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Foreword

Warking with the Bilingual Community is a collection of five papers
dealing with parental community involvement in bilingual education.
Mari Estela Brisk discusses the subject in light of legislative and
judicial issues. Maria B. Cerda and Jean J. Schensul describe in de-
tail a Chicago program designed to train parental leaders in the His-
panic community. Kennith York discusses the Mississippi Choctaw Bi-
lingyal Education Program and how parents and community members
have contributed to its initiation, growth, anc success. Norberto Cruz
summarizes his recent research ident#fying roles and funetions of
parent advisory councils serving Title ViI Spanish-English programs.
In the final paper Alberto Ochoa examines the need for parental par-
ticipation, presents three approaches for involving the community,
and suggests actiyities for generating parental interest and support.

One of the functions of the Natignal Clearinghouse for Bilingual
Education is to publish aecuments addressing the specific information
needs of the bilingual eduzation field. We are pleased to add this cel-
lection of papers to our growing list of publications. Subsequent
Clearinghouse products will similarly seek to contribute information
and knowledge which can assist in the education of minority culture
and lapguage groups in the United States.

National Clearinghouse
for Bitinqual Fducation
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The Role of the Bilingual Cominunity
in Mandated Bilingual Education

Maria Estela Brisk

During the last two decades.-bilingual education programs in the
United States have evolved from a few locally initiated programs to
programs supported by federal assistance under Title VII of the
Elementary and Secondary Education Act and, more recently, to pro-
grams mandated by state legislation or court litigation.

Common to the first type of programs has been the involvement of
ethnic and linguistic minorities in their initiation and planning. Dis-
cussions or negotiations between the educational establishment of a
particular city tschool administrators, school boards, and teachers)
and language minorities, before a program has been created, have
often led to an effective coalition that implements and monitors such
programs.' Rallying around shared interests, such coalitiors have
recognized the varied benefits offered by bilingual education: broad-
ened community participation in setting educational goals, realistic
acceptance of pluralistic social and cultural objectives, recruitment of
minorities into the teaching profession. and—most significant—im-
proved academic periormance of students at all levels.

It is generally aceepted that well-vlanned bilingual eduecation pro-

, krams offer these and many other advantages that can be perceived by

a wide audience. But it is not always recognized that the process of
community involvement has made the difference between successful
and merely ritualistic responses to the needs for such programs. In the
case of mandated bilingual education, the participation of the com-
munity is varied. due to organizational and time constraints.

While mest supporters of bilingual education have welcomed the
gathering legislative and judicial support for bilingual education—as
evidenced by new state zws, the repercussicns of the Supreme Court
decision in Lau vs. Nichols and the Qffice of Civil Rights guidelines
that followed. and the connection between deségregation disputes and
educational reform in many cities—there is a tendency to overlook one
of the costs of such mandated efforts to pluralize education: & possible
lack of community involvement.

This paper s teprinted from the CAL ERIC/CLL Series on Language and Linguisties.
Number 19 19770 ixsvad by the ERIC Clearinghouse on Languages and Linguistics.
Center for Apphed Linguistics. 1811 North Kent Street. Arlington. Virginia 22209. This
paper s diso avallable from ERIC, ED) No. 138 088.
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Thix process of involvement takes time, so it is important that it be
initiated long before the actual mandate takes place. Otherwise, the
rush to meet compliance guidelines can have negative effects on the
quality and staying power of such reforms. In many cases, not enough
time is allowed for an ethnic or language coramunity to determine its
own inderests, and a hastily organized group may be produced which
morly represents community interests or does not reflect sound ed-
ucational practices. Lack of a prior working relationship between the
community and educators can be a source of friction, and efforts to get
the two factions to agree to :. common plan may fail for lack of empathy
and common pereeptions Finally, there is a danger that the rush to
comply will put & preinium on general guidelines that do not take into
consideration the unique social and educational patterns of each cem-,
murity, - .

It would be wrong to argue against efforts to mandate bilingual ed-
ucation. On the contrary, communities should take advantage of man-
dates in order to attain their educational goals, but they should be
organized and cogrizant of the issues, so that the resulting bilingual
programs closely reflect what they believe is best for. their children.
Legislation related te bilingual education is only remedial in nature: it
helps non English-speaking children learn enough English to keep up
with their monolingual English-speaking peers in the educational
system. Community involvement and pressure can assist in the imple-
mentation of comprehensive programs that go beyond these minimal
requirements to comply with the law.

Bilingual edueation already has considerable momentum. At least
twenty two states have enacted pertinent legislation.’ As a result of
the Lau decision, all school districts in the United States are required
to submit periodic reports to the Office of Civil Rights that specify the
types of programs they offer to children of linguistic minorities. A
number of school districts have been found net to comply fully with
keneral guidelines and have been foreed to develop plans te service
these children adequately. In Hartford, the bilingual community teok
advantage of the situation and developed a comprehensive plan for bi-
Hingual education with cooperation of the school board and the office of
the superintendent. There have been other insiances where parents of
l}i!ingual children have filed suit against their own school districts on
the grounds that for lack of a coherent program, their children were
receiving an inadequate education. 5

In order that their children's educational interests be considered in
the midst of integration, bilingual communities: have also entered as
secondary parties in desegregation suits brought before federal courts
by bath the Department of Just.ce and private citizens. This interven-
tton has been a erucial factor in avoiding the collapse of existing bilin-
gual programs. Assigning youngsters to schools on the basis o! ratios
of black vs. white has been justified as a means of improving
education. The needs of linguistic minorities, however, are ruled by

/
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linguistie and cultural eharacteristics and not by race. In order to have
viahle bilingual program-.. an adequate number of children of the same
ethnic group must by kept together, but this causes problems with
desegregation.” In mes. cases, courts have raled in favor of the bilin-
gual population, but sometimes the wishes of the bilingual community
have not been followed. [n the case of Boston, for instance, although
clustering of bilingual children was aliowed, the courts did not permit
.the continuation of a special program for secondary school Hispanie
children who were working well below-grade level, because jt was
+housed apart in a school with no children of other ethnic or racial
groups.

State legislation, private suits, and desegregation proceedings have
combined in some cities {New York. Boston, and Hartford, for
example! to produce added pressure for hilingual programs. The rise
of public interest law firms throughout the United States will un-

+  doubtedly continue to spur such litigation in the future.*

It is the purpose of the present report to alert community organizers,
R school officials, and scholars to their mutual interest in securing com-
munity involvement in the planning and execution of bilingual pro-
grams. Strategies will be proposed for bilipgual communities to follow
when confronted with’ mandated bilingual education. The ideas ex-
pressed in this paper are the resuit of the author’s work in the United
Ntates with sever/al bilingual communities facing such a situation. The
proposed process:is not a theoretical model based on studies in com-
munity organization but, rather, a summary of successful strategies.
- The report will focus on the structure of the community and other in-
tecested parties. on the type of community organization required for
effective action, and on the role of the community in setting goalsfo
implementing and monitoring bilingual programs. '

Participants in the Policy-Making P\ veess

The Bilingual Community

The word “community” has many connotations. “Sociologists have
grappled with the concept of community since Comte and before him,
philosopners sinee Pluto.” Panzetta deseribes three possible types of
community: horizontal t(gengraphic) community, whose members have
a relationship of mutucl dependency: a vertical (institutional) com-
munity. whose members have a formal relationshio; and a third type,
formed by a group of people whe come together in commen pursuit
over a period of time. In the context of bilingual education in its
broadest sense, the word “community” refers to the last-named type—
a group of people interested in the develoﬁnent and improvement of
the ediication of bilingual children. In its narrowest sense, it can refer
ta the parents of hilingual children attending a particular school. It is
rot the author’s purpose in the present report to define the bilingual
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community, but rather to suggest how it can be most effective. Con-
sidering what Guskin and Ross have to say with respect to urban prob-
lems, the bilingual community that can exercise pressure and provide
meaningful cooperation for improving education opportunities must be
composed of 2 broad spectrum of people.

The last few years of urban crises have generated a new concern about

the citizen's role in the plapning process. Given the complexity of the

isvtten and the growing sophistication of techniques in urban and social

planning, many writers have argued that community groups, especially
. in low income neighborhoods, need the expertise of professionals to de-
t fend their ingerests in the policy process,” - °

Family. neighbors, informal groups, professionals, and formal or-
Kanizations all have an important and different role to play. Hence, for
purposes of this report the word “community” refers to a coalition of
all of the above components.. The specific composition of a bilingual
community will vary, depending upon the social and linguistic com-
pasition of the school district in question.

Two major problems arise in the proposed organization of the com-
munity. The first is the establishment of communicition among the
members of 2 community that is not necessarily geographically de-
fined. The second is the establishment of good working relationships
among the various types of groups involved. I'deally, all of the mem-
bers of the community should be informed of the various issues in
question and their opinions solicited. The size of the geographical area
and *he distribution of its members will determine the feasibility of
this task. In the case of Boston, when faced with desegregation, the
Hispanic community formed a committee with one representative
from each of the eity's seven districts that had concentrations of His-
‘paniec populations. Throughout the procéss, every issue was discussed
first in the central committee and then in district meetings, with the
representative serving as a link between the two. This system aliowed -
communication with the community without forcing people to travel
long distances. Another advantage was that a committee of limited
and fixed membership could work more efficiently than one that tried
to cover the entire population, but whose meetings were seldom
attended each time by the same people.

A committee that is going to organize the community for the defense
of hilingual education should include “grass roots” members. profes-
sionals tincluding lawyers. school staff, researchers), and organiza-
tional representatives. The problem is to get these groups to work to-
gether. Lay persons often distrust professionals, while the latter often
try toampose their opinions upon their “clients” without listening to
what they have to say: Much effort is ofteq wasted in struggling over
power. The best strategy seems to be for the professionals to assume
an advisory rather than a leadership role. Established organizations
can help to disseminate information. offer meeting places, and secure

Q 3
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funds. Te avoid unpecessary. conflict, the role of each ecomponent
should be elearly defined during the initial meetings and the tasks
divided according to. who s be:t qualified to perform them. (The
matter of allocating tasks will be discussed in detail in a later section of
this paper.! 1

Educational Authorities and School Personnel

For many minority language communities, successful collaboration
in policy making requires an understanding of the composition, leader-
ship, interests, and constraints of the other groups involved. Situa-
tions differ from school district to school district, but the participants
usually include a school board, a superintendent, monolingual ad-
ministrators and teachers (often represented by one or more unions),

. and bilingual school personnel (who are also members of the bilingual
community ): The school board members and school superintendent are
likely to be concerned with overall education objectives—which in-

- elude serving bilingual children, but not necessarily through bilingual
education -and are sensitive to their own budgetary constraints in
planning new programs. Principals, teachers, and other personnel
often pereeive mandated bilingual education as a threat to their job
seceurity and to their own concept of education, especially if their mis-
sion includes “assimilation” of minority students.

The members of the bilingual community must be aware of the par-
ticulur concerns of these sectors and must exercise great tact and skill
in presenting the case for bilingual edueation. It should be kept in
mind from the verv beginning that implementation of any plan, even
when mandated an * upheld by the courts, will depend upon the good
will and support of ecch sector involved. It is easier to ensure the sup-
port and understanding of school authorities for the cause of bilingual
education when members of the bilingual community are part of the

- schoel structure or have working relationships withit. - o

Bilingual sehool personnel are likely to exhibit, as far as bilingual
education is concerned, attitudes ranging from reticence to assertive-
ness. Most school systems that have attempted to meet the needs of
minority language groups have establisked a special office which must

. respond to pressures from both the educational estabiishment on the
one hand and vocal members of the bilingual community on the other.
Some bilingual school personnel feel caught in the middle ‘and resent
undue . pressures from parents of bilingual children and other ad-
vacates of bilingua! educa.ion. Cansequently, it is important that these
persons be made a part of the community organization co that they
may hetter understand the position of the varents as well as provide
the cammunity with their support and advice.

Community members may also exert influence through election or
appointment to the formal educational structure, e.g., school boards,
sehool administration, and advisory committees and task forces with

Q . &
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policy-makin power. In this way the interest of the bilingusl ehild will
be assured in decisions carried out by educational policy-making
bodies. @

N W

Planning the Bilingual Program ’
ot Survey of School Children (Needs Assesament) ~ —
' An assessment of needs is the first step in the planning of a bilingual
- program. Community organizations are in a unique position to survey -
and evaluate the broader language and educational needs of their own ¢
-school-age children. Such a survey, inéluding information on age, o
. Krade, school attendance. promotion history. and language skills (in
- .. English as well as other languages) may best be ihitiated at the focal
~ tevel, A bilingual community can often make use of the tools and ex-
pertise of its loeal organizations or scholars who, in turn, can train
... parents and other nonprofessionals, who usually have more aecessi-
.- - bility to the community at large, to gather the information. Even if
this type of survey cannot cover an entire city or employ sophisticated
4 - and scientific measures, it can provide far more meaningful and cur-
;. rent data than that employed by scheol systems. This is especially true .o
when, for convenience, school systems classify children into language '
~ groups simply aceording to shrnames—an exceedingly.rough and
usuah,  ~ecurate measure offinguistic and eduecation needs—of when
monalis .al teachers try to estimate students’ verbal aptitude.
The primary pufpose of a community survey is to produce informa-
~ tion from which the community can determine its needs on the basis of
actual rather than hypothetical data. In the ease of Boston, the school
committee and the school department's estimated number of children
in need of bilingual education was markedly, lower than the figure pro-
vided by an informal survey carried out by the “Comité de Padres.”
Fortun.tely, desegregation plan calculations on space and personnel
* needed tor bilingual programs were based on the latter,.which proved
to be more accurate. ’ .

When the community is engaged in condueting such surveys, an
additional benefit accurs. The broadened support from the community
in the area surveyed may produce a new level of community conscious-
ness and considerable volunteer help for later stages. Thub, the survey
can become the first step toward community organization and partiei-
pation. S . .

On the basis of the information collected, the community can begin
to discuss alternative approaches to planning bilingual programs and
focus on realizable goals. In order to develop a plan, it is necessary to
know the proportion of children at each age/grade level by neighbor-
hood and with respect to the total school distriet. This will help estab-
lish the numbers of classes and teachers needed at each level and wil
help determine priorities. The linguistic ability of the ehildren, i.e.,
language (English and other) and skill {speaking, understanding,

1i o -
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reading. and wntmg} will squest the type of ianguage component
needed. Data on the numbers of childrea no&,a;tendmg school and the .

reasons for their lack of attendance may suggest a need for special pro-

grams. For intstance, the lack of bihngna! kindergartens may keep chil-
dren at home, or literacy probiems may often account for dropouts. .
In many cities, such surveys have uncovered infofmation that has
surprised . school authorities. Distinctions may be found among
students thought t¢ be part-of-a homogeneous language group: for -

.example, Asian American children may have been classified as

 “Chinese” despite the fact that the group may comprise Thai,

Burmese. and even Viet:zmese children, for whom Chinese is an even
3 re foreign language than English: “Portuguese” speakers, upon
rther analysis. have been found te include speakers of Cape Ver-
dean —a language considerably different from Portuguese; “French”
speakers in New Englang may be speakers of Haitian ereole or may
“cume from long-establivhed Franeo American homes, and so on. Receg-
nition of these rather «~ass differences as well as other more subtle

fn\ distinctions can be critwcal to successful bilingual education programs.

ani Setting

The bilingual community has to determine the objectives of the bi-
lingual education program it wants to propose, the target population
the program is to serve, and how this program will relate to the
schools where it wifl e located. These issues are best defined by a co-

- ———-ordinating committee of the type described earlier, with an organiza-

tional network that has the ability to disseminase these ideas to the bi- .

lingual community a: large for its infoPmation and evaluation: Ob-
viously, not evecyone’s opinion can be considered, but the members of
the community should have the opportunity to learn 'what is happening
and he aware that they can communicate their thoughfs to the co-
ordinating committee. The mass media can be most helpfui, it would
be a good idea to include on the coordinating committee any member of
the bilingtal community who works on a newspaper or magazine, or in

" TV or radio.

Each of the®bjlowing issues will involve a ‘choice of alternatives for
_the individual communities: .

Objectire. A bilingual program can seek to maintain the language
and culture of a particular ethnic-linguistic zroup or groups: it
ean serve as 1 bridge to bring children into the monolingual
English educational system: it can be used to revive.a disappear-
ing language, ,

Turget Population. A bilingual program can be developed to
serve non F .glish-speaking children or those with limited
abilities; it can he directed toward all, children of'an ethnic

s
.
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- be ingdyrated —to a variety of degrees —into the total curriculym

minority as'well as other children interested in learning the lan-

guage and culture of that group.

. of the school where it is located. . . .

_ The choice of goal and target population will depend on the philos-
~ophy of the community, the characteristies o. the children to be
~served, and the existing legislative copstraints. In determining the re-
- lationghip to the school, ‘desegregation rulings will have to be con-
sidered. Once the aiternatives have been agreed upon, the community
..¢€an communicate them to thie school board, supefintendent, and mono-
- lingual teaching personnel. The process of negotiation. development,
and implementation of the plan may be a lory: one. During the process,
~the initial plan will prebably suffer changes. From the outset, one of
.. the constant dilemmas is the choice between quantity and quality.
Shauld a quality program for a few children be set up and then be ex-
panded periodically until it serves al children? Or should a weaker
program covering more children be established with the hope of
. ¥radual improvement? It is usually the case that mandated bilingual
education forces school districts to provide services for as many chil-

dren as possible.

Technieal Issuen!

The bilingual community should alse conduet research, discuss, and
draw up its conclusions regarding type of language(s) to be included in
the program. currieulum. materials. testing instruments and pro-
cedures, personnel qualifications, and resources. The- more detailed
the information the community can provide to the decision-making

authorities. the more significant its contribution - vill be.

Languaqe Type. The language other than English included in the
program can be an international language. with an extensive
literature: it can be of limited use: or it may not have a written
systen:. Depending upon this, the language may be used as a

medium of instruction for all or sonje subjects. If the language is .

Rut written, it can either be used orally, or a writing system can
be developed., which is a much more complex task.

Crurriculum. Docisions have to be made as to how the language
will he taurht, what language(s) will be used as a medium of in-
struction in the teaching of subject matter. what subject matter
will be included. and how the cultyre of the children is going to be
reflected in the curriculum.”

Mate mals. Materials can be commercially produced, developed at

13
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special centers, or teacher developed. Availability and type of

lunguage and ecurriculum will influence decisions on materials.
Muterials should be evaluated for qualm and for !anguage and
vontentlevel: . . .

T f‘.'i_f_l:ﬂg Instraments and Pruc'ed ures, Tests, é;m be used to detéi'-.'
mineplacement or progress and, in eertain types of programs, to
ascertain eligibility for and completion of the program. It is im-

portant te locate appropriate instruments and to ensure that the .

persannet .uimxmster:mz these tests are qualified to do so. The
issue of testing is particularly :mport.mt because some of the
maost erucial decisions in the program are based on test results,”

Pe reonnel Qualifications. Teachers and other personnel should
be qualified in their particular field or subject area and should
Jadso have a degree of fluency in English and another language;

~ the@®should know ahout first and second language acquisition and
acytisition of reading and writing skills; they should be aec-
quainted with the behavior patterns, value systems, and cogni-
tive styles of the two cultures: they should know what methods,
curricula, materials, and tests are applitable to the bilingual
situation: and they should know how te werk with parents of bi-
lingual children. Teacher preparation will have to be inservice in
most cases, until there are enough graduates of recently begun
teacher training programs to fill the positions available. Waiver
systems have been used in some cases. where qualified personnel
farked ceetification.

t
a

Rilingual programs are already in operation in many communities.
A survey and vvaluation of these programs should be the first step to-
ward solving some of these technical problems. The bilingual com-
munity should also make an inventory of it available human resources
with regird to language ability, professional background, and possible
rale in the program wwith or without further training). Community
agencies can be most helpful in gathering this type 61 information.
This strategy helps to prevent charges of inabHity to start a program
due to lack of personnel and to avoid unfsir hiring practices.

The tasks described in the three preceding sections are too
numerous and complex for any one small group of individuals to under-
take. All of the various components of the bilingual community should

assume _ specific roles, since functional specialization can produce |

better results. Bilingual teachers and parents are most suited to reach
other parents to collect infermation and provide feedback during the
various stagesoi the planning. Bilingual school personnel can help
obtain information on the current school situation, the needs of the
children. and —if there is already some bilingual education— which ed-
ucational strategies seem to work best and which materials and tests

‘i
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seem most appropriate. Professionals and bilingual exgerts associated
with universities and planning agencies can providg results of re-
search und whatever information that is applicablp-fo the particular
situation. "hey can also assist in the disseminatién of information by
teaching jervons whe have direet access to the parents ahout the
rations  4nd basis fur bilingual education. They can also cooperate in
intergec .ng the data collected on the children, curriculum design, and
selection of materials and tests. Universities can further cooperate by
developing teacher training programs.

Program Development -

Nehool districts often find themselves at a loss when they are re-
(uired to start or expand biiingual education programs. A number of
questions (mmediately arise: What kind of program? WhRere do we find
teachers and materials? How many and which children should be in-
¢luded? The community should take advantage of this situation and
propose their own plan based on the data collected and decisions made
during the preparatory stages. This procedure has several advan-
tages: the usual delays caused by needs assessments and planning pro-
cedures having to bhe conducted by school officials with little or no ex-
perience in bilingual education can be avoided. and the community will
. be ensured of participation in the choice of curricula, materials, per-

sonnel, and other elemenyg of the program. For this to happen, how-
ever, it is ¢rucial for the c&munity to be prepared and to have estab-
lished working relationshipstwith the school system.

Two other important issues to consider in the early stages of imple-
mentation of 2 program are the hiring of bilingual personnel and the
seope of the school budget. The bilingual community should ensure
that the bilingual personnel are hired under the same conditions as
other school personnel and not—as is frequently the case—on tem-
porary assignments that deprive them of job security and benefits.
The community should also understand the school budget. The bilin-
gual community must stress the point that bilingual children are part
of the permanent population of the school district. which is responsible
for their education. Consequently, funds for the education of these
ciildren should be furnished through the school budget rather than
only through federal assistance or additional funds. :

The community’s interest should not subside when a bilingual ed-
ucation program takes effect. What has been agreed upon on paper
does not always become a reality. Therefore, it is important to monitor
the development of the program. Representatives invelved earlier in
the planning stagesmay now play significant reles as monitors of
progress. [tis impoctant that the monitoring representatives have the
trust of the entire community and that their role be perceived in this
way by all parties concerned. They should establish a relationship with

i;
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the school district which will allow them to influence as well as monitor
the implementation of the plan agreed upon.

sSummary and Conclusions

One often hea-s of Coral Way, Rough Rock, and the Oyster School as
examples of quality bilingual education. The initiation of these pro-
grams was preceded by long-term planning on the part of the com-
munity and interested school personnel and long-term negotiating
‘with school authorities. At present, the process is very different.

Schools have received mandates to implement bilingual edueation pro- -

grams, and lawyers and community groups are forced to deliver a pro-
gram--all under extreme time constraints. Phe author has worked
with communities where decisions were made which seemed best
under the circumstances, but there was not enough time to consider
the long-term consequences. Since legislation is based on precedent,
the effect of those decisions will be felt by many other communities
going through similar processes. Consequently. on the basis of the
experience of the “model programs,” it is proposed that communities
start planning immediately in order to be ready for a mandate, rather
than start developing a plan after the order has come.

Another important issue is the composition of the bilingual com-
munity. Increasing numbers of members of linguistic minerities are
being trained in various careers. Recruiting them as part of the “com- .

munity” alongside “"grass roots” members is crucial if positive results -

are to be attained in exercising pressure.

The concept of members of minority groups’ improving their educa-
tion and social status without forgettmg their community origins is no
longer unrealistic. Ethnicity is becoming a source of political power.
Membership in a particular ethnic group crosses socioeconomie
houndaries. Having technical assiscanece furnished by members of the
community provides—in addition to the more tangible effects—role
models for its younger members and enhances their pride in their heri-
tage,

Recause of budgetary. personnel, and other constraints, the cem-

- munity will have to set priorities in developing a bilingual program.,
The long-term plan. however, should include all of the components
that could possibly contribute to its success and should reach all the
children for whom it will be.a better form of education. It is better to
start on a small secale and plan gradual growth and improvement than
to accept a better-than-nothing type of program of dubipus quality.
The best defense for the conespt of bilingual education is successful bi-
lingual edueation.
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Notes

‘Some examples are Coral Way, Florida: Rough.Rock, Arizona; San
Antonio Unifjed School District, Texas:' and the Oyster School,
_ Washington, é)t See Patricia L. Engle, The Use of Vernacular Lan-
quuges in Education, Papers in Applied Linguistics: Bilingual Educa-
tion Series (Arlington, Va.: Center for Applied Linguistics, 1975);
Vera P. John and Vivian M. Horner, Early Childhood.Bilingual Educa-
. tton {(New York: Modern Language Association, 1971); and *Luis
Ortega, Introduction to Bilingual Education (New York: Anaya Las
Américas, 19751, '

‘See Hannah N. Geffert et al., The Current Status of U.S. lemgual
Education Legislation, Papers in Applied Linguistics: Bilingusi Ed-
ucation Series tArlington, Va.: Center for Applied Linguistics, 1975)
and Series on Languages and Linguistics ‘(Arlington, Va.: ERIC
Clearinghouse on Languages and Linguistics, 1975) ED 107 135; and
Center for Law and Education, Bilingual-Bicultural Education: ‘A
Handbook for Attorneys and Community Workers (Cambridge, Mass.:
CLE. 1975,

‘For alternatives, see Jose Cardenas, “Bilingual Education, Segre-
gation, and a Third Alternative,” Inequality of Education 19 (Febru-
ary, 1975): 19-22.

“The two major firms are the Puerto Riean Legal Defense Fund and
the Mexican American Legal Defense Fund. Local legal assistance
offices also take up cases, sometimes with the cooperation of one of the
major firms.

‘Anthony F. Panzetta, “The Concept of Community: The Short-
circuit of the Mental Health Movement,” in Kramer and Specht, .eds.,
Readings in Community Orgapization Practice (Englewood. Cliffs,
N.J.: Prentice-Hall, Inc.. 1975), p. 28.

"Alan E. Guskin and Robert Ross, “Advocacy and Demoeracy: The
Long View.” in Fred M. Cox et al., eds., Strategzes of Communrity Or-
ganization iltasca, Ill.: F.E. Peacock, 1974), p. 340.

There are at present Title VII bilingual programs in more than
forty languages. Many more are locally or privately funded.

‘For descriptions of different types of hilingual programs see Theo-
dore Andersson and Mildred Boyer. Bilingual Schooling in the United
States, 2 vols. (Washington, D.C.: U.S. Government Printing Office.
1970) ED 039 527: Andrew D. Cohen, 4 Sociolinguistic Approach to Bi-
lingual Fducation (Rowley, Mass.: Newbury House, 1975); P. Engle
tsee note 1); W.E. Lambert and G.R. Tucker, Bilingual Education of
Children: The St: Lambert Experiment (Rowley, Mass.: Newbury
House, 1972}, ED 082 573: William F. Mackey, Bilingual Education in a
Rinational ‘School (Rowley, Mass.: Newbury House, 1972); Manuel
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Ramirez, l11, et al., SpanisA-Englisk Bilingual Education in the U.S.:
Current [ssues, Resources, and Research Priorities, Papers in Applied .
Linyuistics, 1977) and Series on Languages and Linguistics (Arling-
ton, Va.: ERIC Clearinghouse on Languages and Linguistics, 1977), FL
088 272: and the Project Information Packages prepared by the Office
of Education and available from the Bxhnguai Education Ofﬁce of the
Office of Education.

The Bilingual Education Office (Title VII, ESEA) of the Office of
Education has funded a network of resource, material, and dissemina-
tion centers that can provide information en curriculum, materials,
and tests. For further sources see M. Ramirez, note 8.

"Two Title VII Dissemination Centers {Cambridge, Massachusetts,
and Austin, Texas! are collecting information on tests. Some other
work has heen or is being done at Hunter College, Berkeley, Columbia
University, and other institutions of higher education. See also
Ramirez. note 8.

"Throughout the country a large number of teacher-training pro-
grams have been funded through Title VII. These programs can pro-
vide information on teacher qualifications. See also Center for Applied
Linguisties, -Guidelines for the Preparation and Certificatiorn of
Teackers of Bilinqual/Bicultural Educatmn in the Umted States of
Amerea, 1974, ED 098 809. ’



The Chicago Parent Leadership .
Training Program
Maria B. Cerda and Jean J. Schensul

There is general consensus among educators that parental involve-

« ment s and must continue to be an integral part of bilingual education.

This consensus is supported by federal guidelines for bilingual educa-
tion programs, by state mandates, and by. local board of education
policies. But although the advisability of involving parents in educa-
tional issues is widely recognized, in many cases recognition of the con-
cept has generated little else beyond a great deal of talk.

. The Chicago Latino Institute philosophy dictates that other actions
are needed. in addition to legislation, policies, and well-wishing, if
parental involvement is to become a reality. A systematic approach to
the provision of resources to develop invalvement is essential if-
parents are to become effective participants in the process of ed-
ucating their children. N

Bilingual education is more than just a school program impacting
children in classrooms; it has the promise of providing a complete ed-
ucational environment not limited to, or contained within, the walls of
classrooms, but reaching out and incorporating th.- resources of the
total community. '

« Based on this concept, the Latino Institute organized a three-year
Parent Leadership Training Program with the overall goal of develop- .
ing leadership among Latino parents whose children were enrolled in
the bilingual pgograms offered by the Chicago Public School System.

In the {ollowing pages. we will deseribe the experiences, including
the pi}tfalls. encountered by the Latino Institute trainers as they pro-
gressed from their own basie training to implementing the first pro-
gram of its type for parental involvement in-bilingual education in
Chicago. In order to convey a bit of the unique local Chicago flavor, we
will start with a brief history of Latinos in the city.

[

Background

Chicago’s Latino community is very diverse. While the majority of
the population consists of persons of Mexican and Puerto Rican origin
or descent, other Latin American groups are represented in increas-
ingly large numbers. Historically, there has been a lack of communica-
tion among these various nationalities, a egwhieh has had negative

-
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implications for the Latino community in general. The single overrid-
ing issue of historical and current importance which brings parents
and community representatives together from all sectors and nation-
alities within the Latino community ol Chicago is education. Latinos
view education as the most important area offering the possibility of
upw.zrd mobility to children and young adults, and bilingual education
is providing the needed services to increase this mobility. Thus éduca-
tion, particularly bilingual education, was seen by the Latino Insti

tute as offering the greatest potential far bringing Latinos together
around a common goal.

The Latine confmunities had been advocating’ bxlmgual educatlon_
since the late 1960s. State and federally funded bilingual programs in
Chicago were mandated to have functioning advisory councils partici-
pating in the pianning and implementation of bilingual programs. but
the gap in educational leadership on a'citywide, as well as local, level
was a serious problem in view of the projected transfer of bilingual
education funds from federal and state te city Board .of Education

sources. This transfer and the continuity of bilingual education was
* considered to require extensive ongoing support by parents, as well as
" . by community organizations and advocacy groups.

Article 14 of the Illinois State Bilingual Act requires formation of bi-
lingual eouncils consisting of parents and other community members
for the planning. implementation, and coordination of the state man-
dated bilingual programs. The Parent Leadership Training Program,
then, was specifically designed to facilitate the development of fully
functional bilingual councils that would relate to the education of the
Latino community in Chicago. Through training in reality-oriented
issues and coneerns, the participation of parents in the schools and in
the decision-making processes of educaitonal poiicies affecting their -
children and their communities would be maximized. Thus, the Parent
Leadership Training Program, funded by the Rockefeller Foundation,
was commenced in July 1975, v

Phase [, 1975-1976: The Pilot Program

2J‘he first vear of the Parent Leadership Training Program was
directed toward staff development in the field, program development,
and the creation of a series of training strategies and curriculum
muaterials. The speeific objectives of the first year were the following:

1. Totrain and develop a cadre of five trainers who would (a) be in-
formed about bilingual eduecation, Latino communities in
(Chicago, Chicago's public education system, and training pro-
cosses and th) be able to work as a team to facilitate the develop-
ment of members of bilingual program advisory councils

1

To develop a pilot training program, including the development "

<)
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of curricula, prucefinres for entering and phasing out of schools,
and procedures for evaluating ongoing intervention efforts

3. To develop twenty fully functioning bilingual bicultural ad-
- visory rouncils (BBACs)

After a careful screening process, five trainers were hired from
Latino communities throughout Chicago. These trainers represented a
cross section of the citywide Latino population in terms of nationality,
.axe, and experience in community and educational settings. Most of

- the trainers were relatively young,. in contrast to the parents whom
they wqge to train; two of the trainers were Puerto Rican, and three
were Mexican American. It has been said that parents can only be
trained by their peers. The training group was selected specifically to
test whether a group of young Latinos of mixed nationalities could
effectively train mainly older Puerto Rican and Mexican American
parents. » .

During the summer of 1975, trainers underwent an intensive three-

- month period of training in group process skills, the politicg and pro-
cesses of education in the Chicago public schools. bilingual education,
self-awareness, ethnie and national identity, and community char-
acteristics. This group began work with the schools and bilingual ad-
visory councils during the late fall of 1975.

Refore the initiation of the training program, the administration of
the Institute made a policy decision to work through, rather than out-
side, the public education system. This decision was made because it
was felt that only by working through the system could school per-
sonnel be made to understand that parents have a role to play in bi-
lingual program policy and classroom process. The Latino Institute ad-
ministration was acutely aware of the way in which educators fre-
quently give lip service to parental involvement. The training program
wished to demonstrate. through its presence in the schools, that
parents could contribute, but enly if resources were made available to
enhance their capabilities and develop their potential through a well
thought -out program. , :

To facilitate training in the field, as well as to develop a pilot train-
ing model. work during the first year was focused on long-range train-

ing in individual schools across the city. In this first year work in the

- field was accompanied by a rigorous inservice program. This ongoing
effort involved weekly case review by school, the development of
group and individual problem-solving skills, and the resolution.of in-
ternal staff conflicts caused by différences in approach. Trainers found
this procedure extremely important in team building and skills de-
velopment. In addition. it generated a great deal of case data on in-
dividual schools and training strategies. Schools were selected initially
for their large Latino student population and because their advisory
councils appeared to be somewhat organized, thus offering a potential-

Q
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ly supportive training base. Once sites were located, existing know-
ledge of these schools, their staff, and the service communitv was
made available to the training component. Thus, when trainers
entered a school, they had considerable overall information about the
bilingual program, the local population, the district's educational
policy, and the general features of the school. What was missidg
during this early phase of development was detailed and current in-
formation about the sites, obtainable only through a more direet and
ongoing research progess. More. current information would have
allowed the trainer to avoid certain actions and plan more effectively.
A more thorough on-site research process was incorporated into the
following year's activities.

In the field, trainers worked in teams of two or more, sharing re-
sponsibilitids aeross sites, and gaining exposure to various aspects of
training in a number of different situations. This manner of organiging
the training program permitted trainers to obtain a wide variety of ex-
periences and welded them into a team able to plan creatively and im-

plement training collaboratively. The training process included the
following: ' -

I. Research

4. Socioeconomic political aspects of the community

b. Local organizations

¢. Educational systems in the school and district

d. Bilingual education in the school and district

¢. History of parent involvement

I. Characteristics of the target population .

€. Key individuals active in bilingual education and/or parent
participation

h. Current school and distriet issues

Entry Process in Schools Selected for Training ( contacting school
officials in order to impart a clear understanding of the Parent
Leadership Training Program)

a. Contacting General Superintendent of Chicago Public Schools -

b. Contacting district superintendents

¢. “Contaecting school principals

d. Meeting with BBAC officers

¢.  Attending BBAC meetings

f. Interviewing BBAC members and parents with children in
the bilingual program

o

4. Orientation

a. Arranging for presentation to potential* participants at
BBAC or other scheduled meetings _

R

. ’ \
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f.ﬂ

:bil

b.
c.

Needs Assessment
&.
b.

c.

o

¢,

e o

Setting time. date, and place of first session
Inviting parents to participate and having them sign atten-

tdance sheets

s

Beginning to establish rapport among parents and between
parents and traincrs

Determining grodp needs. priorities, and concerns related
to information and skills development _

Beginning to identify possible topics for future sessions

Developm#nt of Training Plan

Determifing content priorities
Setting training objectives
Selecting and developing methods and handouts

- Presenting training objectives and content to potential par-

ticipants for their input and approval
Finalizing time lines and length of training

Implementation

a.

b.

Identifying staff persons to coordinate and implement train-
ing plan )

Identifying and contacting resource persons in the com-
munity, school system, organizations, and training groups
who could help in the implementation of the training plan
Arranging for regularly scheduled sessions with partici-
pants and establishing mechanisms for contacting them
periodically

Preparing lesson plans for each session whith included an
evaluation section

Evaluation

a.

b.

Writing reports on the results of each session which in-
cluded the feedback and evaluation of participants

Asking for evaluative feedback from other resource persons
present at the session

Receiving evaluation of entire training process and content
as well as trainer's performance from cotrainers, session
trainers, and/or training supervisor

Writing a final report at the conclusion of training inter-
vention, including & review of the entire process from re-
search phase to evaluation

Documenting in the final report recommendations for im-
proving future training interventions with each group and/
or school, including suggestions for follow-up

. W23
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a. Contacting administrutors and obtaining their approval of
the training aims
b. Conducting update on relevant mformauon previously re-

searqhed .
c. Mp#eting with potential participants to reorient them and to
determine current training needs .

d. Developing follow-up training plan

¢. Evaluating and makmg recommendatlous

: Altbough there are a »ariety of training interventions des:gned for
¢ Parent Leadership Training Program, only one intervention was

uu ed during the first year: long-range training, eight to twelve

weeks per sohool.

This type of intervention utilized the entire basic curriculum of the
Parent Leadt‘rshlp Training Program to develop members of bilingual
advisory counctls into a~smoothly functioning group willing to plan
aetivities and address issues in their own schoo! context, and hkely to
maintain continuity for a period of years.

The long-range training process included the eight steps hsted

ahove, while the long- range training curriculum included the fol-
lowing
- 1. Group and leadership identity
2. Decision-making processes
3. 'The roles and responsibilities of parents and BBACs in bilingual
t»dt;yatmn. including the function of the executive committee
4. Various aspecis of bilingual education on national, state, and
- loeal lovels
Strategies for plannmg. setting goals and objectives, probiem
solving, and assessing accomplishments
Specific topies such as desegregation, parent observation in
~chool and classroom, and how to expand a BBAC

[ 1]

o

~

These and other areas were communicated .hrough a Variety of
training methods including lecturettés, pull learning, brain-storming
sessions, informal incorporation of information into discussions, team
planning, role p!é'yzng. charts, handouts, personal awareness tech-
niques, and simulatipns.-Often, reality-based problems which the
parents were intefested in addressing formed the basis for the train-
ing process tand added motivation and immediacy).

The areas of the curriculum identified above and the training
strateigies are interchangeable and have been used in all of the inter- -
vention modes. ‘

In addition, during the initial year. plans were developed and im-
plemented for a distriet conference on bilingual education for parents,

2d
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teachers, and sdministrators, which laid the basis for the district
approach to be carried out the following year. Finally, a curriculum
was developed which combined training techniques with information
about “bilinqual advisory councils. The cyericulum’ was relatively
flexible in format and this useful in a number of different training
settings. - . .
Training experiences during the first year illuminated the following
problems:

-

1o Training on the individual school level was an inefficient way of
using training resources (the number ‘of bilingua}- programs
doubled from 6¢ to 120 during the first year of our program due
to implementatipn of the st‘te mandate).

Nehool level training did not build links between schools on the
district level and thus offered no way of institutionalizing BRAC
leadership. o )

L3
.

3. Parent turnover on the individual school level was considerable;
some way was required to identify key potential leadership and
comcentrate some training with these individuals.

4. School BBAC situations were different: some schools required
lintited training: others required many sessions: and sdme were
viewed as undesirable for training.

. & Trainers found a variety of situations which hindered training
in local schogls, situations which could have been predicted with
sufficient knowledge of the setting.

The organization of the training group was suitable for training
trainers, but not for training parents: responsibilities needed to
he divided differently to maximize training time.

-3

Schools were linked to communities; some way had to be found
to build on those links rather than to view the schools as isolated
arganizitions, .o l

Respanses to this set of problems ineluded the following:

. A researeh process was developed in which trainers spent

several months researching school distriets and individual

. schools to maximize the selection of training groups for poten-
tial impact. '

1w

. [
Schools and key parents with leadership promise were identi-
fied through cither research or a district conference. Training
then proceeded, first on the district level, then on the lecal
school level. K :

3. It was deeided to train only executive members of the BBACs

» « 20
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rather than all parents, in order to aveid the problem of parent
turnover or lack of continuing interest and commitment.  °
o~ [ .

1. A differentiated approach to training on the local level was im-
plemented: schools received “tailor pade” training plags deter-
mined by needs assessments. (While the needs assessment
approach was implemented during the first year; it became far
more sophisticated during the second ) -

Teams were paired by distriet and task, allowing for concen-
trated effort by trainers in individual districts, as well as {for
clear cut overall task differentiation for menitoring and super-
visory purposes.

2

Phase 1, 1976-1977: Full Training Cyele .
The second phase of the training program was marked by a more
selective approach to training and an attempt, through district-level
teaining and eareful identification of long-runge training sites, to in-
tensify impact on the local level, The programmatic objectives for the
second phase included the following:
- .
1. T facilitate the linking of key parents, teachers, organizations,
and other individuals by providing the environment for dialogue -
and the organizational framework for the effective functioning
of the bilingual education system

s

To facilitate the development of ten fully fi. tion  Wilingual
eouncils, through the Parent Leadership T. 5 1 <ogram,
that would deal on an ongoing basis with issues and situations
related to the education of the Latine community in Chicago

3. Totest intervention strategies

N
Approaches to training included the following:

1. Specialized training for members of BRAC executive commit-
tees on the district level '

13

Long range training to meet the information and problem solv-
g needs of more advanced groups on the loeal level

3. Short range training to meet the informational and prablem-
solving needs of more advanced groups on the local level

$. Follow up training to provide some assistarice and information
to groups which had received long-range training the previous
vear

2. Intensive training offered on a citywide basis to key parents
who showed potential for further leadership training
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6. District conferences to disseminate information and identify
key parents in districts or groups of districts

Site reviews at the end of the second year revealed some interesting
patterns of leadership development and new directions for implemen-

tation, These patternsincluded the following:

I. Training sessions tended to attract a relatively small core of
parents from which BBAC leadership tended to emerge.

2. The presidents of BBACs sometimes entered the group “from
the outside” rather than through the training process: other
members of the executive team usually were from the training
group. ’

3. Présidents of BBACs often dominated rather than facilitated
the group process. This tended to result in conerete accomplish-
ments in relation to the graup and the school but, since leader-
ship depended on these individuals who were sometimes
transient, the continuity of the group was threatened.

4. The training group and BBAGCs often became interested in a
range of other issues besides bilingual education.

A number of training group members were elected, through
plinning facilitated on the local level by the training program,
to district and citywide advisory councils.

:.'.'I

“The second year of the Parent Leadership Training Program., then,
contained the seeds of a broader. multifaceted approach to leadership
training through community education.

Phase H1. l§f7 7-78: Institutionalization

The major thrust of the third year wis on institutionalization
through follow-up in districts in which specialized and long-range
training had taken place the previous year. The intention of the third-
vear follow-up was to consolidate training of key parents, including
exeeutive members and other interested persons, threugh the pro-
vision of additional information and problem-selving skills. Key
parents were included in cluster follow-up training on the district level
as a way of dealing with extensive parent turnover in the executive
group. In addition. an effort was made in some districts to develop a
districtwide parent network. - ;

While follow-up was the primary activity of the third yea~, trainers ..

- also planned and implemented a number of distriet conferences,

teacher inservice activities, and orientation presentations to parent
groups on parental involvement in bilingual eduecation. In addition,
they trained CETA (Comprehensive Employment and Training Act)
personnel to become trainer aides.”

‘ *
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District conferences were originally designed to disseminate infor-
mation about district support for bilingual education, the identity of
key resource persons and parent and community aetivists, issues and
problems in education affecting Latino children, and the overall status

of bilingual advisory couneil development. During the second and third
years of the program, conferences were held in eleven districts. The
process of developing district conferences was time-consuming. For
this reason. the original notion of the conference as a lead-ir to train-
ing on the district level was found o be less,useful than anticipated.
The conferences came to be used as vehicles for disseminating infor-
mation and helping to facilitate the linking of key parents, community
members. and school officials. Conferences aiso provided the environ-
ment for dialogue and the organizational framework to deal with the
latest issues coneerning the Latino community. The copferencef mat
‘usually involved contacting school and community represent. ives in
bilingual education or advisory councils on the district and local school
levels. Usually a district or multi-district planmng oup was formed
to take on the responsibility for the conference, facilitted by a team of
training program staff persons.

Intensive training offered a three-day training institute to parents,
identified on a citywide basis, who showed interest and strong leader- +
ship potential during the second year of training. The intensive train-
ing intervention was designed to further reinforce the knowledge and
skills of these parents so that they would be more likely to facilitate
the development of the BBACs with which they were affiliated.

Trainers also wanted the opportunity to test the trainer’s manual,
developed through the training staff inservice program. Variations ot
the intensive training mode were utilized in several school sites.

During the third vear, the Institute began to seek CETA funds to
train a group of parents to assist trainers as “trainer aides.” This
effort was also designed as an inservice ‘opportunity for both ex-
pericnced and new training staff.

The CETA program training content ihcluded the following areas:

1. Bilingual education, desegregation, and other aspects of educa-
tion affectinig Latine children in Chicago

Participatory techniques and methods for learning

s

Basie group issues and how to work more effectively with
groups

4. Problem solving: research techniques; communication; decision
muking: organizing techniques, such as developing networks of
communication between parents; leadership styles: ete.

These parents were expected to help other parents or groups of

parents by providing information on htlmgual education, serving as re-
coufee persons at community gatherings. acting as effective group

23
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members in advisory councils, organizing bilingual committees,
negotiating with schools, ete. With their knowledge and skills, the
trainer aides would serve as a support and moving force for parents in
4d¢fre~mng issues of bilingual education in the city. These parents
were selected for their display of leadership potential. Many of them
are currently active in distriet or citywide advisory groups as well as
on the local level. They will increase the effeciive service of the train-
ing program significantly. and their community involvement will offer
important input into new programmatic thrusts.

In order to facilitate the formation of a sound bilingual eduecation
program, communication and collaboration between parents and
teachers are mandatory. The first-year experience in pilot schools sug-
gested that both parents and teachers were seeking ways of eifeec-
tively invelving parents in the classroom and in the school. In response
to this need, training workshops were developed to identify strategies
for pareat-teacher collaboration. These workshops, intended mainly
for teachers, encouraged participants to explore areas of resistance to
parental involvement and to plan ways of drawing on the strengths of
parents both in the classroom and at home. They also stressed to
teachers the importance of acquiring greater familiarity with the com-
munities in which they were teaching to increase understanding of the
parent perspective. _

Parents were not included in these teacher works: + 8 decause it
had been the experience of the trainers that when parents and
teachers participated in the same program, workshop, or commlttee.
parents tended to be intimidated and did not express their opxmons.
ask questions, nor make the important contributions offered in other
settings. Thus, as parents had been trained separately, so it was the
design of the training component to train teachers separately, in 2
dialogical model. In the future, when both groups are able to meet with
each other independently. with their responsibilities and directions
clear, the traiing component will facilitate joint training sessions.

The major .. -as of concern which emerged as a result of the last
assessment were the following:

.
I3
.

1. The need to develop flexible formats which integrated training
with emphasis on “real life” problems or events, rather than on
“out of context” teaching strategies which participants were ex-
pected to translate into actual situations.

te
H

The need to develop reasonable, viable research in conjunction
with training in order to enhance the training capabilities. The
traning component never had the resources to do effective re-
search on progfammatic issues.

3. The need to move beyond education and into other related areas
of community development and leadership training, both to

, 2J
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meet the needs of parents and to meet the broader needs of
Latino communities of Chicago.

‘Summary

In summary, the program has supported the organization and devel-
opment of at least forty bilingual advisory groups and their execu-
tives, facilitated the election of thirty-four parents to district and city-
wide advisory positions, influenced city and statewide legislation and
implementation of bilingual programs, and disseminated information
on bilingual education and related issues to many hundreds of parents
over the course of the past three years. ‘

Over and above its impact at the local school and district level, the
Parent L.eadership Training Program has become known and influen-
tial in the Chicago area, regionally, and nationally. The Institute is
called upon to develop training eurricula, to run training sessions, to
serve as an advocate for bilingual education, and to facilitate the de-
velopment and implementation of overall advoeacy strategies. Mem-
bers of the training program, and trainees from the various citywide
and local training groups. have run sessions and workshops and
offered presentations at national conferences in bilingual education,
anthropology, and multicultural education and parent involvement.

Prior to the Chicago bilingual mandate and the Office of Civil Rights
plan of 1976, there was virtually no parental involvement of signifi-
cance in bilingual education in Chicago, despite state and federal legis-
lation. Bilingual advisory councils were token in nature, with officers
usually appointed by parent or bilingual coordinators or the principal,
te comply with the law but not with the spirit of the law.

During the first year of the training program, training staff worked
closely with the Office of Civil Rights plan for bilingual education.
Members assisted in establishing goals, obj:ctives, and bylaws con-
cerning parent involvement and training. As a result of this work, and
the advocaey stance of the Institute in relation to leadership training
in bilingual education, the following changes have taken place in the
system:

1. The public schools have institutionalized the training of parents
for involvement in advisory committees and have allocated re-
sources for such training.

The city has hired a citywide parent coordinator and a number
of training program trainees to support parental training in
local schools and school districts.

s

3. The Bureau of Multilingual Education has instituted a citywide
bilingual advisory council. Staff of the training program have
been asked to help train this advisory counecil.

)
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Generally, parents are now viewed by the Chicago public school
system as important contributors to bilingual programs, and ways are
being sought to train them and to incorpordte them into classrooms
and committees. This has made all our efforts worthwhile.

vt



Parent/Community Involvement
in the Mississippi Choctaw Bllmgual
" Education Program

Kennith H. York

The issue of involving Indian parents and Indian communities in bi-
lingual programs predominantly structured for other Americans has
beeri a great concern for educators, anthropologists, linguists, and
government officials. Getting Native American Indians enthused and .
excited-about bilingual education as defined by the Congress of the
United States has been o;:e of the greatest challenges for most Ameri-
can Indian bilingual programs. The purpose of this paper is not to de- -
scribe.problems in involving Indian parents/communities in bilingual
education programs, but to report on how one American Indian tribe,
the Mississippi Choctaws, has attempted to involve Choctaw parents
. and Choetaw communities.

The Mississippi Band of Choctaw Indlans -

The Mississippi Band of Choctaw Indians is composed of approxi-
mately 3.700 Choctaw Indians located on or near seven reservation
communities in east central Mississippi. Members of this tribe are the
descendants of those Choctaws who refused to leave their homeland
- when the majority of the Choctaws were removed west of the Mis
sissippi River-during the “Trail of Tears” of the 1830s, 1840s, 1850s,
and 1903. Living in an unfriendly macrosociety. the Choctaw Indians
have retained their ethnic identity (well-over 90 percent are classified
as "fullbloods™ by the Bureau of Indian Affairs) and native language
(roughly 86 percent of the people speak Choctaw in their homes) by
purposely not assimilating to any noticeable extent with the other
races surrounding them. Since the removals the Mtss:sstppt Choctaws
have lived as an isolated. poverty stricken, rural minerity in the are:.
which once belonged to the Choctaw Nation. Today the dominant
population is composed of Blacks” and " Whites."”

In 1962, 84.7 percent of Choctaw households made less then $2,000
annual cash income, whereas, in 1968, only 34.8 percent of Choctaw
households made less than $2,000.' Despite a slight increase in employ-
ment and income in the 1970s, the majority of the Mississippi Choctaw
people are still below the poverty line since the average Choctaw
household contains 5.5 members.
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Chocmv Lnnsuage

There are numerous dialeets of Choctaw spoken in the seven com-
munities today. These communities are patterned. after traditiona)
Choctaw villages or towns, and many have retained their traditional
names. These are (1) Pearl River (Bihi Ayasa), (2) Tucker (Imokla
Ayasal, (3) ‘Standing Pine«tTiyak Hikiya), (4) Red Water (Oka
Homma). (5) Big Creek (Bok Cito), (6} Silver-striped Skunk (Koni
Hata), and (7) Red Creek (Bok Homma). There are also dialectical
variations between the Choctaws in Mississippi and Oklahoma. How-
ever, a native speaker of the language does not have insurmountable
problems with the language and with the dialects. The Chickasaw lan-
guage is also closely related to Choctaw. and some linguists believe
that the two tribes spoke the same language in times past.

The Chactaw language has had a written form for over 150 years.
The school system developed by early missionaries and supported by
the Choctaw Nation before the removals of the nineteenth century
used textbooks printed in English and Choctaw. The “public” system
which began in the neighborhood churches in the 1890s utilized a bi-
lingual approach. Unfortunately, this practice did not continue when
the Bureau of Indian Affairs initiated the present system in 1918-20.
Furthermore, printed materials were taken to Oklahoma during the
removals. Wben bilingual education came te the Choetaw schools in
1974, there was very little printed material In the Choctaw language:
thus, the majority of the Mississippi Choctaw people were illiterate in

" theif®wn language.

School System

The Bureau of Indian Affairs (BIA) school system operates elemen- -
tary “neighberhood” schoels in five of the seven reservation com-
munities and a K-12 school in another. The remaining community, Bok
Homma. is the smallest and most distant community and sends its chil-
dren to a-lecal public school. This BIA system has an envollment of
over 1.250 students and employs approximately 65 classroom teachers.
Only a small percentage of these teachers are Mississippi Choctaws,
and they are the only teachers who can speak the native language of
the students. The opportunity to receive formal education is relatively
new for the Mississippi Choetaws. The present system was set up in
1918-20. but a high school was not established until 1964. Prior to that
time, very few Choetaws completed high school because of social
tsegregated Mississippi society) and economic reasons.

The six BIA schools range from the original frame school buildings
constructed in 1920 to a modern elementary and high school complex.
In terms of physical plant and equipment, the BIA schools rank among
the best in the state of Mississippi.

Since the Choctaw communities are scattered, almost all Choctaw -
students are bused. However. boarding facilities are provided in the
three largest Choctaw schools.
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. Prebilingual Educstion

The Mississippi Choctaws did not begin to reevaluate the BIA school
system until 1967. During the era of community action programs, the
Choctaw Tribe actively sought new programs which would meet the
needs of children from Choctaw-speaking homes. Receiving a grant
~ frbm the National Follow-Through Office, the tribal officials selected
the Tucson Early Educational Model (TEEM) under the assumption

that TEEM utilized a bilingual approach since the model had worked .

with Mexican American children in Arizona.’ However, due to various
fuctors, TEEM prov:ded only an oral translation model with Choctaw
pamprofessxonals serving as translators. Bilingual bicultural emphasis
in teacher education was not provided for the Choctaw staff in the
Follow-Through Program. '

After three years of TEEM., the Choctaw Tribal Council established
the Choctaw Board of Education which had as its sole purpose to be the
governing authority in Choctaw education. The CBE requested the
. Bureau of Indian Affairs to evaluate the entire Choctaw Indian Agency
School System. The evaluation report An Education Evaluation: The
Chactaw ard Chitimachi Schools (1973}, was prepared under the di-
rection of Robert Rebeit, who was an employee at the BIA Educa:
tional Resources Center in Albuquerque, New Mexico. One of the main
recammendations made by Rebert et al. was the establishment of bi-
lingual bicultural instruction for Choctaw children attending the Choe-
taw schools.' Using the evaluation report prepared by BIA, the Mis-
sissippi Choctaw Tribe submitted proposals to the Title VII Office of
Bilingual Edueation.

Target Population

Almost all Choetaw children are fluent speakers of Choctaw when
they enter school; the remainder, for the most part, comprehend Choc-
taw. Choctaw adults use the language in almost all community circum-
stances among themselves. The same is true for children, teenagers,
and young adults. Most children speak little or no English when they
enter school. Those who do not speak Choctaw upon entrance into the
school system tend to fall to peer pressure and acquire Choctaw,
usually at great expense to their English. Thus, Choctaw is considered
to be the native language of the children. This has occurred despite the
emphasis on English as the medium of instruction by the BIA system.

The exclusive use of English as the school language had several
consequences:*

1. Because English was used as the medium of instruction, basie
content areas tsocial studies, math, scienece, etc.) suffered. since
the children had limited understanding of the teacher.

2. The pupils were not acquiring basic lexicon in Choetaw, i.e., the

, 94
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namgs of hirds, animals, trees, colors, numbers, atid other areas
of the native vocabulary.

3. Since Choctaw was not used in the classroom, a diglossic situa-
tion had arisen, which is defined in the formal-informal context.
Many of the Choctaw people, especially the younger speakers,
were virtually incapfab!e of carrying on a discourse in the native
language in formal situations, such as in' public meetings, even
when it was crucial that they do so. This type of diglessia is
extremely harmful to community interaction.

4. Children failed to learn adequate English because of the un-
structured way in which English was used in the classroom.
English was not a subject, but was the medium of instruction.
The general tendency was for the children to learn enough
“phrase-book™ English for them to.get through the day. Con-
siderable evidence showed that the grammatical structures of
English were not used productively by the children.

‘Bilingual Education for the Choctaws of Mississippl

In July 1974 the Mississippi Band of Choctaw Indians was awarded a

" «bilingual education grant under Title VII of the Elementary and
Secondary Education Act. There were two major purposes of the
grant: (11 to plan and develop a bilingual education basic program to be
implementedjin grades K-3 of the Choctaw schools by fall 1975 and (2)
to provide agsistance of tuition, books, fees, and stipends for twelve
Choctaw stjiderts to pursue B.S. degrees in elementary education.
Known as Bilingual Education for Choctaws of Mississippi (BECOM),
this projeqt has served as an exemplary program.for other Native

"~ American [ndian bilingual education efforts.

Rationale for Parent/~mmunity Involvement in the Program
Ly
Probably, the first learning experience every chifll receives is from -

the parent and the home. The home environment is important in the
development of the child's self-toncept. Parents and others with whom
the child comes in contact have a responsibility for helping a child feel
worthy. loved, and wanted, and a contributing member of the family
and society. The Choctaw child is taught te have pride in the Choctaw
culture.

Parent Invelvement Activities

An essential aspect of the Choctaw bilingual program is parent in-
volvement. The value of sgrong parental support in developing an

" adequate educational program is recognized.
Choctaw parents serve on the Advisory Board for BECOM. Repre-
sentatives from each of the communities make up the Advisory Board,
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which recommends changes in the program, provides community in-
put into the administration, and formulates future direction and plans
-for the BECOM Program. Each representative must be a parent of a
child or children reeewmg bilingua! instruction in the Choctaw
schools.

Other activities of Advzsory Board members include orientation to
bilingual education, review of duties and responsibilities, election of
officers, and literacy training in the native language.

-Some Choctaw parents serve as parent/community aides. The
activities performed by parent aides vary, but they can be classified
into three major areas:

¢

\

A. Demonstrations Qualified parents demonstrate or teach con-
cepte or skills which relate to the Choctaw culture, e.g., weav-
ing baskets, beading sashes, ete.

B. Storytelling, Music, or Dance Parents come to the class-

' rooms to tell stories from Choctaw folklore, teach Choctaw
songs, and entertain the children with Choctaw music and
dances.

C. Special Events and Activities Parents are requested to
assist in school learning experiences. The children are urged to
hring their parents to school when there are special activities
which include both Choctaw and non-Choctaw cultural events.

Each Choctaw child is encouraged to take home some evidence of the
bilingual learning exper‘l’é'nces received at school, e.g., completed
written exercises, creative wntmg. arts or crafis, school books. The
Choctaw child and parent may review some concept being discussed in
social studies. or thgachild may request help from family members in
identifying Choctaw names of plants or insects for a science lesson or
report.

In order to enhance parent involvement with instructional materials,
community literacy programs have been instituted. It is important "
that the child's educational program be favorably accepted and rein-
forced at home. This in turn helps to improve the attitude and achieve-
ment of the child at school. The objectives of this aspect of the pro-
gram are (1) to build rapport with the parents through adequate com-
munication; (2} to help the parents of Choctaw children attending
school, and other interested members of the Choctaw community, to
understand the school curriculum: (3) to solicit their help in develop-
ing the instructional progra}.: (4) to gain their support in implement-
ing the program: (5) to clarify conflicting values and geals: and (6) to
provide literacy training in the school orthography so that pgrents can
tuter children in the native language.

39
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Parent Involvement in Evaluation

During the past twWo school years, the Bureau of Indisn Affairs
school administrators have questioned the effectiveness and parental
suppart of bilingual education in the Choctaw schools. As part of the
overall evaluation of the program, parent questionnaires were ad-
ministered to parents of children in kindergarten through third
grades. The questionnaires were given to parents by the Choctaw-
speaking aides during summer break. Responses indicated that most
Choctaw parents feel that it is important for their children to learn
hoth Choctaw and English languages. The results of the question-
naires were published in the local community newspaper to gain other
parental support for bilingual education in the Choctaw schools.

" Native American Writer's Workshop

Puring 1978 the Center for Applied Linguistics, American Indian
Programs, funded a writer’s werkshop for the BECOM program. The
workshop was conceived as a mechanism to train Choctaw staff, many
of whom are parents. to write about their experiences and to combine
the written experiences’into Choetaw literature for the program. Most
of the workshop was conducted in the Chactaw language. About

. twenty Choctaw staff participated in the first writer's workshop. A

Q

second writer's workshop was conducted to (1) continue skill develop-
ment in writing Choetaw materials and (2) approach a creative writing
stage for the majority of the participants.

In the two workshops, pictures or concrete items were utilized as
support for beginning writing. Each person was asked to choose items
or pietures and write about them. Everyone had an opportunity te
share his- her writing, and the entire group gave critiques to improve
the writing. Once the critiques had been provided, the writer was re-
quired to draw illustrations to further clarify the written material.

The responses to the two writer's workshops were positive. There
were numerous comments to continue the workshops and to include an
illustrator’s workshop to increase the quality of the materials.

The BECOM Project has conducted follow-up sessions since the
initial two workshops. Other workshops are being planned which will
include reading, writing, and illustrating. It is the opinion of the staff
and this writer that condueting writer's workshops in the pative lan-
guage. such as the Choetaw language, has a great potential for high im-
piact on community involvement and for ensuring implementation of bi-
lingual eduecation for Choctaw Indians.

\ Conclusign
. 9

Almost all federally subsidized educational programs for minority
populations require some invelvement of parents and communities.
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Involvement of Indian parents and Indian communities in bilingual
education programs has to includé emphasis on Indian culture and
language. Most Indian parents have to feel comfortable about the pro-
gram and have some basic understanding of the purpose to truly sup-
port bilingual education. Bilingual instruction often eliminates serious
problems in conflicting values between the school and the home.

One of the unique characteristics of the Mississippi Choctaws has
been their belief in true bilingual development utilizing both Choctaw
and ‘non Choctaw cultures and languages. The Choctaw .parents wish

for their children not only to be educated. but to be educated Choce-
taws.

v 7 ,
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Parent Advisory Councils Serving.
, Spai\ish-En'glish Bilingual Projects -
R Funded under ESEA Title VII ‘.,
Norberto CruzyJr.

Bilingusxl educétmn funded under ESEA Title VII provides for
" parent and community involvement in all aspects of program planning, .

implementation. and evaluation. Parent advisory councils have been - ol
+ the vehicles for this involvement in bilingual programs. A year- long :
research project identifying roles and functions of parent advisory &\

councils serving Spanish-English bilingual projects funded under
ESEA Title VII was recently completed by the author of this paper.
From the literature \geviewed in preparation for the study. it was
evident that roles and functions of pagent advisory councils serving bi-
linguad projects funded under ESEA Title VII have not been adequate-
ly specified nor. have all the rules and regulations been strietly
followed by some local education agencies receiving Title VII monies.
In the Bilingual Education Act of 1988; there was no language which
& « mandated parent/conimunity garticipation through an advisory coun-
cil. committee, or other group. It did, however, state:
Applications for grants. . | may be approved by the Commissioner only
if. . . the program set forth in the &pphcauon is consistent, with criteris
eetahtmhed by the Commissioner. . .
This provision gave the Commissioner the right to develop criteria
which local and state educational agencies were required to mieet in ?
order to qualify for Title VII funds. In 1971 criteria for cligibility of '
Title VII funds were printed in the Manual for Pro;ect Applicants and
& Girantees.
The Manrual stated: - ‘ el

A project advisory group which consists of parents and community
representatives should be formed before the preject proposed is pre-
pared and should continue to be involved at all stages. of the project’s
dexelopment and eperation. &

The Manval did not mandate parent advisery couneils, which is
evident by the word “should™: such wordmg was a suggestiof rather
L. than a regulation.

»  In May of 1974, hearings were held in Washinggon, D.C.. and in New
‘York City before the General Subcommittee on g‘ucation of the Com-

ERIC. 49 '.
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mittee ondidueation and Labor. Hearings were held on H.R. 1085, H.R.

#2490, and H.R. 11464 which were bills proposed to amend ESEA Titte
VI The testimony at the hearings revealed the importance of parent .’
community invelvement in bilingual programs. Recommendations for
revisions of regulations by the Nativnal Advisory Committee on the
Education of Bilingual Children reflected the views of witnesses giving
testimony, s well as the views of committee members. The recom-
mendation on advisory groups read as follows:

referring to advisory groups the word may he changed to skall and
that the words and afhe ri be added after seenndary school students.

The Bilingual Edueation Act of. 1974, jin part because of recom.
. mehdations by the National Advisory Committee on the Education of
Bilinguat Children, mandated participation by parents of children en-

rolled in bilingual programs. Specifically, the law read as follows: -

An application for a program of bilingual education shall be developed
in consultation with parents of children of limited English-speaking
abilits, teachers, and, where applicable. secondary schoal students. in
the ureas to be served, and assurances shall be given in the application
that. after the applieation has been approved under this title, the appli-
cant will pravid. for participation by a committee composed of, and
seleeted by, such parents and, in the case of secondary schools, repre:

sentatives of secondary school students to be served.*

Tht\liiingual Fducation Act which now mandated parental involve-
ment made it possible for new rules and regulations to be written for
those agencies applying for Title VII funds. Rules and regulations
which reflected the language of the new act were incorporated into the
“Criteri for Governing Grants Awards” which appeared in the
Federal Register on June 11, 1976.

Even with the legislation mandating participation by a “committee”
known as in “advisory group” in the rules and regulations), the quan-
tey and quality of participation has been a concern to school officials
and citizens, The functions of parent advisory councils vary from
project to project, a fact revealed in a report entitled Federal Pro-
gqrams Nupporting Educational Change. The report stated: "some
eouncils’ funetions are. purely ceremonial whereas others seem to
actually contribute to policy.™

From a review of literature dealing with legislation and administra-
tive policies on parent ad isory councils in bilingual education pro-

. grams. it s evident that a true lack of direction for the advisory coun-
ctl exists. Funetions mentioned in the 1971 Maenual for Applicants and
tereritees were recommended guidelines and not mandated. In 1976,
the Federal Register included *Criteria for Governing Grants
Awards" fot bilingual programs, which now required parental involve-

ment. but there still existed a lack of precise direction with respect to
Q . T .
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the roles and functions of the parent advisory councils serving bi-
lingual education.

It 1s assumed that if parent advisory councils in bilingual education
are to function properly and to contribute to the program, roles and
functions of the councils should be clearly defined in order for all
parties to adequately fulfill their respective responsibilities. The
author, being aware of the lack of direction for advisery councils,
decided to do research with respect to roles and functions of advisory
councils on hilingual education. The research study was a dissertation

fled " An Investigation of the Roles and Functions of Parent Advi-
sury (ouncils Serving Spanish-English Bilingual Projects Funded
-under ESEA Title VII.” The research was started in September 1976
and completed in June 1978,

The author’s nrimary purpose in the study was to identify and
cvxamine the roles and funetions of parent advisory eouncils in bi-
lingual education programs. In order to accomplish this purpose, it
seemed appropriate to investigate the perceptions ol project di-
reetors, school principals. and parent advisory council chairpersons re-
garding the operation of advisory councils. Twenty-one Spanish-
English bilingual projects funded under Title VII were randomly
stlected for the study. A project director. principal, and advisory
vauncil chairperson from each of the twenty-one projeets were chasen
ta he participants in the nationwide research study. The aforemen- .
tioned particioants were chosen for the study because of their working
relationship with the parent advisory couneil.

After an extensive review of literature, four roles were :dent:ﬁed
tor councils: adrisor, supporter, director, and nonsupporter. The four
roles were defined for the participants in the research as follows:

—

Adisor the counetl assists school officials by making recommen-
dations coneerning the total bilingua: program

Supporte ro the council interprets the program to the ecommunity
and giv es suppeort to the goals and objectives developed by school
effieials

Ihirector: the council has an influential role in formulating policy
and actively solicits community suppeort fcy or against proposed
of exIstng policies

]
Nowsupporter: the council reacts against the bilingual program
and does not support decisions made by school officials

Varwus functions were also identified under the three program
areas of planning, implementation, and evaluation.

I

Pragram planning. textbook selection, course selection, hudget

42




10 ' | CRUZ

planning, devetopment of objectives, identification of needs. and
plarning of school facilities

Program implementation: identification of community resources
and public relations, interpretation of the bilingual program to
the community, curriculum support, personne! polic.es, and in-
service training

" Program evaluation: evaluation of students, teachers, adminis-

trators, program, parent advisery eouncil, community, and objec-
tives

The role and function descriptors were incorporated into a question-
naire in which the participants were asked to rank the roles and

- functions under each program area according to primacy. The sixty-

three participants surveyed in the research study were also asked to
answer questions concerning the organizational format, procedures,
and composition of the advisory councils they represented. Responses
were received from 67 percent of the chairpersens, 71 percent of the
principals, and 95 pereent of the project directors. Combined re-
sponses from the three groups of participants equaled 77 percent.

The study revealed that parent advisery councils serving Spanish-
English bilingual projects were similar to advisory councils described -
by the literatur~ with respect to: the organizational format of coun-
cils; the method of choesing chairpersons: the time, place, and fre-
quency of meetings: the term of membership; and the method of
making decisions. The majority of councils represented had organiza-
tional formats with rules that were either written or understood.
Chairpersons were generally elected by the entire council. The
majority of councils had meetings in the schools, once a month and in
the evenings when the rate of attendance is higher. A one-year term of
membership was specified in 65.3 percent of all responses. The method
of making decisions by simple majori.y (51 percent) was the most
prevalent. according to the responses received. The major differences
relating to the mechanics of organization in councils were how the
general membership was chosen and the number of members on a
couneil. The literature indicated that general membership is most
often attained by an election; however, in the councils surveyed in this
study, general membership was most often achieved by volunteering
one's services. The councils represented were composed of ten to fif-
teen or more than twenty members, which differs slightly from the
recomme nded number of fifteen to twenty members.

It was evident from the data analyzed that there existed significant
agreement within each group of chairpersons, principals, and projeet
directors in regard to the ranking by importance of the roles and
functions of parent advisory councils. The analysis of the data in-
dicated that the role of advisor was ranked first, followed by the roles
of supporter, director. and nonsupporter, in that sequence. Identifica-
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tion of needs and development of objectives were ranked first and
second, respectively, in the program area of planning. Under the pro-
¥ram area of implementation, interpretation of the program and public
reliations were ranked first and second, respectively. Under the third
area of program evaluation, the respondents ranked evaluation of the
bilingual program first and the evaluation of its objectives second.

The fullowing conclusions from the study are based on several activ-
ities or situations which are not desirable and probably have a nega-
tive effect on bilingual programs. Over one-third of the respondents
indicated that the hoard of education or the superintendent had not

developed a formal plan or statement giving recognition to the council.

Also, over half of the respondents stated that limits of authority were
not specified by either the board of education or the superintendent. It
is not known why maost of the councils represented did not have the
formal recognition of the board or the superintendent. With respeet to
limits of authority. an advisory council needs to be cognizant of what it
can do and also know the acceptable procedures for successful accom-
plishment of duties. The literature reviewed for this study was explicit
in regard to the limits of authority by emphasizing that councils were
more efficient when limits were specified.

The instances of noncompliance by some councils not having at least
half of the membership comprised of parents with children enrolled in
the bilingual program were very small, with only 6.1, percent of the re-
spondents indicating this to be the situation in the couneils they repre-
sented. However, the instances of noncompliance by some councils not
existing prior to the preparation of the proposal submitted to the
(Mfice of Hilingual Education were unusually high, with 34.1 percent of
the respondents indicating this to be the case. This item on the ques-
tionnaire had a nonresponse rate of 10.2 percent, which was the
highest nonresponse rate on the entire questionnaire. The 10.2 per.
cent of nonrespondents to the question of parent advisory councils
existing prior to the preparation of the proposal submitted to the
Office of Bilingual Education is alarming. If the nonrespondents did
nat know whether or not their respective councils existed prior to the
preparation of the proposal, they were derelict in their responsibility
to know the Hilingual Education Act and the rules developed by the
U8, Office of Edueation with respect to bilin - ual education and parent
advisory councils. If, on the other hand, the nonrespondents did not
wish to answer in the negative when, in fact, they were aware that
their respective couneils hadnot existed prior to the preparation of the
propesil, these participants were concealing a violation by local school
admnistrators and or local school hoards.

The 34.1 pereent of respondents who indicated that their respee:
tive loeal education agencies were in noncompliance with the existence
of prarent advisory councils prior to the preparation of the proposal are
to be ¢commended for revealing conditions which definitely need in-
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vestigation, Neveral questions come to mind when reyiewing the fact
that a litile over one-third of bilingual projects do not have existing
parent advisory councils prior to the preparation of the proposal.
First. do these local education agencies in noncomplianee ever convene
an advisory group after the project is funded? Second, if, in fact, an
advisory council is formed, it is just a rubber stamp for what has
already been developed by the local school board and/or scheol
administrators? Third, are the local education agencies in nopgom-
plisnce only interested in federal funds without affording the parents
of bilingual children an opportunity to participate in the development
of the hilingual education program which will directly affect their chil-
dren? Fourth, why has there not been closer scrutiny by the Office of
Bilingual Education with respeet to parent advisory councils? Fifth,
why has there not been a booklet developed with general and specific
guidelines (roles and funetions) for parent advisory councils funded
under Title VII? These questions are indeed very difficult to answer
without doing objective research. Hcpefully, if research is done to
answer these questions, solutions will be developed to remedy the
problems eaused by the present lack of answers. :

During the preparation of this paper, information was obtained from
the Office of Bilingual Education which indicates an effort to ensure
compliance by local edueation agencies with respect to parent advisory
councils. Interim regulations for fiscal year 1978-79 have been devel-
oped in acee ‘ance'with the Bilingual Education Act of 1978 and pub-
lishedint . déral Reqister on March 29, 1979,

The inter.m regulations contain points which have been long over-
due. Following are seme of the highlights. Before the application is pre-
pared. the applicant ageney must form an advisory council with at
least seven members. The majority of the advisory council must be
composed of parents of bhildren with limited English-speaking profi-
cieney, Other memhers\im the advisory council may be persons in-
terested in bilingual edudation. The regulations now require that the
advisory council participate in three ways: (1) assist in the planning of
the project, 2V review drafts for the applicant agency, and (3) prepare
comments on the application submitted to the Office of Bilingual
Bduecation,

The significant change in these interim regulations is that the
applicant agencies must allow the advisory council to participate. The
regulations also state that the applicant agency shall produce docu-
mentation that the advisory council did, in fact, participate in the de-
velopment of the propesal. The applicant agency must also include
comments on the application made by the advisory council with re.
speet to the proposal. After the proposal has been reviewed by the
Office ] Bilingual Education and approved for funding. the
regulations state that an advisory committee must continue in the
participation of the bilingual program. Prior to ghesb regulations, the

4o



CRUZ " .8

language had not differentiated between an advisory council and an
advisory committee. The difference now is that the advisory council
. participates.in the development of the proposal and the advisory com-
mittee participates after the proposal has been accepted. A majority of
the advisory committee must. be parents of children with limited
English speaking proficiency. In bilingual projects that serve second-
ary school students, the regulations provide for secondary school
students on the advisory committee. An advisory council member may
also be a member of the advisory committee. Finally, assurances must
. be given by the applicant agency that after the application has been
approved, the applicant agency shall provide for continuing consulta-
tion with and participation by the advisory committee.

These new regulations for applicant agencies with respect to parsnt
advisory councils ‘committees indicate an effort by the Office of Bi-
lingual Education to assure parent/community ‘involvement in bilin-
gual programs. The point must be made, however, that even though
- Congress has mandated parental involvement in bilingual programs
and the Office of Bilingual Education has written regulations for appli-
cant agencies ensuring parental involvement, there still exists a lack
of specific roles and functions for parent advisory councils/com.
mittees. ‘

[n summary. as revealed by the study, councils not knowing their
timits of authority have difficulty in fulfilling roles and in executing
functions. Advisory councils, therefore, must know their specific roles
and functions. Parent advisory councils/committees should not, how-
ever, operate unchecked. They should be evaluated on' a continual
basis with specified performance indicators. It is imperative to point
out that before advisory councils/committees are evaluated. a com-
plete program to {familiarize the council/committee members with
their responsibilities be initiated. that roles and functions be specified,
and that goals and objectives be developed. Only then can objective
evaluations of parent advisory councils/committees take place.

~

Editer's Naote: On June 29. 1979, proposed rules for the Bilingual
Education Program were published in the Federal Register. These
rules, when finalized, will govern operation of the program beginning
in fiseal year 1980. Regulations regarding parent advis-ry couneils and
committees remain basically the same as those presented in the in-
terim regulations of March 29, 1979,
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Parental Participation in
Bilingual Education
Alberto M. Ochoa

*  Intreduction

The primary tasks of schools are to deve !op the learning competence
of students, to enhance the competene. ~ students to cope with the
demands of eur society in which they must funetion, and to provide the
satisfactions and a mentally healthy environment intrinsic to the well-
being of all students (WAite Hou:e Conference on Children and Youth,
1970).

The enactment of federal and state educational lggisiation in the last

" ten years to assist schools in addressing the educational needs of un-

derachieving and limited English-speﬂking students has sharpened
awareness of the need to involve parents in the educational process of
schools, in a collaborative relationship to provide the best possible
education for these students.

This paper is intended for those who are interested in planning and
implementing parent involvement at the district and lecal school
levels. Experience has shown that while there is no lack of concern in
the communities of limited English students and of students who are
underachieving in school, those community members who assume
collaborative responsibility with the school for improving its educa-
tional services are in need of skills to give their contribution a maxi-
mum usefulness. The same can be said of school personnel concerned
with providing programs that have the input and support of the school
community. [t is hoped that this paper will help school personnel and
bilingual program planners identify strategies and activities for in-
volving parents in the educational process of schools.

The first part examines the need for parent participation in the ed-
ucation of their children and outlines a process for identifying the

. sociocultural characteristics of the school community —for curriculum

planning, for understanding the cultural and social characteristics of
the community, and for establishing a solid basis for the developing
school community relationship. The second part presents three ap-
proaches to involving the community in the development and imple-
mentation of educatiopal programs that reflect the needs, wants, and
concerns of parents. The third part suggests activities for generating
parent involvement, interest, and support in the improvement of ed-
ucational programs and curricula.

3
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Parent Participaﬁmi
in the Education of Children

There is a strong trudition in the United States that a public school
should be responsible to the community it serves. Local school boards,
PTAs, educaticngl agencies, aud the local school community all attest
to the mainstre:hqdpty's acceptance of this tradition. It fits well
with scriety's view of itself as democratic; indeed, public education is
counted among the most imporiar. of our democratic institutions
{Rivera-Santos et al.. 1978). “Democracy is government by the pedple
in that it is the system within the people. the members of a community,
who pardcipate in the determination of policy for the community as a
whole” (Cohen, 1961, pp. 316-317). -

As Aleshire (1970} and Arnstein (1969} point out, in a democratic
society the education of children requires that zchools consider the
followingwprinciples: :

1. Educatioual planning shotld not be done without the participa-

tion of its clients. .

2. Parental participation involves collective decision making, for
the commitment made by the participants will motivate them
toward practical implementation of planned action.

d. Parental participation ensures accurate decisions, speeds up the
process of change, and creates active leadership. 1t provides a
forum for the exchange of priorities.

Furthermore, Benellos (1971, p. 5) in addressing community involve-
ment in a participatory democracy states that—

Decision making is the process whereby people discuss, decide, plan, and
implement those decisions that affect their lives. This requires that the
decision making process be continuous and significant. direct, rather
than through répresentatives, and organized around issues instead of
personalities,

It is not strange, therefore, that a growing bedy of judicial decisions
and enacted legislation affirms the responsibility of public schools to
all students. With respect to culturally and linguistically distinet
students. Title Vi of the Civil Rights Act of 1964: HEW May 25, 1970
Megorandum: Lax v. Nickols (1974); the Equal Educational Oppor-
tunity Act (1974} and the federally funded ESEA Title I and Title VII

.programs clearly require public schools to actively involve parents in

the education of their children. Explicitly and implicitly, eérrent law
and state and federal mandates affirm that the instructional programs
must take into consideration the concerns, the views, and the values of

49
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tho communities to which linguistically and cultdrally distinet
students belong. Widespread recognition exists that for a linguistical-
ly and culturally distinct student to experience school membershlp and -
community identity as compatible and mutually supportive is certainly
a positive element in any school experience, In short, there are many
reasons why educational program planners, administrators, and
implemengors need and seek an open, participatory, and collaborative
re!.rtmmhsp with the communities of linguistically distinet students
tRivera Santos et al., 1978).

In regard to establishing school community relationships, Clasky et
- (1973, pp. 185} discuss four b.s.sxc yuestions about school-rom-
mumtv colliaboriation:

1. Why collubarate? Lo give people more voice in an institution
that affects them. To reduce feelings of powerlessness and
alienation resulting from unresponsive burdaucracies. To con-
tribute to i “sense of community.” To improve and coordinate
the ways schools use community resources to-enrich the school
program.

2. What conditions are necessamgp=for effective collaboration?

" People feel personal. group, and community interests are at
stake so they identify a problem or goal and begin to prescribe a
solutton. They have a bhase of support, feel competent as a
group, and operate well in an environment when there is & sup-
portive cl.mate and collaboration.

3. What skills are nevessary? Communication skills and the ability
te exchange ideas. information, criticisms person to person,
person to group, and group to group. Planning skills. Leader-
ship skills in defining problems, setting goals, examining alter- -
natives, designing a strategy, assessing resovurce needs. design-
ine evaluation.

2. How do we judge sueeess? Successful ecollaboration can be
measured in terms of purposes for school-community collabora-
tion, e.g., through number/types of people involved in planning,
evaluating, and impiementing school programs; the number of
opportunities for contributions; indicators of increased inter-
action and cooperative action; evidence of a comprehensive plan
for public participation: and number/1ypes of programs and
personnel available to studer - s, .

Yet for many school administrators and teachers, the school-com-

munity collaboration is more easily sought than achieved. This is
evident ip the frussfation expressed by some professionals planning
bilingual education programs, and it is more sadly evident in existing
bilingual programs where the lack of real school-community participa-
tion and eollaboration is apparent (Rivera.Santos et al., 1978}

v
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Establishing School-Community Relationships

Gordon L. Lippitt (1965), in his discussion of sehool Fommunity col-
laboration, feels that the desirable state of affairs is one in which there
is trust established between the commiunity and the school leadership.

- With reference to establishing an educational climate that is open,
direct, trusting, and committed to the academic needs of linguistically
and culturally distinct students, eight factors are suggested by Fox et
al. (1975).° ) .

<

1. Respeet Schoals should be places where there are self-respect-

ing individuals, in 3 positive climate where there are no put-
/ dewns. e .

2. Trust Trust is reflected in one’s confidence that others can be
counted on to behave in an honest way.

3. High Murale People with high morale feel good about what is
happening. : '

4. Opportunities for Input  Every person desires the opportunity
to contribute his her ideas and to know that they have been
considered.

Continuous Academic and Secial Growth Each person needs
to develop ‘additional- academic. social. and physical skills,
knowledge, and attitudes: : .

6. Cohestreness Members should feel part of the school-commu-
nity and should collaborate towards making the school run
effectively. S

7. School Renewal Diversity and pluralism are valued. The
school should be able to organize improvement projects rapidly
iand vfficiently, with an absence of stress and conflict.

* 8. Canng Every individual in the school should feel that other
personts) are concerned about him/her as a human being.

)
>

. {

The eight factors are presented as applicable to the school organiza-
tion and their quality as dependent on the practices and programs of
the school operations. In reference to eritical determinants that pro-
vide for a positive school climate, the following factors are discussed
further by Fox et al. (1973, pp. 53-89):

1. Problem solving ability in which skills are adequately developed
to redch effective solutions quickly. There should be well-
developed structures and procedures for sensing the existence
of problems, for inventing solutions, for implementing them,
and for evaluating their effectiveness. ,

Improvement of school goals se that they are clearly stated and
understood by all participants. Geals should serve as reference

"
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points for making decisions, organizing sehoc;! improvement
projects, and guiding day-to-day operations.

3. Identifying and working with conflicts, revognizing that conflict
is natural and that it occurs within'individuals, between them,
and between groups. Conflict 1s accurately xdent:ﬁed and effec-
tively worked on.

_ 4. Effectie communications which enhance interpersonal rela-
tionships, rather than causing alienation, isolation, misunder-
standing, fear, and frustration. There should bé emphasis on

: . sharing and problem solving..

Involvement in decision making in which all participants have

*  anoppertunity to improve the school. Decisions'should be based
on pertinent information and decision processes that are clearly
specified.

6. Autonomy and accountability whlch balsnce the freedom of
being independent and self-governing with the necessity and de-
sirability of being resﬁonsible for actions through reporting and
explaining processes in achieving goals and objectives.

7. Effeetive teaching/learning strategies in which: goals are
clearly stated -and educators seek eva!uatwe feedback from
students and community. - - -

8. Abhility. to plan | fnr the xmmednate and long- range future of the
‘sehool.

)

[ ]

According to Sehmuck and Rundel (1972, pp. 2-13) schools, like other
living systems. display differeat degrees of opennéss in communica-
tion and relationships within and between role groups. Increased con-
taet ‘and cooperation among the various role groups assist the entire
school to learn to respond more adaptively to their needs. However, if
school personnel are to be.suecessful in establishing & positive scheol-
community climate with linguistically and culturally distinet commu-
nities, they must be able to identify these communities.

An important step towards an understanding of the social, cultural,
and political dynamies of the total school-community is to develop and
implement a sociocultural survey. Such a survey ean provide a realis-
tic profile of the school community necessary for addressing the ed-

. ucational needs of linguistically and culturally distincet students.

3

Saociocultural Survey

Communities are dynamic, living organisms. No community, there-
fore. can be finally and completely known or described. Much can be
learned, though. about a community's demographic and cultural char-
acteristics, its patterns of influence, its associational patterns, and

ERIC -~ | 92
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the pyychological factors operating within it. Such knowledge about
the community is vital for educators seeking to.ffovide appropriate
learning experiences for their students. There are several clear
and sequential steps for developing a sociocultural descﬂption of a
school community (Ochos, 1975). The descriptive process is outlined as
follows. ‘
. The sociocultural description should provide information needed to
answer the tolkowmg uestions: - : ’

¢ What is community involvement? s

¢ How does one establish relations with the community?

¢ How does one identify the needs and concerns of the community?
e How does one use community resources?

The person, perqom committee, ete., responsible fordevelopmg the
sociocultural description ‘should brainStorm’ possible answers to the
following questions before beginning actual research for data. This
step will help to organize the research that will follow. Questxons to be
brainstormed are: :

L. What Is Community Involvement?

A. What is the community?

B. Whois the community for?

(". How fast can a community change? :

D. What is the responsibility behind community involvement
trhetoric vs. action)? )

E. How can you facilitate the process of community involve-
ment” -

Here Do You Establisk Relations with the Community?

A. Who are the key peaple in the cnmmumty" the people of in-
fluence™the decision makers?

B. What kind of influence do they assert?

. How do you become a member of the community? How can
vou become involved in the community? and with whom? ~

. What may inhibit you from establishing relatmns with the
c‘nmmumt\

O

3. How o You Identify the Needs and Concerns of the Commu-

rnity!

A. Where should you inquire about community needs? com-
munity conecerns?”

B. What do you ask?

. Who are the spokespersons for the community? .

D. Who sets priorities in the community? How .are priorities
established”
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E. What dre the needs and concerns of the community as you

perceive them? *
.F. What are the needs and concerns of the’ cogmunity as the -
' community residents perceive them? - .

4. Houw Do You Make Use of (‘ammumty Resources? .

3

A. What resources are there in the cammumty that can be used

' ‘ to implement educational programs? . L
B. What community resources elp facxllhte Bducaﬁo' oh- -
. jectives? \
C. How dq you use the commu;ni&y taenﬂchﬁnwhool currie- - )

ulum? v«
. D. What is the lwe:\_nterest and cmqhtment to the use of
community resources? and by whom?»‘ﬁ

The research phase will develop information in ﬁve specific areas of
- the school community: . : .

e Demographic characteristics
e Cultural characteristics
& Associational patterns
. e [nfluence patterns _ 1 .
e Social attitudinal factors

»

There are several questions for each of these areas (Qchoa,’1975) .

They can be answered from a number of sources which will be. listed .
later. Beeause of the breadth of information required for tRe socio-
cultural description, it is recommended thag different persons_or
groups b given responsibility_for each of the five areas described
mbove. The different persons or groups can then pool heir information ‘
or prepare a deseriptive community profile. The questions listed below ’
should be taken as a guide: they should suggest othirs to the research
partlmpanh

L Demograghte Charactemnstics
A. How many peopte live in the community?
B. What pr “~tion live together? What proportion live alone?
C. Whati. e age distribution? :
D. What 1s the percentage of school-age children? t
E. What is the income distribution?
F. What types,of housing are available and where are they located?
;. What proportion of the community receive welfare funds?
H. How are the people employed? Do children work?
[.  How many people are unemployed?
J. What levels of education are charactenst:c of various segments of
the community?
K. What rehgious groupq are found in the community?
L. What type of industry is present?
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M. What recreational facilities are available to the community?
Where”
N: What elementaryv and secondary schoo!s are used by the com:
munity” . .
0. What means of transportation are available?
P. What haspitals, clinics, and othpr services are accessible b the
. community? What emergency ﬁviees are available? -
2. Cultural Characterigfics
A. What languages - dialects are spoken”
B, How are families organized (e.g., what is the father role. mother -
role, child role)?
(. Are families nuclear or extended?
. . What tles are there to relatives?
.. What recreation do families prefer?
F. What material ftems do people value?
. .(i. What are she food preferences and eating habits?
H. What holidays and events do the people consider important?
I. What c!othmg and grooming are acceptable?
‘3. What do family members discuss?
K. What TV programs do they watch? Do they listen te radio/TV pro-
. grams in languages other than English?
“l.. What newspaperq do. they read? What magazines do they sub-
sceribe to?
M. What do they normally eat for breakfast. lunch. and dinner?
N. Are family activities centered around school, church, sports, or
other members of the family?
0.  What are the religious practices of the community?
. Who are the apparent heroes—sport figures, politicians, movie -
) stars, ete,” ¢
- T Q. What appear to be the spending patterns? Who is the bread -
winner? What is the income level?
R. What do the people perceive as their immediate problems?
. / N. . What types of music are popular?

T. What is considered unfair and fair? .
{". What is considered insulting?
V. What rituals mark birth, puberly marriage, and death?
W What conduct merits scorn and ridicule?
X. What modes of artistic expression are allowed or encouraged?
Y. What is considered funny?
. 7 What folklore tstories, legends, musie, dances, ete.! do community
members know?

R Aasceratranal Patferns

A\ Are there teligious divisions? If so, what are they?

B Ethnic divisions?

' Nreighbarhood cliques?

4 I»  Who marries whom?

I What kinds of barriers te association exist?

F Are there important clubs and asseciations? Who is in and who is
out of them?!

(¢ Whaattends what religious services?

1t Which groups buy at different shopping centers, the corner
grocery store, ete.” Why?

I Whe associates with whem in regard to social status, occupation,
wealth, age, sex”

ERIC dJ
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. Influence Putte rms

A, What politicsl systems exist”?

B Are there power bloeks of lahor? employers? husinesspegple?

¢ [ many people feel powerless? Why?

D, Are there noncitizens in the community”

E.  Haveany ¢ivil rights been violated” When aad how” ,

F. Who are the influentisl people, groups, and associations in the
community”’

. Whoeinfluences wham?

H. How does information flow through the community’

1. What groups are respected in the community? By whom”

J. What groups are gt respected by the community? Why not?

K. Who are the decision makers - school board, local government, law
enfarcement. ete.? Are they representatives of the community? -

g Nuertl Attitudinal Factars

A, What are the different stereotypes that the various categories of
people have of others?
K. What self concepts do the various categories of people have?

(. C. What is the social distance between the various categories of
people?

D Wha feels “top dog”: who feels "underdog™™? What evidence leads
tuthis feeling?

E. What people or groups are considered agitators, radicals, trouble.
makers, ete.? Why? .

F What eelebrations, demonstrations, incidents have taken plaee in
the community that indicate what people in the community feel
strongly about? .

G What (s the awareness of social. justice in the community (ways
things should ber?

H. What are the community members’ attitudes towards community
‘hange? Do they rely on tradition, fears, feelings that existing
problems are unselvahle?

L. What are the community members’ attitudes toward their living
conditions Are they perceived as problematic? Do they accept the
state of ronditions as they are? Are problematic conditions denied”

Some hard wo.k and ingenuity will be required to develdp the in-
formation required for the soeiocultural description. Much informa-
tion, however, can be gathered from sourees such as:

United States Census

Community fact book (Chamber of Commeree) ’
Annwitleity county reports

Historieal documents of the area

Lacal census information

Information about community social services -

Premographie statisties ,

Feasibility studies on housing, educational services, ote.
Newspaper records

Interviews with loeal officials, government personnel, librarians,
educators, police officials, ote.

Cits county planning department

e ST
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The results of such a sociocultural deseription can be of great value
to planners of education programs for the culturally and linguistically
distinet sehool community and will provide the school with a solid
hasis for its developing school-community relationship. The deserip-
tive profile. if made available to them, will also help community groups
to assess their own needs and objectives—e.g.. for child care centers,
income taxX, services, voter registration. educational goals, ete. It will
improve the schaool distriet’s ability to tap community resources. en-
rich the curriculum, and assess educational goals and needs.
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Involvement of Parents in the
Decision-Making Process

This section presents three approaches to involve parents in the
decision-making process of the school or school district. The three

.

approaches are: .

1. Organizational approach for developing and implementing bi-
lingual desegregation pregrams for national-origin minority
communities (Institute for Cultural Pluralism/Lau Center
Approach!

2. Community input process for curriculum development (Deni
[.eonard Medel)
13

3. Community-school advisory council appﬁ;ach (San Diego Center
for Community Education) -

All three approaches have been implemented in a number of school
-communities and provide for the invelvement of parents in determin-
ing the educational needs. wants, problems, and priorities for their
children and in finding the ways to address their concerns. The first
approach involves the cuiturally and linguistically distinct commu-
nities of the nation in the development and implementation of bilingual
desegregation programs. The sefond approach addresses the involve-
ment of the minority community in developmeut of curriculum. The
third approach provides 2 structure in the form of a school advisory
council for advising the personnel of the school about the implementa-
tion of it~ instruetional programs.

Organizational Approach for Developing and Implementing
Bilingual Desegregation Programs for National Origin Minority
Communities

For over three years the Institute for Cultural Pluralism through its
National Ofigin Desegregation Center has implemented a comprehen-
sive six phase technical assistanee process, in assisting school districts
to comply with the Lau v. Nichols Supreme Court decision of 1974, that
addresses the educational needs of students whose home language is
other than English. This six-phase process (see Figure 1) outlines the
development and implementation of a district-wide master plan for

o3
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FIGURE L

Six-Phase Tecﬁnical Assistance Process for
Developing and Implementing a
District-Wide Educational Master Plan

Notification of Noncompliance
from Office of Civil Rights

A PHASE!
(rientation to General Assistance Center
and Title VI Remedies

GAC-District
Letter of Agreement

. S v m— o TR AU A G S e SS— —n a— —

" Community Leaders Workshop

PHASEII
Establishment of
Steering Committee

PHASEIII
Needs Assessment

PHASEIV
Development of Master
Educational Plan

PHASE YV
Development of Timeline/
Management Plan

PHASE V1
Implementation of
Educational Master Plan
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meeting the linguistic and academic needs of Lau students.” During
this process the input and participation of 8 community throughout the
six phases is an ongoing task. The rationale for the participation df
parents in the six-phase process is based on the following assumptions:

e Parents, by participating in the planning of an educational pro-
gram, are more likely to promote the plan in the community at
large and are more likely to work for a smooth and orderly im-
plemer*ation of the program.:

e Pare - vho have participated in designing an educational pro-
xrar - ill be required to bear part of the responsibility for the
suecess or failure of the program.

e Puarents are in a unique position to offer the teacher valuable in-
formation about the learni styles and special needs of their
children. In addition, it is thdough contact with parents and
other commuiity persons that teachers and administrators can
come to understand the special features of a'culture or lifgstyle
which may be different from their own. .

o Finadly, parents are a valuable resource in the classroom who
can assist school personnel in providing the best possible educa-
tion for all the children in the school. )

*

Community Participation and Steering Committee  Community par-’

ticipation in the Lau Educational Master Plan development process
begins with a district invitation to community leaders to participate in
an orientation workshop. The six-phase educational planning process
is discussed and the role of the steering committee is defined. The com-
position of the steering committee is decided: this normally reflects
one of the three selectiop models shown in Figures 2, 3, and 4. The
models differ in school district representation; in each case, commu-
nity representatives are “selected by the community using its own
method of selection.” This initial workshep is an important one for
community and district personnel alike; it must ereate a foundation for
a working district-community partnership with all firmly committed to
the development and implementation of an educational plan that
genuinely reflects the needs. concerns, and strengths of school district
personnel, community people. and students. Partnership is stressed; a
‘steering committee established only to “advise and submit” will not
generate fram its members the energy and commitment necessary for
its tasks. The steering committee must take part in all phases of the
initial p!anné-g. implementing. meonitoring, evaluation, and modifica-
tion of the biingual desegregation master plan.

The steering committee, once’ constituted, must receive inservice

*A Lau student s one whose home language is ather than English, regardliess of the lan-
wuage speken by the student. and who is noy performting conceptually and linguistically at
slevelequal to or hetter than the district standard of proficiency.
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\

‘training to assure that all its members under%d tulty their fune-

tions, responsibilities, and activities.

\

Management of Bilisgual Desegregation Educational Master Plan:
Community Task Forte Groups  As a means of functionally.operating
a bilingual desegregation steering committee, it is recommended that
4 “meet and confer” process of negotiating areas of disagreement be

used (see Figure 5). “Meet and confer” means that the steering com- °

mittee is encouraged to reach a consensus in making decisions rather
than vote. ‘

A recommended process for managing the bilingual desegregation
steering committee in the development and implementation of a com-
prehensive educational plan is to divide-the committee inte task force
groups (Figure 6). The task ferce groups are responsible for specific
areas of the educational plan. The general areas that are included in
any educational plan are— '

o Language determination and language assessment

e Staff developmeni and recruitment

s Administrative reorganization and allocation of resources
# Curriculum selection and program development

e Community relations ‘

e Counseling and guidance

¢ Process and produrt evalu.tion

Members for each of the task force groups should be selected from
the steering committee participants. Each group should include mem-
hers from the target community not employed by the school distriet.
iSee Appendix A, page T6 for suggested activities of each task force
Kroup.’

Task Force Areas  The steering committee should be divided into

the following areas. which censtitute the key components of an . fuea-
tional plan:

I. Languagqe Determination
To improve techniques of student language identification, lan-
guage proficiency. and oral language assessment procedures
used by the school district. ‘

¢

[V

Staft Development
To identify staff development needs and recommend inservice
training activities to meet the coneeptual and linguistic needs of
. the identified students.
S
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FIGURE 2

Model I for Selection of Title VI Lau
Steering Committee

3

COMMITTEE TASK FORCE — Selected by
Communsty, Administration, Lau Center

Community Distriet
Title VI Steering Committee

r" ;

Target Community

Community representatives and
parents of himited English speak:
ing and non English speaking stu-
dents selected hy the community
using its own method of selection.
The majority of the community
representatives should net he em-
ployed by the school distriet. 1A¢
least six members or one per
sehoal site!

School District

[histrict administrators are re-
sponsible for providing represen.
tatives from the following groups:

¢ School hoard members
{t member!
* Administrators (6 members)
* Teachers (6 members)
Aides (3 members)
Parents (1 per school site)

EMay desnenate an alternate




FIGURE 3

Model 11 or Selection of Title VI Lau

- Steering Committee

COMMITTEE TASK FORCE —Selected by
Community, Administration, Lau Center

Community District
Title VI Steering Committee

Target Community

(‘ommunity representatives anc
parents .of limited English speak
iny and. non English speaking stu-
dents seleeted by the community
usiny its own methed of seleetion.
The majority ot the community
representatives should rot be em
plaved by the schoal district. (At
least six members of one per
sehood site)

Scheol District

Various groups within the district
are responsible for providing dis-
trict representatives:

# Board member selected by
board of trustees

# Administrators selected by
administrators

* Teachers selected by teacher
groups
Aides selected by classified
employee groups .
Students selected by student
bedy i

Parents selected by school or
district advisory committees

=

A\ desmale an s'ternate
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FIGURE 4

Model 111 for Selection of Title VI Lau
Steering Committee -

COMMITTEE TASK FORCE - Selected by
Community, Administration, Lau Center

Community-District
Title VI Steering Committee

<

L
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Target Community
Community representatives and

ing and non-English speaking stu-
dents selected by the community
using its owh method of selection.
The majority of the community
‘representatives  should rot be
employed 'by the schoel district.
tAt least six members or one per
schaol site!

parents of limited English-speak- -

ot

School District

Various groups within the district
are responsible for providing dis
trict representatives:

® Board members
¢ Administrators
¢ Teacher groups

Students , :
Early childhood educition
advisory group .

Compensatory education ad
visory group '

Curriculum council advisory
grolip

Bilingual education advisery
group
School site representatives

!

i

Parents of non

Parents of non-

Parents of non-

English and
limited English

English- and
limited English-

English- and
limited English-

speaking students speaking students speaking students
: and one staff and one staff and one staff
member member member
sehool A School B School C

*Mas dewgnate un alternate




‘\

62 . . OCHOA

. FIGURE 3 .

Recommended Decision-Making Process for the
.. Bilingual Desegregation Steering Committee
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3. Admunstrative Rearganization,

To identify organizational procedures, policies, plans, and ad-

ministrative techniques necessary for mecting the educational

needs of the identified students. Also, to identify district re-

- sources necessary to ensure equal educational benefits for all.
students. Resources should include curriculum, inserviee train-
ing. curriculum development, teacher salaries, administrative
sgpport. counseling and guidance services, utilization of state:
artd federal funds. average daily attendance (ADA} monies

¢ «enerated by student population, and instructional facilities.

~

A

3. Currcalum

" To detgrmine suitable program meodels and teaehmg strategies,

to :dejtm curriculum needs, and to assist in the selection,

aduptation, revision, or development of curriculum materials

. relevant to the cultural and linguistic needs of the identified stu-
dents.

¢ *

AR
3. Community Relations
To provide the district"with A«xstance in improving commumty
relations and in' integrating-the community into the educational
. process of the school for the purpose of meeting the educational
“needs of the identified students. .
6. Counseling and Guidance
‘To-identdy counseling and guidanee services that critically
affect the identified Lau student in order to provide adequate
measures to alleviate such dmerepancmq as racial isolat on, the
huch dropout rate, and dm‘lplme problems.
Process and product evaluation are addressed by each res, -~tive task
force group and the coordinating committee, | .

-

\ Counrdinating Task Force Group In order to facilitate the coordina-
tion of the development and implementation of the bilingual desegre-
gation educational plan, a representative coordinating task force
group that includes community representatives should be selected
from the members of the steering committee, The coordinating com-
mittee function is to facilitate, coordinate, and manage the total
process of developing, implementing, evaluating, and revising the bi-
hingual desegregation educational masteg plan,

In implementing the six phase organizational appmach for a hilin-
gual desegregation educational master plan, a ' major point to keep in
mind 1s that the success of any plan depends on the active participa-
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o
tion and direct tnput of community leaders and parents who represent
the various schools communities of the district throughout the
provess, '

2 Community Input Process for Curriculum Development
! 4

For too many years the local community has been ignored by profes
sionitl educators who develop curriculum that does not include the lan
guage and culture of the minority communities (Leonard, 1974). In re-
sponse to this failure, Deni Leonard developed a process to enable

: members of i loeal community to be involved in the development of
school curriculum thut considers the values of that community. The
Community Input Process for Curriculum Development (Leenard,
1975) calls for the community to participate in the development of
curriculum that reflects the v-lues, lifestyle, language, and thought of
the people in @ community in cooperation with sehool district techni-
cians. Leonard stressed the importanee of a eurriculum representative
of proples” lifestyles:

Commumity spirit, or community thoughts, should become part of the
curricutum. The children of the particular community will be better able
to be v en equal opportumity te participate in the educational process
beeituse they will not have to give up their nationality to be vducated
theonard, 1975, p.31

The Corimunity Input Process for (urr(ul Development is "a
twelve part process which was developed at theu\‘mvers:ty of Oregon
in 1974 A major objective of this process is to teach the ecommunity
the twelve step curriculum development method in order for the cur-
‘riculum developer to be used as a technician. l.eonard further ex-
plains

Hictorteally, the currtenium coneepts were known only to the eurriculum
developer. Fach currculum concept was ta be shared among curriculum
developers onlhv. Thus, many community members were unable to ask
appraprite questtons of the curriculum developer hc-cau-w they knew
net what to hk tLeonard, 1975, p.dt .

Another important objective of the twelve-step method for currie
ulum development is to transfer curricufum skills to the community.
The eommunity is the decision maker about what concepts should be
taught. how the curriculum is {o be developed, and in general how a
publie sehool currteutum continuurmh should look. .

63 .
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Twelve-Step Method The twelve-step method for curriculum de-
velopment deseribed by Deni Leonard (1975, pp. 6 8) involves the com-
mimty in the development of curriculum produets for use in the com-
munity school. The process cutlines the steps for developing curri-
culum with control and support of the community. As part of the
twelve step method. 4 decision making process tsee Figure 7) is used.
The vonsensus decision-making proeess enables participants to con-
tribute to most of the decision-making of curriculum development.

The school community process as described by Deni * onard may
seem aliep and even threatening to some, However, the success in
establishing 2 school community relationship'and in producing tan-
gible resouces for improving the quality of education makes a power-
ful argument that educational professionals should consider seriously.
For as Leanard 11973 deseribes, in the implementation of the process,
the American Indian community gained the knowledge and confidence
to discuss edueation policy with top policymakers. Education techni-
¢ans, in turn. learned that the community concerns in education were
nat unrealistic and that technicians were not members of the com-
mumty untit they jomned the community, the communrity which wel:
comed them and learned from them.

Community School Advisory Councit Approach

The community advisory council is a representative group of school
community members committed to the common goal of community de-
velopment through the identification of problems and the identifica-
Ao and implementation of solutions. As required by both fedefally
and state funded educational programs, the function of advisory coun
etls 1s to assist the school to improve instruction, auxiliary services,
schaol environment, and sehool organization to meet the educational
needs of student s, In addition, most educational advisory councils are
Tequired to involve parents broadly reflective of the sociocultural and
ceanomte composition of the school attendance area. However. effec
trvely using an advisory council involves hard work. Some process
prineples suggested by the San Diego Center for Community Eduea-
tron tRobbins et 2l 1975, pp. vii viiidare as follows:

I People are more likely to aceept a changed patiern of hehavior
when thev, themselves, have participated in the planning.

2 People are more likely to change their hehavior if they see that
ather peaple, hke themselves, are also planning and endorsing
sueh g change of hehavior,

o People are more likely to aet upon a request if they can be per
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FIGURE 7

Decision-Making Process
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sudded to commit themselves to a positive decision at the t*me
tey hear the request.

i. THe group itself £an be used to stimulate consideration of the
nd&action, to ghalyze the difficulties and suggest ways to over-
come them, ahd finally to arrive at some decision about the
action being discussed. .

- 3. If free discussion of a propesed action results in some general
agreement among group members that they will participate in
this action. there is a3 good chance that the action w:ll be carred
aut.

Above all. the main objective of a school advisory eouncxl is to serve
an the eyes and ears of the school prmcnpai Some general activities of
any advisory council are -

1. Keeping the prineipal informed of the school- -community educa-
tional needs

Assisting in the planning and implementation of educational
. programs )
Assisting in the identification of resources

Assisting in the evaluation of the school programs

Assisting in maintaining open and ongoing communication with
the school community

te

wl e e

Establishment and Function of & School Advisory Council Schools
should be cautioned against establishing eouncils for self-serving
reasons. Robbins et al. (1975, pp. 1.2} discuss Tive poor reasons for
establishing community advisory councils which school administrators
should avoid ’

I. Free Labor: “If we had a mmmumty advnsory council, mayhe it

could dig up the facts we need.”

Rubber Stamp: ™' T'll bet my bottom dollar we muld set up an ad-

visary couneil to OK our new policies on r;smpluw and get the

parents to accept them, too.”

3. Shock Absorber: “We've taken enough abuse on that issue. Let
the comt anity advisory council get some of the flak."

{. Front man Promoter: "We've got to eut down again on those
multicultural courses. Don’t you think our advisory council
could push them through next year?"

3. NOX Team: “We aren'’t getting anywhere with the fiscal people.
and now we're in a head-on fight with the teachers. Don't you
think a community advisery council could. . .7”

(-

The purpose of an advisory council is te provide the school with in-
put. ideas, and advice for improving the educational program and
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curricula of the schuol and not to function as operators or, in some
cases, as biackers of the status quo.

The composition of an advxsory council generally has the following
representation:

Parents of pupils attendi;g the school selected by such parents
Community representatives not employed by the school
Principal of the school N
Teachers selected by teachers at the school

Students selected by students at the school (secondary schools)
Other: service educational agencies and groups

The operation and suceess of any advisory council depends on the
formulation and implementation of its bylaws. Burden and Whitt
t19731, Robbins et al. (1975), and Whitt (1971} make the recommenda-
tions that in developing bylaws the advisory eouncil should give partic-
ular attention to the following areas:

e Purpose: What are the goals and objectives of the Eg‘ouncil'.f'

e (Officers: Whe will serve on the council (duties and responsibil-
ities, term of office, and method of membership)?

e Membership: What will be the compositien of and criteria for
membership?

e Attendance: What process will be used to assure regular atten-
dance on the part of all members?

e Meeting Reguirements: When will the council meet?

¢ Task Forre Subcommittee: What will be the areas of council
activity”

e Amendment Process: What will be the mechanism to change or
delete those sections of the bylaws not deemed necessary?

e Quorum: What will constitute a quorum to have an official
meeting”

_ A sample of bylaws providing specifie quggwtmm about the above
questions appears as Appendix B.

Suggested Tasks for an Advisory Council Each school/community
has its own needs, wants. and problems in improving the educational
programs. curricula, and services of its school. Thus, conducting a
needs assessment within the school/community is a major funetion
that is necessary to give the advisory council direction in its endeavors
to improve of maintain the services of the school. Robbins et al. (1975,
pp. 57 381 suggest the lollowing tasks for a school advisory council to
undertake: . -

ERIC 74
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1. Conduct, with resident assistance, a community needs assess-
ment
2. Develop a list of priorities based upon needs, wants. and prob-
lems
Make recommendations about program development
. Assist in establishing program goals and objectives
Determine a scheme for evaluating progress
Develop a system for community-school ccmmunication to pro-
mote publicity of existing programs
7. Promote activities for ¢hildren and adults—the total commumty
" B. Assist in fact finding
8. Cuordinate community services and activities
10. Develop support for the community school program
11. Act as an information clearinghouse
2. Develop a community gesource index and program
13. Encourage and provide special programs
14, Aet as a sounding board for suggestions, xdeas. and new pro-
grams
135. Address problems as natural and expected
16. Establish réference file on needs, wants, and problems of com-
munity individuals

The school advisory council is Jnique in each community, and, there-
Jore, implementation will vary among communities. However, all
schools, communities are capable of positive change in resolving their
own concerns; all have social problems that are natural and expected.
Thus, the sehool advisory couneil can serve as a vehicle for community
people to determine their educational wants and needs and to estab-

lish ways in which the community ean become the best it is capable of
bet mg



OCHOA | ..

Suggested Activiiies for Generating
Parent Involvement, Interest, and Support )

Parent participation in the activities of the school is determined by
the following factors {Anderson and Safar, 1967):

1. The extent of participation allowed by the school decision- making
unit

2. The leadership of the school/community
3. The skills and knowledge of the parents about the school cur-
ricula
- 4. The degree and quality of parent participation

5. The influence of the parent group on the administration of the
school

Toe maintain parental support, it is important to achieve a level of par-
ticipation which parents feel contributes to (and which actually does
contribute to! the improvement of programs and curricula.

Too often, scheool personnel are not able to involve parents in their
school curriculum because they conclude that parents are minimally
educated cr not interested in the development of their children
{Nelson and Bloom, 1973). Whether acknowledged or not, parents are
part of the school program.

Generating Parent Interest and Involvement

Parents are an untapped resource and can be trained to wotrk with
children effectively in many areas of the curriculum. For example.
skills that parents have-developed in their careers provide the school
with an open textbook in the world of work. Parents can assist stu-
dents to explore career choices in the fields of farming, reporting,
nursing, engineering, accounting. piloting, dentistry, etc. These skills
have important implications for enabling students to become aware of
career options in the world of work.

Beyond PTA meetings and parent-teacher conferences, Nelson and
Bloom (1973 suggest the following types-.of parent mvolvement activ-
ities that a school can initiate:

e Conducting study groups to share child development ideas, chil-
dren’s concerns. and child rearing practices

7
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. Est.xbluhmg task graups to articulate school-community actw-
ities and resources
e Assbssing the school's effectiveness in providing educational
services togulturally and linguistically distinet students
» Sponsoring informal coffee klatches in the homes of parents to
discuss parental concerns such as the academic achievement of
their children, financial assistanee to students wanting to
pursue higher education. school- community issues
e (onducting minipresentations with students on their concerns
to provide ways by which they can cope with these concerns -
e Providing resources for demonstrating specific concepts in the
classroom
e Serving as school-community aides as well as counselor aides
¢ Tutoring students in subject matter areas
e Developing curriculum materials that reflect and promote the
schoul community cultures -
¢ Developing annual school site plans addressing the academic
_and linguistic needs of their children

For parents to be successfully involved in these suggested activ-
ities, school personnel must at all times provide courtesy, support,
and respeet to all communi:y participants.

Alsa, in.order to facilitate the participation of parents, services such
as child care. transportation to and from the school, translation, in-
formation dissemination, and refreshments must be considered and
provided as much as possible.

Genersting Parent Support

\u with any greup of people. if parents are provided with informa-
tion about the education of their children, they are more likely to par-
ticipate in the school pragram. Thus, an imperative school activity is
parent education in areas sueh as:

1. Understanding the sociocultural structure of the school/com-
munity

2. Developing strategies for establishing communication and trust

3. FEstablishing school community roles in the education of their
children

i. Developing decision-making skills such as consensus agreement
and conflict resolution

3. Assessing resources, needs, and concerns

77
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6. Developing an understanding of the change process in order to
ereate chaoge

7. Developing skills in conducting meetings, workshops, and study
£roups

8. Developing skills in the learning process and academic develop-
ment of their children.

Through such parent education inservice activities, parents can feel
mofe comfortable with the language process and stricture utilized by
the seheol system and enter into dialogue with its personnel.

Additionally, in generating active parental support, it is advisable
for the school administrator to continually involve parents in resolving
school-community problems and concerns. The following process pro-
vides for such an approach:

1. Identify a problem or area of weakness—one which you real-
istically think can be changed.

2. State a goal; describe what ¢change you want to make. _

3. Build a support group: include others who will work for and sup-
port your goal. "

4. Identify people. resources, policies which may block you from "

aehieving your goal and what you can do about them. .
3. Identify people, resources, policies which will help you achieve
your goal. ’

6. Identify the steps you will take to achieve yaur goal, stating

who will do what and when it i s te be done.

[dentify how you will know when you have reach~d your goal.

8. Review and modify the steps in your plan as you work. Make
changes in your plan if you need to.

b

The above process can be used to tackle such problems and concerns
as improving school attendance, reducing vandalism, reducing racial
conflict, coordinating community resources, improving school achieve-
ment and student attitude. reducing drug abuse, improving the lack of
curriculum and materials for limited and non-English-speaking stu-
dents. and other concerns affecting the school community. Also, in
the initial use of the process, parents should begin with a tangible
problem or coneern rather than attempt to tackle a number of issues at
once, Hopefully. the use of this type of process will involve many role
groups in the school community, for the ownership of the problem or
concern belongs to everyvone in the school community. It is through a
collaborative effort and active participation that the concerns of the
school community are resolved and the improvement of educational
serviees actualized.
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APPENDIX A z
Composition and Tasks of Task Force Groups -
Language Determination Task Forée . -
Composition: - =§
Parents '
Bilingual teachers :

Bilingual resource teachers

School principal ’ B
Paraprofessionals « '
Students

Tasks:

. Determine. process for student identification.

. Nelect -and evaluate instruments, for student language assess-

ment.

Define process for student language ass¢ <ment.

Compile data on student language proficiency.

Determine personnel to conduct assessment.

Determine training needed to assure consistent results.

. Oversee implementation process.

. Provide for dissemination of information te parents concerning
data collection. interpretation, and use of data.

. Select and evaluate assessment instruments to determine con-
ceptual skills of students.

10. Repeat steps 3-8 with reference to student conceptual assess-

ment.

1
2

»

mﬂl?‘-:&‘l:ﬁtb&
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staff Development Task Force

Composition:
Parents
Scheol principal
Elementary teachers
Secondary teachers
Paraprofessionals
Students
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Taxks: , .

1. Determine staff competencies fecessary to meet student char-
acteristics {language and instructional).
2. ldentify profile of district personnel based on step 1.
3. Identify staff development nepds.
a. . Identify existing district personnel resoureces.
b. Identify district needs based on student characteristies and
projected needs.
¢. ldentify district personnel needs.
4. Define staff development alternatives to meet personnel needs.
a. Management and differentiated staffings of school per-
sonnel
b. Affirmative action
c. [Inserviee training
d. Ongoing development of competencies
e. [P'rocess and content
1} Criteria for participation
t2} Delivery of services
3! Qutcome competencies
Determine resource personnel and programs needed by staff for
meeting staff development and personnel needs.
Coordinate staff development activities within the distriet pro-
gram.
7. Develop timeline to implement sequential career ladder, staff
development activities.

-t

_Q‘.

Administrative Reorganization Task Ferce ' ¢

Comeposition:
Parents
Director of educational services
Bilingual administrators
Coardinator of federal and state projects
Sehool board member
Students

Tasks

1. Determine administrative responsibilities, policies, processes

that affeet Lau students.
Sy . 3

i
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Determine district administrative structure/procedures for
identifving and serving Lau students.

Determine district personnel necessary to serve Lau students.
Determine affirmative action necessary for staff reeruitment
and or administrative reorganization.

Coordinate implementation and evaluation of all dnstrict pro-
grams and curricula designed to meet the needs of Lau stu-
dents.

Organize information regarding Title VII steering committee
activities and determine manner of presentation to beard of ed-

ucation, :
7. Dwelup process and procedure for evaluation' design of ser
vices to Lau students. . .
8.  Analyze fiscal resources to determine sources of funding for ser-
vices to Lau students.

Plan data collection storage and dissemination system.

|

e

SIS

&

»

Curriculum Task Force

Composition:
Parents
Director of curriculum
School principal
Teachers
Paraprofe: onals
Students

FTasxks:

1. Determine curriculum needs based on student characteristics.
Determine curricula and materials that exist and are presently
used in district programs.

3. Fvaluate existing materials and instructional programs for
biases omissions.

t. Identify eurriculum materials to be used; activities: experiences:
coneepts to be taught: sequenee: learner objectives to reflect
the academic and cultural thome culture) needs of Lau students,

3. CUoordinate various program objective activities (such as ECE,
Title I, ESAA, Title VII. -

t.  Develop program design, seope, and sequence.

Develop curricula to meet the ongoing needs of Lau students

84
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o
through selection, adaptation, revision, or development of eur-
riculum materials. ‘
Community Relations Task Force .

-

-

Compasition:

Parents ¢
Migrant teachers
Community aides
School principal
District administrator '
Students _ \

Tasks:

. Plan and assist in gathering mput for educational plan.

2. Survey parent attitudes and needs in regard to schoel programs
and delivery of services for the Lau student.

3. Determine the various commumty groups within the broad com-
munity.

{. ldentify key mmmumtv agencies and/or organizations as cur-
ricula resources.

5. Determine amount and areas of parent involvement in school
programs.

6. [Kstablish procedures and methods for contacting and involving
community groups tespecially parents of Lau students) in the
schonl curricula. T e

7. Determine process for reporting student and district eognmve
and affective progress to individuals and/or community groups.

R. Plan and assist in’conducting community meetings, in reporting
proigress of all district programs. and in implementing educa-
tional p!.m ’

Counseling and Guidance Task Foree

Campasitian:
Parents
Rilingual counselor
Sehoel prineipal ‘. 8

&
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. . - : A
Psyechologist or counselor
Students - . " ’
Paraprofessionals "

A .

Tasks:

. $ *

1. .Identity counseling and guidance ne¢ds basea on student char-

acteristics,

Define programs to meet specifie Lau student needs.

Identify coynseling and guidance servic- 5 and processes pro-

vided to La:j students. .

4. ldentify and determine competencies required of counseling and

guicance personnel (especially Janguage and cultural sensitiv-

ity! to meet the needs of Lau students.

Identify and evaluate policies affecting Lau students in assign-

ment {o special programs, assignment of elasses. d:sclplme pro-

cedures, extracurricular activities.

Identify and evaluate placement and achievement instruments

necessary to meet the needs of Lau students.

7. ldentify resource personnel and procedures to enable the coun-
seling and guidance staff to meet the educational needs of Lau
students.

.. ..
.b-!'-—_
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APPENDIX B

Sample Community Advisory Council Bylaws

i %

. Articlel :\iame

This organization shall be called the
.Community Advisory Council.

Article I Purpose
It shall be the purpose of this council: .
1. To offer an opportunity for all people residing. work-
ing. or having an interest in the community to co-

operate in efforts te understand, analyze, and solve
community problems.

To promote coosation among organizations and in-

o

dividuals inter in improving the quality of life in
the communit

3. To secure democratic action in meeting local needs
through existing agenecies, organizations, and insti-
tutions. . ,

1. To collect and give to members and others complete
and accurate information concerning community
needs and the resources available for meeting these
needs. : .

3. To identify potential community leaders and to de-
velop’ their qualities of leadership for community
betterment.

.

Article I Membership
' Section 1

Any person residing, working, or having an interest in

the .. — community may become an active
member.

Section 2
Aill groups active in the school will be represented on the
eouncil. These include but will not be limited to:
a. EmploymentTask Force
v. Housing Task Force
Health Task Force
Youth Development Task Force
Teaching Staff
Preschool Services

Q . 84
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Article ]V

Article V
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g. Elementary Student Body
h. Senior Citizens .
.. Church Task Force

Voting
Section 1
Any parent or guardian having children in

Scheol. who.are paid members, shall vote without restrie-
tion.

Section 2

1he representative or his/her alternate of each group
listed in Article Lil, Section 2, or any active group recog-
nized by a majority vote by those attending a council
meeting shall have one (1) vote.

Section 3 -

Any person not having children enrolled in

School or not being an active member of one of the groups
{isted in Article III, Section 2, shall be able to vote after
attending three (3} consecutive council meetings and
payving a membership fee of 50¢ per person. Voting rights
will be forfeited after missing three (3) consecutive
council meetings. .

Community Task Force

Neetion 1

Each action committee shall engage in such activities as

designated to that committee by the council.

A. Health Task Force
It shall be the duty of this task foree to assess health
conditions in the community, establish annual objec-
tives, and carry on the necessary activities to achieve
those abjectives.

B. Employment Task Force
It shall be the duty of this task force to assess em-
ployment conditions in the community, establish
annual objectives, and carry on the necessary activ-
ities to achieve those objectives.

C. Education Task Force
It shall be the duty of this task force to assess educa-
tion conditions in the community, establish annual
objectives, and carry on the necessary activities to
achieve those objectives.

8o
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Article V]

D). Housing Task Force
It shall be the duty of this task force to assess housing
conditions in the community. establish annual objec-
tives. and carry on the necessary actmues to achieve
those objectives. -

Section 2
There should be at least six (6) members on each task
farce.

Section 3
Task forees shall meet as often as is deemed necessary by

_the task force members.

Section §

Members of each task force shall select a chairperson and -

seeretary from among the members of their task force.
The chairperson of each task force shall become a mem-
ber of the council.

Election of Community Council Officers
Seetion |

The officers of the council shall include the President,
Viee President, and Secretary Treasurer.

Nection 2 .

The candidates for officers of the organization shall be
chosen by 2 nomination committee. This committee will
be made up of three (3) people appoirted by the council.

There must be a minimum of two (2) candidates for each
offiee. Candidates must be members of the council.

Section 3

The council shall fill all vacancies that oceur during their
tenure in office until the next election.

Section

The officers of the council shall hold office for two (2)
AT

Section 5
The uffsu;r\ of the couneil will be elected in April of the

8‘ "
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Article VII

Article VII

Article [X
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Section 6

The council shall appoint, by February of the e!eenon
vear, candidates for each office.

Section 7

The general membership shall vote for officers by secret
batlot during the third week of April. To insure a repre-
sentative vote. the executive council will appoint an
election committee which shall secure the vote of every
fifth membe r according to alphabetical listing.

Section 8

Officers will be fnstalled in May of the election year and
take office in June.

Got- h Dene (G.L.D.) Task Forces

Each G.1.D. Task Foree will engage in actmtxes which
back up. support. heip to implement, or evaluate the
work of loecal community task forees.

Amendments

These bylaws may be amended af any general meeting of
the community eouncil by a majority vote of those attend-
ing, provided that notice has been given the membership
bv the council. one month in advance of such meeting.

Provisions
seetion |

The president of the council shall act as presiding officer
at all generasl meetings.,

Nection 2 . -
General meetings shall be ealled by the council.

. Any task force may request the council to call a
general meeting. |

(3]
task foree to call a general meeting.

3. A majority vote of those members attending a
zenerid meeting shall be required for any action.

Section 3

The minutes of general meetings will be mailed to all ,

members within twenty five (25) days after each meet-
ing.

8¢ '

2. Any member of this council may submit a request to a-

Y B :?I“él‘



OCHOA

Section 4 ) Y
The council shall establish membership dues.

Section 5 '

All council monies shall he deposited in the

School Community Council Fund and all disburseme - ;a
will require approval at a gc “eral meeting of the counc .



8e ' . . ' OCHOA

Bibliography

Aleshire, Robert A. Planmng and Citizen Part:cipation—Costs and

Benefits and Approaches.” Urban Affmrs Quarterly, June 1970:

p. 375.

Anderson, James G.. and Safar, Dwight. “The lnﬂuénce on Differen-
tiul Community Perceptions on the Provision of Equal Educational

Opportunities.’. Socivlogy of Education 40 (Summer 1967); pp. 219-30. ,

Arnstein, Sherry. "A Ladder of Citizen Partxc:patmn “JIAP, 35 (July
1969): p. 217, .

Benellos, George, and Roussopolus, Dimitrios. The Case for Partici-
patery Democracy. New York: Viking Press, 1971%

Burden, Larry, and Whitt, Robert L. The Community School Prin-
cipal: New Horizons. Midland, chhigan Pendell Publishing Co.,
.. 1973, -

Clasky. Miriam. et al. Together: Schools und Communities. Boston:

Advisory Council of Education, 1973.
Cohen, Carl. Democracy. New York: Macmillan Co. 1961.

Fox. Robert S., et al.. eds. School Climate Improvempnt A Challenge
to the .sdum[ Administration. Denver: Charles F. Kettering Foun-
dation. 1975.

Leonard, Deni. /n Intercultural Community-Input Process for Curric-

ulum Dereiopment, Seattle: Resource Development Co., 1975, .
Lippitt, Gordon L. Nutions Cities Magazine 3, no. 12 (Decemher 1965).

Lurie, Ellen. How to Change the Schools. New York: Random House,
1970.

Nelson. Richard C.. and Bloom. John W. “Issues and Dialogue: Guid-
ing Parent Involvement.” Elementary School Guidance and Coun-
seling 8, no. 1 tOQctober 1873): pp. 43-49.

Ochoa, Alberto. A Socio-Cultural Description of the School/Com-
munity. San Diego: Multicultural Department, San Diego State
University, 1975.

Robbins, Wayne R., et al. 4 Guide for Community Schooi Advisory
touncils. San Diego: Center for Community Education, 1975.

Rivera-Santos, Iris; Williams, Byron;: and Ochoa, Alberto. Manval V:
- Planning and Implementation Issues in Bilingual Education Pro-
gramming. San Diego: Lau Center, Institute for Cultural Pluralism,
San Diego State University, 1978.

89

[}



%

OCHOA

Schmuck/Richard A., and Rundel, Phillip. Handbook of Organizational

Die vefapment in Schouls. Palo Alto: National Press Books, 1972.

Whitt, Robert L. Handbook for the Community School Director, Mid-

land. !&:}igan: Pendel} Publishing Company, 1971. -

White\Joule Conference on Children and Youth. Report of Forum 14.
Washiqgton, D.C.: United States Office of Education, 19:1'0.



About the Authors

Dr. Marua Estela Brisk is the director of bilingual education at
Baston University where she also serves as assaciate professor in the
Department of Education. She received her undergraduate degx:*e in
English from the University of Cordoba, Argentina. Her master's
degree in applied linguistics is from Georgetown University, and she
holds a Ph.D. in education {from the University of New Mexico.

Mariu B. Cerda is former executive directoriof the Latino Institute,
a technieal assistance resouree center that provides leadership train-
ing. organizational development, and research programs for the
Latino community in Chicago. She is a member of the Presidential
Commission for the International Year of the Child. In 1969 Ms. Cerda
hecame the first Latine to serve on the Chicago Board of Education. A
founding member of ASPIRA of Illinois. Inc., she holds a B.A. in
psychology from the University of Puerto Rico and a master’s in social
service administration from the University of Chicago.

Dr. Norberto Cryz, Jr., is an administrator in t& Fairfax County
Publie School System, Virginia. A former teacher of Spanish, French,
and English az a second language, Dr. Cruz has a special intercst in
hilingual education and the rights of parents with children enrolled in
bilingual programs. He initiated and completed the first rationwide
study to identify specific roles and functions of parent advisory coun-

cils serving Spanish English Title VII bilingual education programs.
" He holds B.S. and M.S. degrees from Morthwest Missouri State

University and an F.d.D. from Virginia Polytechnic Institute and State
University.

Lir. Alberto M. Ochou directs the National Origin Desegregation
Center and is an assistant professor in the multicultural department at
San Diego State University. He holds B.A. degrees in sociology and
Latin American studies from California State University at Los
Angeles. His master's degree in special education is from the Univer-
sity of Southern California. and his Ed.D., with an emphasis in inter-
natien- ! edueation, is from the University of Massachusetts.

lir. Jean J. Schensul directs her own technieal assistance and
evaluation firm Research in Action, located in Hariiord, Connecticut.
She also serves on the Hispanic Health Council as a coordinator of ~e-

94




40

search and program development. In 1976 she was program developer
and research consultant at the Center for New Schools in Chicago. Dr.
Scheasul holds a master's and a Ph.D. in anthropolegy from the
University of Minnesota: she received her B.S. in anthropology and
Enghsh literature from the University of Manitoba, Canada.

Kenuith H. York direeted the Bilingual Education for Choctaws of
Mississippi {BECOM) project from 1974-77. He is the current director
of the Choetaw Veecaiional/Technical Education Project of the
Mississippi Band of Choctaw Indians and a former director of the Bi-
lingual Bicultural Teacher Training Project at Mississippi State
University. Mr. York has an M.A. in educational administration from
. the University of Minnesota and is completing his doctora‘ studies at
that institution. :



