produces correct schoolwork.

Oo | @ | 8

17.

Appropriately tells you when he or she thinks you

6.

Says nice things about himself or herself when

have treated him or her unfairly.

O

|

@

e

!

@

O

|
es ~~ - nme mnmnmnmen
epeanaeupaueaeaeanenaeRaeanhReanemhntreanunanemthaaetanameeaemnannmenrnaeneemeae

(03001113

Social Skills Rating System (Continued
How Important?
Not

tmportant

18.

Accepts peers’ ideas for group activities.

19.

Gives compliments to peers.

20.

Follows your directions.

21.

important

e
®

|

Puts work materials or school property away.

e

;

22.

Cooperates with peers without prompting.

_

|

23.

Volunteers to heip peers without prompting.

@

24.

Joins ongoing activity or group without being told to

25.

do so.

Responds appropriately when pushed or hit by

-

|

:

¢

,
e

:

_

!

@|

other children.

©

26.

Ignores peer distractions when doing class work.

oof

27.

Keeps desk clean and neat without being reminded.

@

°

28.

Attends to your instructions.

.

_

to another.

©

C

Gets along with people who are different.

>

.

29.
30.

Easily makes transition from one classroom activity

Critica!

Oo

|

<SENSITION’
s

National Head Start/Public School

Early Childhood Transition Project

a nndate
indi

QUESTIONNAIRE FOR
PRINCIPALS

schcol Climate Survey

School Survey of Early Childhood Programs

Spring Assessment

Civitan International Research Center
University of Alabama at Birmingham
1719 Sixth Avenue, South
Birmingham, Alabama 35294-0021
205-934-8058
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SCHOOL CLIMATE SURVEY (Modified)
FORMA
Kelley, E.A., Glover, J.A., Keefe, J.W., Halderson, C..
Sorenson, C., & Speth, C. (1986)
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TEACHER-STUDENT RELATIONSHIPS

(

Y

Y, NEITHER Y_
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3 ise.

acres

1.

Teachers in this school like their students.

'

2

3

sy

2.

Teacners 'n this school are on the side of
their students.

'

>

;

1

:

cass

573 DN 7L:

‘¢

ar

:

Teachers give students the grades

;

3

3

,

6

4.

Teachers help students to be friendly and
kind to each other.
Teachers treat each student as
an individual.

'

>

;

:

e

'

3

3

:

e

5.

||

®

3.

they deserve.

{

6.

Teachers are willing to help students.

’

2

3

4

e

7.

Teachers are patient when a student has
trouble learning.

'

3

3

4

e

8.

Teachers make extra efforts to

'

5

5

4

e

;

9.

'

;

3

e

;

s

10.

Teachers understand and meet the needs
of each student.
Teachers praise students more often than

'

3

3

®

;

,

11.

Teachers are fair to students.

’

2

3

4

®

:

12.

Teachers explain carefully so that students
can get their work done.

\

2

3

e

.

:

help students.

they scold them.

This survey originally designed and published by the National Association of Secondary Schoo! Principals. Al: nants reserv

14,

People are not atraid to come to school for

15.

meetings and programs in the evening.

STRONGLY
AGREE

CON'T
KNOW

|

3

4

}@

6

:

3

e

5

5

2

3

eo

2

3

e

2

3

@

1

2

1

2

1

Classrooms are usually c.ean and neat.

1

17

The scnoo: Duiding :S Kept clean and neat.

1

18.

The schoo: Duliaing is Kept in good repair.
The scnooi grouncs are neat and attractive.

AGREE

DISAGREE

16.

19.

| AGREE NOR |
| DISAGREE,

STRONGLY
DISAGREE

|

d

!

1

|

|

2
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23.
24.

|

!

witn teacners ara Carents.

22.

|

1

The administrators in this school set high
standards and iet teachers. students, and
parents know wnat tnese standards are.
Administrators set a good example by
working nard themselves.
The administrators in this school are willing
to near student complaints and opinions.
Teachers and students help to decide what
happens in this school.

2

2

||

|

:

>

i

3

'

@

4

'

,'

The administrators 'n this schoo! talk often
.

|

|

(Principal. Assistant Principal, etc.)

21

:

!
i.e

ADMINISTRATION
20.

|

‘

Ae de

scnco: Duliding.
Teacners and ster .vorkers feel safe in the
building setore anc after school.

N

3

.

|

!

1

3

e
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Stucents usually teel safe in the

13.
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SECURITY AND MAINTENANCE
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STUDENT ACADEMIC
25.
26.
27.
28.

W
©

N

Students here understand why they are
in school.

In this school, students are interested in
learning new things.
Students in this school have fun but also

work hard on their studies.

Stugents work hard to complete their
school assignments.

STUDENT BEHAVI
29.

ORIENTATI
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3
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6

4
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e

5

6
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VA

If one student makes fun of someone,

other students do not join in.
Students

3

1

in this school are well-behaved

4

|

1

2

@

4

5

1

6

|
]

even when the teachers are not watching

1

Most students would do their work even if
the teacher stepped out of the classroom.

1

2

3

@

5

|
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them.
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STRONGLY
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SHIPS
STUDENT PEER RELATION
Stuaents care about each
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Students

want to pe friends with
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Studerzs “ave a sense of belonging in
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Parents and members of the community
atiénd scnooi meetings and other activities.
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S$CNOOi :N One way or another.
Community attendance at schoo! meetings
anc programs is gocd.
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INSTRUCTIONAL MANAGEMENT
59.

There .s aciear set of rules for students to

+0.

Taking attendance and other tasks do not
interfere witn classroom teaching.
Teachers spend almost al! classroom time
in learning activities.
Outside interruptions of the classroom

-1.
-2.

_

on

PARENT AND COMMUNITY-SCHOOL
RELATIONSHIPS

~wiOSt DeOcie in tne Community
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STUDENT
43.
44.

{fm

ACTIVITIES

Students are abie to take part in school
activities in which they are interested.
Students can be in sports. music, and
plays even if they are not very talented.

45.

Students are comfortable staying after

46.

Students can take part in sports and other
school activities even if therr families
cannot afford it.

school for activities such as sports and
music.
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Parent Supplemental Interview

Family ID#

I would like to ask you a few questions about the Head Start (FECEP) your child (name..... )

went to last year.

Record the responses to the questions written in CAPS.

opening statements or probes.
1. WHICH

HEAD

Other questions are asked as

START DID.......... ATTEND BEFORE KINDERGARTEN?
NAME
DON’T KNOW

2. Did .......... goto H.S. all year? Did he (she) get shots there?
Did you think the food was good?

3. WHO WAS THE TEACHER?
NAME
4. WHO WAS THE ASSISTANT?
NAME
(ANY EVALUATIVE STATEMENTS

DON’T KNOW
DON’T KNOW
RECORD VERBATIM)

5. DID............ NAP AT HEAD START?
DID............ NAP AT HOME?

a

YES
YES

><

NOU
NO

*

Did............ look forward to going to Head Start in the mornings?

SOME
YES

7. DID THEY DO MUCH SCHOOL WORK, GETTING READY FOR
SCHOOL AT HEAD START?
MUCH
A LITTLE
NONE

NO
NO
IK
NO

|

YES
YES

z

6. DID............ MAKE SPECIAL FRIENDS AT H.S.?
DID............ MAKE FRIENDS EASILY?
DID............ PLAY WELL WITH ALL CHILDREN
OR JUST WITH SOME CHILDREN?
ALL
DID THE TEACHER HELP HIM/HER MAKE FRIENDS?

DID YOU THINK THIS WOULD

GOT TO KINDERGARTEN?

HELP....... WHEN HE/SHE

8. DID YOU MEET THE FAMILY SERVICE WORKER
(SOCIAL WORKER)?
If YES, ask:

HOW OFTEN?
WHERE?

HOME

YES

NO

YES

NO

NAME

MORE THAN 5____ 3-5
SCHOOL
BOTH

TK

12
OTHR __

WHAT DID SHE HELP YOU WITH? LIST VERBATIM:

9. DID YOU GO TO SCHOOL TO MEET WITH....... TEACHER? YES
HOW OFTEN?
MORE THAN 5____ 3-5
1-2
DID YOU TALK ABOUT HOW.....WAS DOING AT SCHOOL? YES
10.DID THE TEACHER COME VISIT YOU AT YOUR HOME? YES
HOW OFTEN?
3 OR MORE__
2
DID SHE SHOW YOU THINGS TO DO WITH...... ?
YES
_.
WERE YOU ABLE TO DO THEM?
YES
IF NO, WHY NOT? RECORD VERBATIM:

NO
NO
NO
1
NO
NO

11.DID YOU GET A CHANCE TO VISIT AND SPEND SOME TIME IN....
HEAD START CLASS?
YES
NO
WHAT DID...... DO WHEN YOU WERE THERE? RECORD VERBATIM:

12.DID YOU GET A CHANCE TO SPEND TIME IN THE FECEP CENTER OTHER
THAN IN CLASS?
YES
NO
WHAT DID YOU DO THERE: (record EACH as appropriate:)
GO ON TRIPS WITH CHILDREN
PLAY WITH CHILDREN IN CLASS
HELP WITH ADMINISTRATIVE/COOKING/MAINTENANCE/ETC
WORK ON A COMMITTEE
OTHER
ATTEND A SOCIAL DINNER___ ATTEND ACENTER WIDE MEETING ____
SPEND TIME WITH FRIENDS FOR FUN

NOW THAT...... IS IN KINDERGARTEN,
QUESTIONS ABOUT THE NEW SCHOOL.

I WOULD

LIKE

TO

ASK

YOU

A FEW

13.WHAT IS....... TEACHER’S NAME
DK
HAS SHE VISITED YOU AT HOME?
YES_ __ NO
DID SHE SUGGEST ANYTHING TO DO WITH.....
AT HOME?
YES
| NO __
IF YES, DID YOU DO IT?
YES
NO
IF NO, WHY NOT? RECORD VERBATIM:

DID THE TEACHER TALK ABOUT ANY OTHER
THINGS THAT YOU MIGHT DO AT SCHOOL?
YES
NO
- IF YES, WHAT DID SHE SUGGEST YOU MIGHT DO AT SCHOOL? RECORD
VERBATIM:

14.HAVE YOU MET THE FAMILY SERVICE WORKER

(SOCIAL WORKER)?
HOW OFTEN?
WHERE?

HOME

YES___—s-'ND
MORE THAN 5___ 3-5
12
SCHOOL
BOTH
OIER_

WHAT DID SHE TALK ABOUT:
NEEDS ASSESSMENT
FAMILY PLAN
HOW TO CONTACT SPECIFIC SOCIAL SERVICE
BEHAVIOR OR SOCIAL PROBLEMS WITH
HOW TO HELP....... IN SCHOOL
HOW TO GET INVOLVED IN SCHOOL ACTIVITIES
OTHER (SPECIFY) _

15.HAVE YOU HAD A CHANCE TO VISIT.....SCHOOL (OTHER THAN PICKING
HER(HIM) UP AFTER SCHOOL?
YES
NO
IF NO, WHY NOT: RECORD VERBATIM

IF YES, WHAT DID YOU GO TO SCHOOL FOR; RECORD ALL APPROPRIATE:
MEET WITH TEACHER ABOUT
MEET WITH OTHER SCHOOL PERSONNEL ABOUT
HELP OUT AT SCHOOL AS A VOLUNTEER (SPECIFY TASK)
ATTEND COMMITTEE MEETING
ATTEND FIAT MEETING
ATTEND PTA
ATTEND A CULTURAL/MULTICULTURAL/ETHNIC EVENT
ATTEND A SOCIAL/FAIR/DINNER
VISIT PARENT RESOURCE ROOM FOR FUN
OTHER (SPECIFY)
16.ADDITIONAL COMMENTS?

RECORD

VERBATIM.

Parent Interview
Date:

Participant:
1. How many people are in your family?
2. Tell me about your family members?

3. How many people are in your household?

4. Tell me about yourself?

-

5. Where did-you grow up?

6. When was

born?

7. Tell me about his/her birth.

8. What is the nicest thing you remember about him/her as a baby?

9. What was the most difficult thing you remember about him/her as a baby?

10. When

did

start school?

11 Tell me about how you felt when he started school?

12.

How did he/she adjust to school?

13. What did the teachers say about

14. What things was he/she good at doing?

15. Tell me about how he/she played with siblings?

16. What responsibilities did he/she have when they were older?

17. How did he/she handle responsibility?

18. Were you able to talk with your child’s teachers?

19. Did you go to his/her school?

The classroom?

At what times?

20. What did you like about meeting his/her teachers?

Teacher Interview
Date:
Participant:
1. What grades

have you taught?

2. How generally do you set up your room?

3. How do you teach reading?

4. Have you had parent work with in your room?

5. How do you utilize parent volunteers?

6. What things have worked when using parent volunteers?

7. What things have not worked when using parent volunteers?

8. Describe your parent conferences?

9. What things have been successful during conferences?

10. What do you discuss at parent conferences?

12. How easy is it to contact parents?

What barriers do you have?

13. What barriers do you think parents face when working or interacting with the
schools?

14. What barriers do parents face with communicating with the school?

15. Do you think most communication with the school is one-way or two-way?

17. What ways do you think parents can be involved?

18. What could teachers do to improve communication, involve parents more?

19. What could parents do to become more involved?

20. Do you think home visits are beneficial?

Why or why not?

21. What did you learn from home visits?

22. How do you think parents feel about home visits?
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